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There has been increasing intereﬂt in journal writing,

both for content learning and for personal exploration.
v
However, journal writing has not been extensively !

investigated as':¥:::edial tool in reading and writing. Th

purpose of this s was to explore'the use of dialogue

. journals between individual studentS‘and%tutors in a’

"pull-out" tutoring situation,

Three tutors, selected from a graduate course in

Q
clinical reaqing in which a ten-week tutoring period was

required and their three students were observed during eac
of their tutoring sessions. All sessions were taped, as
were‘ the individual interviews with tutors and students,

held at the end of the tutori*a'period. In addition, copie

:' of all journal writing were-made. . . -

3
2

' Transcripts of taped data were analysed.through
extensive rereading and notemaking In addition, through
qualitative analysis of the journal writing, ‘a nuhber of/
dimensions of the journal texts were identified_and used t¢
compare the writing content, style,land‘mechanics,of |
individual writers. h ‘f . | | |

;\\\\\Tlnitially, all three of the students showed eagerness

.about the interactive writing, recognizing it as a familia

social situation. But their continued enthusiasm dependedf

on how clearl¥y they‘understood:the'nature agd purpose of tl
activity. Moreover, their perforuance'was influenced gy'tt

degree of their involvement in the development of
. \ .
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procedures. Particularly impqrtant was their recognition'

* that the focus was on content; not correctnéss.‘ Yet w1thin
this purposeful framework, the students showed a keenn

)

they producqa an ir ressive amount o;.writing and, in it,

intersst in the form of the jourgal writing., Once. involved

showed an impressive lmpunt of language knowledge.t
The findings reaffirm the increasingly acknowled (o TR

émphasis, among educators, on the importance of taking

- contextual factors into account in assessing students'

. -3‘ 1anguage competence and planning their learning experiences
Igﬁis‘critical, especially in remedial situations, ‘to -

. gfincorporate into writing activitles the soc1a1 element that
u.seems to ailow students éd feel at,ease“and’so to gain’

access to their ertensive-langnage éxperience and knowledge

The finﬂings indicate that dialogue journal writing can se

<

one means of achieving this.'

LS . - - !
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vi : ’ ’ e o .



»

ACKNOWLEDGEMENTS p

A thesis is not a literary masterpiece, yet it is for'
most graduate students a major 1iterary undertaking ‘Its
preparation rests squarely.qn many people's shoulders;»in ‘
the same way as do major li}erary'works: \ |

. For masterpieces”are not single and solitary
W\ births; they are the ‘outcome of many years of ~ .
\ ‘thinking in common, of .thinking by the body of !
v the peopley, so that the experience of the mass
is behind the sing19 voice (Woolf, 1929, p. &8).
Thus, I want to acknowleﬁge the many inspired writers whose
worgs have influenced my’ research and the writing of my \
thesis. “;‘i’. o 1 \
Many other people havevencou aged and helped me.
First, this study was possible only because three teachers
1and their students were generous enoﬁgh to allow me into
their tutoring sessions and to share their journal writing
with me. I veryrnuch appreciate chir participation and
Agood will ‘throughout the research. " |
Several university people helped in ways that made the
"study ea51er. ‘The staff in the Readinyg and Language Centez
helped me to arrange an efficient procedure for copying the
~journal writing during this study. I appreciate ‘this help
Aand the support’I received'during;my entire graduate perioc
especially from Sonia Rywak I also appreciate.the help~oi
the patient staff in the CMPA during the printiny of the
\final draft of my" thesis. And I acknowledge the ' 1

collegiality—of Darryl Grams who often shared ideas about

o
L]

vii



K] ) , '\‘ ¢ ) . 7 ‘ e \

. ’ L ‘ ] )
\ . !

research, and suggestions about word processing he helpedi"
make an office out, of a cool dungeon. - |

. Other friends, ‘and my whole family, showed an interesc

.,

in my research and offered regular encouragement. I value!

both the comments and support they dave. I especially
appreciate: Maureen Sanders who, besides sharing ideas,

{
on the word processor. Maureen s assistance enabled n&,to

pe

|

!

|

4liheeriness, and editorial feedback, spent many hours yitn’n
prodﬁce the thesis drafts effioientl? and to print the_
‘thesis myself, and heg friendship made the task-enjoyablel

A Producing a thesis is mqre meaningful because it i

~done with some readers in mind.. I appreciate the B
participation oﬁ the examining members of my thesis
committee, Dr. David Dillon and Dr. dohn Oster. Their
guestions and observations caused the discussion of my.
thesis to be a challenging exploration of the very nature of
dialogue journal writing, I feel both appreciation and
delight at the fact that, as a:result, my thesis oral was a

t turning'point in my thinking, not an end point.

My primary reader‘or course was Dr. Grace Malicky, my .
supervisor, who has been a superb coach. I have benefited
from her direct and incisive feedback, as well as her good
sense. Equally important, her guidance has been accompanied
by'optimisn and respect, which were ror me key sourcdes of :
inspiration. This'was'particularﬁy true in the early.stages
of the research, but  also throughout the thesis preparation

I am deeply ‘grateful - for Dr. Malicky's support.

viii- ] . . ,



&

CHAPTER

3

'TABLE OF CONTENTS

»

I INTRODUCTION TO THE STUDY ....

II BACKGROUND TO THE $TU6Y oo e

Dialﬂgue Jour}la18~ ¢80 00 -k e a0

L]

Theoreticalnframework cecens

Making Sense of the World

\

\

conditions for Learning ..

IIT - METHODOLOGY «.uevvvereeonnnstss

Sal;lple t..l......;..‘..l.l.’.ll

Data Gathering .............

Data Analysis ........ o000y

-

‘Transcripts and Notes ....

Journal Texts .. 70 . .0 deee

Subjects Written About .’

LI I I

“ e e 9 00

s s 0 00 0

" Amount of Writing e,

."’

Continuity Ocooooo.'o:ocaoo.oo-.!o-'ooo-o’-o

Language Functions .....s.cieeevinerennnne

Organization ...,,;;.....,......h.........

Types of Sentences ...“.:............;....

Vocabulary and Usage ........3;;.;

7

Ve

PAGE

Rhetorical Devices -ooou-ooo’noooooonc‘y._-coon

Diction ..l....l.."f‘.....l.t..."”.‘ln‘.'....“.

Mechandcs .....;...........;;..............

ix

e

1

14
14
18 .

25
26
28

30

30

33
34
35

35

36

37

37
37
38
38

38



‘I

Philosophical Ffémawork ,.f.........,.;:

Iv PRESENTATION'AND DISCUSSION OF DATA ........

Approaches to Dialogue Journal w‘}tihq e

: . y , .
Sharing Responsibility .............

A Social Context .....

4
4

'Offéring Models ..........

Getting Started .l...i.c.ieceeis'ieviagin,

Joan-andAllison ’o'o.-.o--occuooooho.uc--

EEEEEEEEE
.

{

5 08 o p o0 ® o o

Pat and Frank .l.uou.‘oo-icnooo‘-\-ao.‘;..

4

Establishing a Social Framework ....

FScusing on Meaning Ce e eiaas e

Sharing Models ........oveeseninnen.

\
j

3 Defining Purpose ..........ecevsasen

'Phil andTi\m .;q;.‘.......l.l.l.;.l.;.

©

Focusing On Meaning ‘oiooo.ooo-o.o.ooo

Importance of Models and Experience

+ ' The Early Weeks: Structuring the Writing .

.

" 40

.k\43

D a3
LI 43
.. 44

.. 44 .

.“"" .o 45

.

k4 JOanandAllison o‘.too....,.....l..nl’.na

Consistency of Procedures .......,......

Embe¢din§ Extends the Framework
Reinforcing PUYPOSE .e.veeveeenennatnn

Comfort Associated with Clear Purpose

School Anxieties Revisited ............

»

>
26 o 0 e 00

Pat and Frank .‘.l..A..O..CQQOQIOQO.:-;‘.‘:.'

Importance of Clear Purpose neesnesvess

_ . . .
Impprtance of Social Framework ........

Sharing } RespénSibili_ty e s 0 08 00 o‘. ® s 00 00680

]
<

X

.. 45

L 46



AL

Phil andTim LN IR I B Y BT I B B O IR LR B B I D B I R INE N I Y I 'Y

Clarifying Purpose and Expectations .....

. Iqgortance of Models ........covuievnnnnns

Reassessing Purpose of the Writing ......

>

The Later Weeks: Developing Communication ...

A%anandAllison PR I I I S R S R I I I I IR B B R R I W)

Mutual COmmitmentvbemonstrated Ceeteteaean

Talk Supports Purposes of the Journal .

.Pat and Fran% ® 8 9 8 8 % 8 6 Pt S e NS E T e e

Importanoewof Consistent Models ..

/ o
Focus on €ontent ...t vevveverooas

Importance of Shared Commitment ..

Recognizing Purposes for Writin .....
.Phil sndTim .’..."ll0..'00.0...'.....0'...

Clear Expectations, Shared Commitment ...

-

Recognition of Models ........cccevvvuvnn

Importance of the Social Element

Discussion of Approaches to Journals .

< /
The S86cial Dimension ....

. Familiar Context .........
Low Risk Situation .......
Focus on Meaning .....cc..
Experience with Language .
Shdﬁing and Helping ......

L}

® e 0 00 0

s 6 4 00 00

® 8 0 8 00 000 800 00 00

Involvement and Attention ...... .00l

Final wo‘rd ® ® 06 8 65 00 5 0 8 5 5 2 2 0 0% 80 e s 0 s 0 000

The Journal Texts ......ceevveeuncnirniernocens

xXi

.
.

64
64‘
68
71
74
74
77
79
80
8o
82
83
85
87
87
89
30

92

93

93
94
95
96

97

98

100



e

. . P
1 . ! - b
L o .

e
.
Y -

Contents of the Journals ..,..............\.. ioz,

.

SU.bjeétS written About -no-o-oo..-coo--noao 102

[}

Student Entries ........‘..:.iilﬁ:f.;..;q 102

Differentiation of" Patternsf............u’LQBK

¢

TutorEntrieS ..-C“'.llO..QO...'Q.'...Q. 105

N S A s L .
% Responses ..a.--................f..----.. 107

Am0unt ef Writing oc.-.oo-eo-o-otc-c-oo--i.‘108

o o o _ )
Students . L B . . o ‘. LN ) . ® o & @ s 0 o0 . I“ .’ . .l.". Kl ‘. . e ¢ 108
TutOrS t; ouo'c .'.‘..'..'..... .;v.a. -6.‘&‘. ?-o ve o.-‘ llo

. Coet : ? ey . , - e

,,." Language Funct ions s e 8 .00 ¢0s 00008 00 ‘e ® .‘ ev.0 e v , 112

. h Y

Allison b'o s e s e ces s e 000 00 e edn -n’rn.‘o . o .._.“91212

“;/ Frank ................l.,&.;,..;..};..:.} 114
|  Tutor Entries .;;..;;{;;...;;.1.,:..;;;.. 11éf
'1‘.5 Tutor Responses‘;.&<fa..}.f.;;.;;;.f;vil.;119 :
o ‘['.'Continuity .x... 120

cOntinuity Across\Entriesl.........ﬁ..;.r 120

Resurrecting a Topic ....................‘12I

kS

Extending an Entry ........;......Q...... 122

. '*ﬁ 'Organization and Expression in the Journqls . 124

Tim .‘looo-’.o!c\-!o.l..oo;o-o;.z:':\tolo.}.acnon.l..11'24.:‘.

A .. KA
'Format;......’........................‘.. 124"

P
o Organization LSRR Q'._ ee e o.. v e sie e c'o, e '," o'd ._«';__. 125 ‘

4

}fii-;ab A:~Vsentence Struoture }..;..f..ﬁ{.,..;;;;:;:;123,
I*i» o Resﬁonses';;.,.;......;.;;............h;_.12§7
:ﬁ;fFormat';;.}Q;f.,,{..;:,;;.;.n;..;Z;*;.;;; 130§5
R
LIX11 . L I



;‘ : . » N . "(
organizatlon\.n-...-o--...-c--.....--...- 130u

..

o Sentence Structure ...;.......H.,;.;.f...A131
"\j 4V°cabulary.....‘..‘...I‘.l!'..i...;I‘I....l... 132

i Tone -"..'..'..'Ib‘l;-\lnnne.‘otnon.o.lu.’..co..ﬁn“lj?
/ A'llnisonﬁ c‘uo.-o..-g'---‘.occo-o-c-nl-nn--oo'o‘nc‘1‘34

j % o L o T L.

Fomat’.‘o-o“lco..aOoooto\cclnpo‘to-o‘c’lt'l-.u.‘-.o 134

Orgenizatisn .Ip;...;.,.:.}....;..3;:..., 135

'Seﬁtencefstrueture ..;..4..5..;Qf,.;.,.,; 136-.;
,Voeabﬁlary ;..:.;...,.....:‘.s;),:.a.;;.. 136
?hetogicel.Devices .”.;;.....,3.....}.ﬁ.h ije\
Tone ;,L.....}.,.{.;..2.....;........;l.;lié

Ve

EJoan oc—-c'u.-’und'fon,too‘-ouon-v-o-o.;’-.';-o"c-palconc 1’41

Fpmat.'..'.»"'...‘.Q.....l."."‘...“..'Ak.l'....‘.... 141
Organization ;;..;,.....;......S;....;...w14l |

~ Sentence Structure R 7 3

‘Voqabularxﬁ_.'..'..‘.‘...‘.""......'....‘.'."... 143 /

lI"ol’le ';o'-‘- .‘." * e 08 @ .E . - . .“. PRTARTEE f'.’. e o0 ov. oo o e o 0 143/

X ' . h ’ . . . /
) Frank 0oo‘oo-u-o‘oo‘b‘oyoooo_-'_ooo:c-:‘- 00 00000 s e 1‘95
‘Format and Organization ................. 145

1 :SentenCe Structure .f;.}.;..}....;..;.}:71146‘

.

VocabUIarY;..--o...........-o-o.--‘.-...,’/. 147

. B ‘.i . ," :
POint Of View ‘ll.....l.'..l}.l.!ll'.l."'.. 148 v

Patvo0.0"’00!"..00;c.l-.00c0oo.loaoaoo.occoo_149

Rbmat .....o...u:o..co.-o-.ncceooloo‘?qolo" 149

\

organization 0000.‘..ttto.uo.-.oi.ol.‘o;n“ 150_

Sentence SEIUCEUTE veevevreneunensenenss 150 ,
. Vocabulé!y M I BN »' L4 'P.. ' . ' 'v e o @ . . o .. ® o 0. ¢ 0 0 ‘1‘ . o e 0 l 52
' o : - ST s

SR %x;ii\,>‘,,\* o



-

Responses .....,..;.....:.ﬁ...w,....,...,g154 )
4 Effects'of Dialogue';..;.}..;......z..... 155
‘Mechaniés of Writing ..;;:;.{....S...........l?S
; ﬂiim .....;...{:......:.ﬂ..L... i eaeeeaa :
 Ssentence Stfucture...,..ng%{.....,....J 156
) Punptuatian and Capitalization .......... 157
~ Spelling ;...f.....,...;;.;....;.Q.;;.... 167

Moi‘litoring o e 0. '...o .:,. e 900 s a0 o_o‘- CRCI ] '". oee -. LK 157( ‘.,}‘

oy 3

Appearanbe‘;;...ﬁ......1.....,.......,}..ﬁlSBE
”vResponses"...f.............;f;{.......i?f”
%ilison ;l.}f..........hj.....:.;.ﬂzaQ |

fSen&én¢e Strﬁcturéj;.n.....;.....;;;g;

. Punctuation and Capitaliéaﬁiqn ,,g;;f;ﬂ

Spelling,. s 0 00 0 0i0 0000 ; s e -’-"0 v e .‘.“""\' 0 . B ,]-6)1'
. vo Monitoring‘ e s’ s 0 e e, o.- ® 00 o s @ l’ LI A ‘a e s e e .' 10‘162 / :
APDPEATANCE .t evevresrsnnossnnnenvenansss 162

o~ Responsg?’:..,...,;..........a.....f..;.; 163
| Frank‘;.f....;....;.;...........;..}......; 164
. . Sentence Stricture .;.Lg)...:....;..:;.;._164'
_Capitaiization and'Punégﬁatipn,.;.{t.....-164
Q~Moni£;;in9‘{.Q...Ai.........,..;.,.;.}.L. 165
‘\Spgllihg .,;..,f,......;.{.;;..;.;;;n...,‘166,
‘Appeafance'..:;;...........;......,;f;;.. 167 -
Rgsponses‘;.{.,..;..;Q,;;;.;........:;;.::167*f
Disbussiéh f Jéu;hgl'TeXtéy.;.;;.......;,.;.=16§
'.',Inj;entions B PSP ceee. 169 »

Context and ExPerienCéi s 000 -‘ e . L) .r,'.'. CRCRCEC R 17‘0 ’.

. xiv



v

v "-SUMMAkY, CONCLUSIONS, AND IanIcATIdns‘g.......;

Summary of the Study m,...{g........;;,

.REFERENCES

Al

eO'rreCtneSS AnXietY 0"‘.00....0.0..-0000...

v

Importance of Talk. .................;;....

Learning About Writing by Reading ceeenaas

'.\

l“. Finalword .olcla.ooo-o.ol..-'.tooootlt.oc

1

s
8 8 s s 0

Majof Canlusiogs and Implidations-.L........;

Implications for ReSearch .........ceeeeeens

Final Word .l‘.....l......ll’l..q,‘.ll.l.ll.l.l".-

LI B
.

i

.l...ll.’.l..!'ll....'-...l....l....'.‘.ciﬁil

APPENDIX A. PARENT APPROVAL FORM R R T I

' .APPENDIX B:

_APPENDIX C:

APPENDIX D'

SAMPLE TABULATION SHEETS

TABLES SUMMARIZING DATA ON JOURNAL TEXTS...

XV -

I4

*173

176
178

180

186

186

190
196 .

197

199
204
206

213

220



" performance lLevels for Mechanics (Entries) ..... 228

. Performance Levels for Mechanics (

LIST OF TABLES =

s Description ‘ v Page

Amount of Writihg: Students ﬂ;............l..... 109

Amo@nt~df Writihg: TULOrsS .. eeecevsevsescncnass 110

SUbjeCtB Written AbOut Qc;oo‘ooioc'ooo..‘.ooctnonooo 221 ",.
MountOf Writﬁ‘lg l..l...‘ill..l..“.ll:..-c“l'.litiit. 222

Language Functidqs Evidenﬁ in the Writing ...... 223.

Continuity of Sﬁhjects Written About ........... 224

Oorganizational Features of the Entries ......... 224

Types of Sentences Appearing ih'the”Writing oo 225«7”"
Types of Vocabulary Appearing in the Writing ... 226

Rhetorical Pevices-Appearing in the Writing .... 227
> 4 . &

onses) ... 229

xvi



CHAPTER 1

INTRODUCTION TO THE STUDY S -

‘'Student to tutor, on being asked about the
reason f@r writing in his dialogue journal
every day: 'cause you're going to write
something back!

Most elementary teachers probably agree that1when

_children first come to school; they expect to learn to read:

and write. Authorities in the field of reading andhwriting.if(

-

‘ r
have made this observation as well,- and some suggest that

writing comes first and can contribute to reading. Fon

’example, Martha King stated in a presentatxOn to reading
specialists (October 8, 1985), that children love Writing
and write even earlier than they read. And Graves reports

the follow1ng comment from' an 1nterview with Donald Durrell:

- "'Wel have known for years theé child's first urge is to write

and not read and we haven't taken advantage of this fact'"

(Gr ves, 1984, p. 64). _Graves-hinself states that when’

 students cannot write, they are robbed of not only a means

of expression but a valuable means of developing thinking

and reading power (Graves, 1984 p. 63).
VUnfortunately, somechhildren fail to develop as

xpected in reading and writing and ‘as a result fall behind

their peers in school work. At the same time,.they lose

great amounts of .the satisfaction and confidence that can be

'assoéiated with learning and with sharing“of.knowledgef they

g,
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.: lose the image of themselves as readers and writers, as - 5?1

P L~

“‘=“4 _learners. These are the children who sometimes are.

‘-

identified for special remedial attention, either w1thin
their own c1assrooms or in yesource rooms or special

learning centers. Their needs are both academic and

~emotional, progress in reading and writing is connected not

only with learning of strategies -and with practice but -

‘critically too with the children's development of some

pelief in their ability to 1earn Effective means of &

helping them to" resurrect this belief in themselves are

/ngential.

) ThiS'isﬂone.reasonﬂthat literacy development has become

a widely researched topic. . Much researoh and thinking has

.

in recent years'examined in detail, often in natural

learning settings such as homes and clgssrooms, the

development of literacy and in particd&ar the central role

bof“n student's own experience and knowledge as a basis for -

fiia&!hing (Harste et al, 1984; Juliebo, 1985; Sanders, 1986,

Smith, '1983) . - Not surprisingly, a considerabie ‘amount of

the research effort has focused on‘the teaching of writing

(Graves, 1982, 1984 Murray, 1984, Smith 1984a) ' What is

{ emerging is a recognition that 1essons about conventions and

ways of approaching particular compositions,are not in ’ Iy
themselves facilitative of writing development even though
they are important What seems more primary is the
‘relationship between the writing and the writer. It seems

.

-
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1mportant for‘students to write regularly for real reasonsh
and while writing, to get responses and help. As Murray
(1984) states, "The challenge is:to combine experience with
1nstruction" (p- xiii). '

Allison: Mm. We'd do these little lessons - .
answer the questions - an' I didn't
think it had anything to do with
reading.

Researcher:.. Oh my.

Allison: 1It's just like my spelling - I'don't
think it has anything to do with
spelling fn my textbooks but....

- - from interview with Allison

It seens critical that a student should feel some
connection with a topic, some personal Sense of purpose in

~

writing about it. . -But -the. relevance of given topics cannot

‘be predicted, and it is not socially defined as is

sometimes thought. It is not necessarily the case,=for‘
example, that a certain topic such.as "relationships" or
"drugs" or "abortion" or "pollution" will appeal to most
adolescents; or that. "money management" or "career change"

w1ll appeal to most middle-aged students, or that "animals"

or "friends" will appeal to all young students. Rather,

relevance is ascribed to a topic by each writer. ﬂ
' : AP _ 4 r
While students may-nhot, at first, recognize any

'"peﬁsonal connections to prescribed topics, such topics may

become important if each student has an opportunity, through

talk and free writing'and reading,.to""get into" the topic‘

'and find those of its aspects that connect, in some way,

w1th personal experience and knowledge, and with personal

I3
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questions. From that point, a student often moves on to

explore néw knowledge and to write about it in a meaningful

b4
way - and sometimes in a surprisingly powerful way. This

o personal'involvement with a topic seems to be essential as a

N

) vy

basis for the development of writing-abilities. When such

engagement'is present, irnformation about writing‘becomes
useful for a writer, especiallly if it is offered while a
piece of writing is in progress so that the information has

a purpose in the task at hand. Inthis context, criticism‘

‘and suggestions can be productive because‘they allow a ,*

writer to gauge whéther his intentions are being conveyed |
Ih the framework of these observations, it s not |
sﬂrpnising that free writing, ‘and more particularly journal
writing, has gr%wn in popularity as a way for writers to
explore topf;s, and to discover what particular links and
entries they can make to the topics. In schools, it.has

become’relatively common to schedule periods for

uninterrupted sustained spontaneous'writing (USSW), or to

, \
designate-certain times for regular journal writing. Some

_teachers allow at least some time for free writing and ', /
discussion as part of every writing task. It is not
uncommon for a teacher to read students' journals, and some
teachers regularly write back, establishing a written;u@
conversation with;each student. The journal becomes a means

of offering feedback, information, or encouragement; asking

questions or advice; or simply5sharing thoughts - chatting,



-written exchange between individual students and their .

T ~the university it will cause nothing but ‘problems

whén time is limited for doing so face to face. Thus, th

notion of a dialogue journal emerges - a continuous regular

8
” .

teachei™’

v Thursday, Feb. 27th
Hi Allison,_ ‘
I'm writing my journal béfore lugch today“
because time is going to be very shor for“jhlwb- 3
rest-of today.... : AR
This morning I've been...organizing gA § % (.
testing for the little ¢irl next Monday out at Rl
Her school. Everything has to be planned very ’
carefully because if I leave anything behind at

that's for sure! Actually, Allison, I'm a bit €

concerned about how the testing will go because
this-}ittle girl is vemy, very shy and doesn't
talk very much to anybody at school, and you

s\\\ 'know how important talking is in the testing.

Do you have any advice for me on how I might kelp
her to feel comfortable enough to talk to me?
You've been in the testing situation ‘and you
know how it feels to meet a stranger like that
so you might have some very helpful suggestions
for me on this one.

~ from. tutor s journal

Wi

Well Don't go strat into your testing talk
to her let her no you say all.the same things
you said to me and more And thell ‘her about me.
- Allison's response
This interactive type of ﬁritinq{has inspired great
enthusiasm from somé teachers. Because of this, and

especially because this type of writing acknowledges the

’~critically importent personal framework for effective

i

writing, it seemed to me a promising tool for students whose

writing has been assessed as very poor, students. who write

. very. little, and with great difficulty and pain. Perhaps |

these students, who have failed to fulfill their eaxly

';/



,expectations that in school they will learn to read and
t'writa, need opportunities to write'to someorf® who accepte
their ideas -‘no-mQtter what they are out, no natter how
elaborate or sparse,\no matter how awkwardly written.
Perhaps these students need'ieeponses to their ideas -

written responses in which they see their own ideas and

words reflected.

¢ L '
March 14 \
' . I woke op and went to shcool the last
» piriod it was.the funest piriod. . SN

- from Tim 8 journal

‘ Why'was the last perioq the most fun?
- tutor's response

Through such written.conversations;‘these students may
see the links between thelr ideas and those held by other
people, and they may realize 'that they have knewledge that
is of interest and velue to others. They may discovet that
’they can use writing as *a means of shafing their knowledge;

as well as their views and feelingé about it. They may even"

ge enjoyable. ,
Allison: ...the just little short °

. passages that - ye - have a lot
o7 ~of fun with them..
Researcher: Mhn.
Allison: Tell secretive things!
~ - from interview with Allison

discover that writing c

L)

EQ In sum, the students may'rediscover an image: of themselves
as “learners. |

Tutor: 'No, I think I know you well enough :
to know that it's .true (that Frank - 1
3 . 48 a good learner). 1I've seen it.

Frank: Only sometimes. 3
R]
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. Tutor: Oh, I think - that when you believe
- - 1t, it's true.
' Frank: Only sometimes though,
Tutor: Do you bélieve it all the time or
only sometimes? - .
Frank: Sometimes.
‘Tutor: I think that's the whole key, you
< know that?
Frank: Sometimes I'm a brat.
Tutor: Well I think every kid is. I think
: every - person is. I can do that
too you know.
Frank: How come you're never a brat around me?
Tutor: Well, 'cause I'm here for a different
reason,
' - from final tutoring SeSSiOﬁi

In light of these speculations, it seemed to me worthwhile
: s

to explore ways of arranéing é'tuto:ing,situation so as to
incorporate dailly written conversations between child and
- tutor. Tﬁat exploration became the purpose-of the present

'

study.



CHAPTER 2

-

BACKGROUND TO THE STUDY e

Looked back on, the experiences others have
related merge into the experiences we have had
. ourselves...it is by experience 'as we' that
we build the common world in which we live

(Britton, 1970, p.(146).
Jou¥nab~writing is}being méntioned more an&.more

fréqﬁently'in thediterature as a promising tool for helping:
childreq - and adﬂ&ts - discover’thathwriting and reading
can be very useful in their lives. ~Journals are being used
in a variety of ways and‘at all educationalvlevelé. Whiie
some,ﬁeachers have their students writ; priﬁarily for
themselves, others incorporate a respSnsé to Ehe journal

LY

entries.

- Dialoque Journals

Hipple (1985) studied journai writing in a
kindergarten. E;ch day, é'couple Qf the children shared
thé;r wrﬂting with.the fotai éroup. Hipple'feports that the
journal sharing helped the éhildfen\develop abjlities in
describing,‘questioning, and liétening (Q' 257). She notes
that not only did both thg content and lah;Eage of the
children's ﬁournals pecome more sophisficated during fhe

course of the year,.but also she became a better teacher as
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a result of recognizing the variety of patterns

cheracteriiing her children's writing development.

” k. Fulwiler-(l985) reports on the use of free writing with
va slightly older child - grade three. Through the journal
the child looked at her own experiences in school (e. g. a
fire drill a field trip) and at her school work (e.g. ideas
.about a pieceth reading). In Fulwiier's\view, such
journare can "help young students become more avare ot
themselves as writers and learners" (p. 55).

The same kind of awareness was the besis for ighell's
(1985) use of journals withfjunior high school students.
;twgll used letters és "wriften conferences" (p. 152) to
help her students extend their thoughts about books. The
students were able to draw on their experiences when writine
abodf their reading; through writing, tﬁey could uncover the
significance of‘both what they were reading and what thef
were‘discovering abodt their own lives by writing about ther
in the context of theﬁr reading.‘ '

Siﬁilarly, ggﬁes @nd Bahruth (1985) used written

adialogye - dialo&ue journals =~ in working with adolescent
dents firom Mgxican-American migrant families. The
authors report that the dialogue journals proved extremely
‘useful to their students, and they identify several
charactertstics of‘dia;ogue journals that ekplain their
usefa}ness. Firsﬁ}‘the’journals represented functional

' /
writing, offering the students a chance to write to a real

4



person who responn ¥ and so to see a use for writing in

“their 1ives.1 As well the dialogue journals offered the

A

:;_students models of language use by. their teachers that
asometimes led to corrections being made by the studenpg fn<
',future journal entries.' Further, the dialogue journals d/)

tprov1ded reading material each day, and a chance to ask L

Vsquestions and make comments about books and writing

o

‘Because of»these aspects of the diaﬂbgue journals,‘thev‘;

<

authors conclude that "journal writing provided the bridge
of- confidence between our children and both of us. Journa‘

»~writing also built@an additional bridge, a bridge that led
vinto the kinds QE expository writing and reading that our
children were expected to do in school" (p.\lOZ) .In"
'relation to the children s learning, the authors clearly
:emphasize the” importance of the children 8 reali21ng that
“kthey could’learn and of théir interest in learning ' '
'3 Ent siasm about discoVering how to learn is reflectec

M

f’in sever - other. reports on journal writing One report
1Qfmentions,high scﬁool students who used learning logs to "
‘ reflect daily about both thz content of their lea’rning in
elmath and “how' they were doing (Pradl & Mayher, 1985)

Another mentions college students who used expressive

:rwriting to reflect on their reading each day (Collins,

) l985),' A third mentions graduate students in education ‘whe

f-used dialogue journals to explo‘e with each other and w1th

d:their instructor their ideas ab ut teaching and education
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V(MikkeISen,'lQQS) a similar use of a dialbgue journal in

two of.my graduate courses w1th David Dillon (1985) was a

transformational~aspect of my own graduate work.jgfg
Besides being used w1th students, journals have beén

used successfully in professional development.g Yinger

(1985) reports that when teachers used journals to examine"

their thinking and planning, they not only clarified their

’1deas but to their surpriseufound themselvzs understanding

moral

'and s;}ving problems that had been wearing them down: "Thei

improved and they began to see themSelves as teacher
/‘

" who could makegthe‘most ‘of any s1tuation.rather than as,

victims of circumstanCés and external influences"‘(ﬁ. 28).

j
In this ‘report, as in those concerning students, \

"fself discovery clearly was a major outcome of the reflectiv<

writing, along with - clarificatlon of knowledge 1n a variety

‘of .areas. Such outcomes are consistent with the view that

v

'ufflanguage is a tool for learning, not just a tool for

communicating (Britton, 1970 Graves, 1984; Murray, 191

Smith, 1982) e

Lo

| Dialogue journals have been used productively not only

1w1th general populations, but also with special groups.

J

Staton (1985) reports on the successful use. of such journal:
; with hearing-impaired children from mary,to college'
level. - In. discu551ng the merits of. dialogue 1ournals with
| /these students, staton notes several useful features of the

-journals. that they arevmore~like-conveqsations than like'

i J
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formal writing,assignments; that'they include a variety of

K language functions - e.g. questioning, speculating,

reporting,ethat the journals, because they are interactive,‘
combine reading and writing f%to one event Land that
‘because the journals are embedded in daily class actiyities,
;they provide the necessary context for theastudents to ;n
understand new language\(p 132). I would add that the
’journals are embedded in the students' lives outside of
class, not just in class, and that this 1s\a critical part
'of.the necessary context for the students to understand.new
learning. a vv |

A The use of dialogue journals with'hearingeimpaired
istudents was based on Staton! 8 (1982) 1nitial report on. the |
use of dialogue journals (see also Kreeft 1984) In the
,grade six class that Staton studied the journal work was

—

based on: the teacher s gdals and the students' indiv1dua1
‘needs and'interests. Each student's written interaction
‘with the teacher was a kind of "thinking together" (staton,
1985, p. 150) -'Staton notes that many common activities arev
learned in this way, by a person @/performizg ‘them with a
7more experienced or skilled person, and the importance of

:'this‘kind of support in a child's learning has also been

7'emphasized by other theorists in education (see espe01ally

»,Vygptsky,.l968. Britton, 1970; and Smith 1982)
The studieS»reported here suggest‘a number of key

ingredients that make dialogue journal writing 'useful in the

o . ' 7 ,
S \ . R
- ) - — B - N .
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~development of literacy. Perhaps the most basic -of these is
the fact that dialogue journal writing is. a genuine writing

»situation (Mayh‘“ ot al 1983, p. 67). The writing occurs

'_1n a social framework and offers the freedom to write about
topics that are of:personal significance. ‘The students can
_relate the writing to their own lives and. evaHPate their
writing relative to that produced by som.ie ?lse.

The 1mportance of these aspects of language use to

Y -
learning and. development are well documented. Many authors
Q’“‘\
have noted that language is by its nature a’ SOClal thing, i

.

4._tha€ our language derives 1ts meaning from a particular

interpret;ve community and that wé learn it as we strive to
make sense of our experiences in that community (Britton,
1970; .Harste ettal 1984,vSm1th‘1984) . In other words, “we
learn language, written as well as spoken, when we use it in
.genuine language situations. Mayher et al (1983) sugdest -
that;ttudents who have trouble with. writing probably have
-’had little response to the substance'of their writing; they
" have had little experience with genuine writing situations
(p 67) . Dialogue journal writing is an dﬁﬁprtunity for '
students to gain some of this experience,—as\they write
frequently about - matters of importance to them and get

regular responseskto whatfthey say.



, heoretical 'Fra ework

e The critical importance of experience with ‘real writlng f
situations is ‘a pervasive theme in the works of James
Britton and' of Frank Smith. Their way of conceptualizing
writing, along with my own experience with dialogue journal
writinq,’caused me to spec@late aboux the value of dialogue
journal writing with problem writers. It is the ideas of
these two authors that form the'primary theoretical basis

" for the present study. o

{

M k n Sense of the World
In an interview with. John Mayher (Mayher et al, " 1983),
xBritton makesathe following statement about children s
i
‘purposes in writing: _ .
.There is no doubt that one of the intentionsb
they bring with themi to school is that of
making sense of experience as it comes to
‘them. As an instrument for-making sense of :
experience writing can help them fulfill that .
deep-seated intention (p. 12). L
Britton's statement arises out of his analysis of- the
: relationship between language and experience. Britton's
theory is consistent with Kelly's (1963) theory of personal
constructs, which highlights man's construing and
‘reconstruing of events in an effort to identify similarities
to past experience so as to predict the future. - Britton
(1970)'too'views man as a creature that seeks tozrepresent‘
" events to himselfvin an orderly way, on, the basis of past

\
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experience, so as to give meaning to current experience andl
to:anticipate”the future. ‘But gritton emphasizes, relative
to this process,-the central place of language, operating as
an extremely efficient organizing system - "a key way" (p.
19) of representing experience} He states, "We‘don't learn'
from higgledy-piggledy events as they strike-our s&nsesf we
.. learn from events as we interpret them, and one of the main
ways of interpreting them is by talking about them - by
giving them shape in language" (Britton, 1982, p. 98).
Britton points out that, while various types of animals

[

can develop rudimentary classifications based on -

b 3

similarities among repeated experiences, man's use of

. language allows for a much more extensive system of

.po551bilities. Language allows man toyclasSify-even
e&periences that are not readily available to the senses -
abstractions, such as "holidays" or "fear" ‘As a result

' language allows man to remove himself from the immediate

present he is free to draw on past and future, on both real

L4

and imagined events, in constructing and perpetually

'upgrading his representation of reality. In other words, he
a

., can move out of a participant role and adopt a spectator's
stance relative to his own and other people s experiences.=

We habitually use talk to go back over events
and interpret them, make sense of them in a

way that we were unable to while they were
taking place....to work upon our representation
of the particular experience and our world .
representation in order to incorporate the one
into the other more fully (Britton, 1970, p. 19).

o
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In the spectator role, then, a person's focus is on nottjust
a particular event, but a total uorld picture - "the total

' context into which euery’eXperience has to be fitted"
(Britton, 1982, p. 105). ) | o

Britton <E%yo) acknowledges the. primary‘rolebof'a
person's communit& in‘this process, of constructing and
"reconstructing his view of the world He notes that while
‘young children s use of language may put together various
types of experience that their parents distinguish (e.g.
"dog" may refer‘to cats and Horses, not just dogs), added _____
experience-and usé.of language~1eads children to take over -
'the classifications embodied in the language of their
‘communities. Moreover, children in different ‘parts of the
world'Come to divide experiences in somewhat different ways,
| in accordance:with‘the particular-needs and purposes of
their societigs Thesfamiliar example of the Eskimo people .
developing a number of. words for snow reflects the critical
importance of snow in their lives, not any, objective ‘
difference in. their snow and that found in other, parts of
the world where the single word "snow"«suffices.p .
While languages differ in how they categorize objects,
the very, important thing is that in all societies the
"identification of objects and experience§\is made through
ilahguage, and modified through language on the basis of
people's experiences. Brittonn(1970):points_out that, when .

we;discoVer or invent something new, one of the first things
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that we do is to name it, and "it is the name tha@ marks its
existenc¢e in (our) society or in the world of ‘human affairs"'/
(p. 24). 1In the sane sense, speaking about one ‘s

experiences - or writing about them - is a way of naming
them Doing so marks a person's existence in his society

(See Britton, 1970, p. 120, for his discussion orvAuden 8
way of defininq poetry as “paying homage by naming' )
_Evaluating our interpretation of experience relative to
 others allows us to corroborate not only our ideas of
particularkphysicai aspects of the world, such as snow or .
.chairs;tevenfggre inportant, we are."haying our value
“%ystems...checked and calibrated against those of other
people" (Britton;*1982, p. 1o§). |

. Britton (1970) identifies a final aspect“of this
evolutionary'processvof representing“the wojfd to ourselves.
He states that what we‘attend.to at a parti ular time is
likely to be .only partly new - to "stfaddle the familiar and
the‘unfamiliar...the new being incorporated only at points
whereait relates to whatvis already there" (p‘ 32) Perhaps
this is ghe basis for Britton's statement in another- part
- of the interview with Mayher, that "abstract and impersonal'
writing is the appropriate end product for writing in:
Jphysics, biology..., and so- on. That's the goal we're , -
aiming at. But if you insist on that from the start... then

the learning process of moving from personal writing to more

abstract névetr happens" (Mayher et al, 1983, p. 80).
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The need to constantly form and maintain this link
between what a child knows and‘what'is new is basic to
Britton's etrong-belief in the importance of language, .both

. I , B , . .
spoken and written, in school' work, as indicated in this

. 'statement about both the place of writing in school and the

kind of writing that is needed thare:

We have seen that talk is 'a major instrument
of learning in ‘infanty; that the infant learns
by talking and that he learns to talk by
talking. 1In trying to explain why it is that
normal children succeed in this astonjishing
- task of learning to talk we suggested it was
> because the two tasks - learning in the most
. general sense, that is, making sense of the
world, ‘and learning to talk - are so closely
"enmesped. When we arrive at the school stage
we mu add writing and readi to talking,
but the stress upon the operational value of
» language use remains the same....Putting this
at its simplest, what childre€~use language for
in school must be 'operations! and not 'dummy
runs'. 'They must continue to use it to make
sense of the world (Britton, 1970, p. 129).

Conditions for Learning.

Britton is talking here about real language situations.

This and hiq other remarks about the role of language in

(;t- v

relatiod to learring reflect the .idea that learning, and

language learning in particular, is selective, being 5\

-

~influenced by a child's past experience in’a particular

community. This notion also informs Smith's theorizing

’ about’learning and about language learning. Smith (1982)

suggests that language learning, like all 1earn1ng, is a-

selective process. He.suggests that it -eceurs when a person



" of his experi@nce.
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is receptive to learning and attends to particular aspects
Smith (1982) describes the conditions for }eerning by
reference to three concepts: demonstrations, ehgagement, and
sensitivity (p. 170). 'HisldeSCription of these conditions
is based on his assertion that learning is the natural
activity of the brain, a position that is Contrary to that
of some educators who seem to think thet the brain learns
only when prodded into doing so:
It is the business of the brain to learn...
and it is no more 'normal' for the brain
not to be learning than it is for the human
mugculature as a whole to be limp. What
needs to be explained is not how learning’
takes place on. the occasions when it does
but what is lacking in the situation.on ..
those occasions when it does not (p. 163).
While, on the basis of émith's premises, it is
predictable that children are learning Much of the time, |

what they lezarn at a particular time is less predictable.

. It depends on demons rations. A\cording to Smith (1982)

~

children learn 1anguage Just as they do other things,
through the use they make of it. That is, they learn:

language through,recognizing how they use it, or through

understanding the use others make of it: /

It is necessary to see (or hear) someth ng

- .being done, and to understand why it is!
being done.. There must be a demonstration :
which, in effect, says 'This is how something
is done' (p. 170). . . ‘
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Smith (1982) notes that the world is full of demonstrations
" (p. 170). He notes that objects demonstrate what they are
like, how they are made,'and how  they can be used; people's_
actions demonstrate what can be daqne, how things can be
done,‘and what the doers feel about the acts; books
.demonstrate how words are spelled and put together, along
with many other ’conventions related @ writing; even our own ﬂ
thoughts offer demonstrations, private ones related to
-actions or events, and_these private demonstraéions can
occur through writing. Clearly, we are immersed in
demonstrations; we cannot avoid them. R
In spite of the'pervasiveness of demonstrations, we

experience only some of.them. Smith (1982) notes that
demonstrations are relative, unique to 1nd1v1duals (p. 171).
He says that an object or event is a demonstration to a
particular person only if that person’ understand; ‘the
purpose behind that object or event. Similarly, an action !
or artifact involving_language demonstrates how 1ntentions
- and the conventions of language are related - but only if
the purpose behind{the convention is understood. -When
recognizing what a language user.is_tnying to‘achieve, a
;pegson may see how ‘a particular language convention makes
that achievement possible. -

v

_ While understanding makes something a demonstration,
learning will not necessari\yloccur on the basis of the

E S

demonstration; ‘the demonstration can, in effect, go in one _
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side of the brain and out/;Je other. To learn, we must be
involved: “ '

m

For}lEarning to take place there has to be

engagement with a demonstration, as direct

and immediate as the manner in whig¢h gears

engage in a mechanical device (Smith, 1982,

p. 171). : 8
Sometimes we are especially conscious of being engaged with
something, as when in reading we notice an unusual spelling
of a word we have never seen written before or a ‘
particularly effective way of expressing something (Smith,
1982, p..172). But, iaccording to Smith we generally learn
w1thout awareness - "our engagements are unsuspected" (p
172), as we focus our attention on making sense of our
experiences , t

Smith's way of explaining engagement, or the d%ming

together of a 1earner and a demonstration, is consistent
with Britton's way of characterizing a learner in terms of -
attending to particular aspects of experience, showing
interest in experiences that 1link something new with what is
known. Smith (1982) suggests that when we strive to make
sense of anything, we anticipate and predict alternative
possib}lities, basing our predictions on what we know; we .
develop a theory of the world, "a theory that il an

[

421) In the gear metaph?r, we engage particular "hooks

interpreted summary of all past experience (Smith, 1983, b.'

that are necessary for ...'grasping'-‘a situation" (p. 173).

Smith notes that the emphasis on past experience in
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determining what we attend to is consistent with research
showing that our memory of an event is determined.by how we
made sense of that event. Thus, Smith suggests that
learning occurs when, on the basis of existing'knowledge; we
become'engaged with a new demonstration:. Jthe way we make
‘sense of a denonstration,”relating it‘to the organization of
what we alread& know, constitutes what we may éarn from/the
demonstration" (p. 173).

Since'many demonstrations involve other people, we

learn by relating our experiénces to those of other people

... ~around us, as Smith (1982) notes:

4 Such learning is in a sense vicanious; we

learn from what someone alse is doing or has

done as if we were doing it ourselves....But

such learning is vicarious in the subtlest of

ways; 1t does not even require an overt intention

on our part, only the normal effort of involvement

~and. understanding (p. 173). .
But it is éritical not to read this statement too lightly,
for even though learning may seem effortless and engagement
is likely to occur when we understand a Situation, in fact
, often engagement-does notvoccur. Smith accounts for this,
in his theory, by identifying a ﬁhird learning condition,
sensitivity, which is characterized in terms of expectation
"It-is I think when we expect learning to occur, when in
fact.we take the learning for granted and do not give it a
thought, that engagement takes place" (p. 174). But Smith
talks of a price for learning, as well as a value: a price,

for example in terms of effort and the possibility of
v N
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failure or error. He acknleedges that®we may not want to
pay the price; we may not expose ourselves to a learning
opportunity.if’wleear we yill fail or fear the consequences
of error. Yet learning depends on our perceiving the
possibility, our freedom from the fear of failure:

Engagement requires a reaching toward the

learning opportunity, not in the sense of

strain or effort but in the sense of an

openness, often characterized simply as

'interest'....a commitment with confidence

to learning (Smith, 1982, p. '175).

The possibility of such sensitivity on the part of,some
students, especially those with problems, depends on how
they think they are perceived by their teachers and others
in their community Smith (1982) reflects on the curious
frequency w1th which expectations of failure, on the part of @
children, seem to emanate from adults, and the frequency
with which.such expéctations are prophetic (p. 175). These
observations agafﬁ”echo‘Britton's (1970)“thin£ing, evident
in his endorsementbof a particular kind of relationship
between teacher and student; it is "a relationship of simple
reciprocity: between teacher and any individpal child an.
acceptance of eacq by the other, aslpersons" (p. 182). ’ K

In this kind of framework, a student has a chance of
developing increased confidence to learn. In written
dialogue with a tutor, a student ‘has the opportunity to

develop ‘increased sensitivity to written language, to the:

- extent that‘the'student'and the tutor write to each other as

7
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l
persons. This kind of teacher-student relationship seems g%

be not onlycin Britton's mind but also in Smith's, when he

makes the following statement'

Children do not learn by collecting rules that
. they then apply to.the business of being a writer.
_But in the process of trying to write they can .
- become sensitive to conventions. . Many authors -
-~ . have given credit to their teachers for encouraging
“ ‘them to write and helping them to avoid.their own

o - errors, but. no authors to my knowledge have ever

‘dialogue journal writiqa could be a way for a student in a

said that' lessons in grammar...madé them into
,»writers (Smith, 1982, p. 192Y o

L. Britton's and Smith's 1deas led me to expect that

Y

clinical situation to come to grrps with difficuIties in’

"jreading ‘and writing ) In the famifiar framework of

. conversation, a student could take for granted that he or

.

sﬁb could use language appropriately, and so could become

| "engaged with writtenvdialogue. The student could come to

see that writing and reading can be purposeful activ1ties.'

N

In the supportive soc1al context of the diaiogue ]ournal,

~ the student could use the writing to reView and make sense

‘of experiences and feelings assoc1ated With learning

occurring both inside and outSide of school

X
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CHAPTER 3

METHODQLOGY

o

'~ 'We don't often write anything that is merely
communication. There's nearly -always an
- element of 'findifig out,' of exploration
(James Britton, 1 82, P 110).

- | |
This study was carried out in the Reading and language

Center at_the_University'of‘Alberta.-AThe center is part of
the'Educational Ciinic which is a teaching clinic for .
graduate_students in,school psychology,lcounseiling.
_‘psychology, and language arts. Clien“s are referred"to the
center by school personnel, parents, employers, or social
"servicerworkers, and some clients refer_themselves.

| .In the center;'tutoring'Of chiIdren withureading
difficulty is done yithi' the framework of a-graduatevcourse‘
zin Elementary Education. As*thishwaS»the source of stude:;s
and tutors for my study, the period of tutoring in my study
_was determined by the timetables of that course. Each tutor -
- was, required to carry ‘out ten sessions of tutoring. At :

-first tutors met their students -once a week for an hour, "Q

,,but part way " through the tutoring period, they began to meet.

'\5

twice weekly so as to ‘finish comfortably before the end of
the university term SR . IR »ﬁ
| Permission to carry on research was granted by parents\

- as part of the general intake procedure at the center.

25
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e a

Howe>>r as a matter of orientation and courtesy, I ‘met
'.briefly with the parents of each student at the beglnning of
the tutoring to inform them of the nature of my study and to
discuss any questions or concerns they might have. I did

&

" the. same with each of the students, at the same time asking l
their permission to look at their journal writing and to
copy it. A parent of each student in the study signed a

'simple form indicating approval of his or- her child's
participation in the study. A sample of the form‘is found

E in Appendix4A; ' | | |

.Since the:study was set in a-teachingtcenter, the _
sample.wasfpredefined@both by the available referrals and by o
'the trainihg'needs of the center. Of the group\of,Fhildren
"selected”for‘tutoring in the acadenic\term when myqstudy'was
'Fconducted I identified those that were as close together in{
age as’ péssible at_mid-elementary level At this age,
‘fstudents normally'wouldabe using writing in~thefr school
Work though referred studeﬁts presumab%!,would not be us*ng
it effectively." ’ ,

Tutors were selected from the graduate class in a N
course on clinical reading. The i@structor, a’ faculty
B member in the Departmeat of Elementary Education, had

selected from the list of children q&ferred to ‘the center
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one child for each‘class member; Or the‘tutors‘who‘had been
assigned students of mid-elementary school age, the
instructor and I selected three tutors whose previous
-experience w1th dialogue journals was as varied as possible
ln this way, we hoped to sample as broad a range as possible
of approaches\in-the‘use of dialoguejjournalvwriting,vtqA
.sult the exploratory intent of;the study. Additionai
criteria for selection of tutors were their interest in
using writing in their tutoring, their willingness to share’
their journal writing with me, and their interest in
participating in the studyr They were assured that
participation would have nowbearing on theiricourse grades.
on the basis of the joint criteria for selecting

students and for selecting tutors, the final sample'iudéd"

the following two sets of participants? [~g; -y
Students: two students in grade 5 - Frank ‘and
o Allison; one, student in.grade 3 - Tim.
°  Tutors: a female tutor, Joan, who had used dialogue
' journals consistently with her primary
: . classes for years; a male tutor, Phil, who
K\_ o had used dialogue Jjournals regularly ‘in his
' classes for about five years, varying his
approach according to his perception of the
students' special needs from time to time:

" 'a female tutor, Pat, who had.never used
journals in her teaching, but was very
interested in exploring ways of doing so.

W

My role in the Reading and Language Center, that of a
teaching assistant included consultation with the graduate
students about their work with their clients in the

framework of their.clinicalwcourse. All members of the
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graduate class had tutorials with.their instrnctor, not jost
,rwith me. These tutorial arrengeménts, of course, includedd
~.the three tutors who participated in my study. - However, in

an effortéto minimize systematic effects on the tutors in

deof using dialogue journals, both the instructor
and I endeavored to evoid extensive discussion with them
about the diélogﬁe journal writing, though we answered

- questiéns and dealt with concerns arising from the use of

;dialo§Ue journal wniting in the tutoring.

Data Gathering'

'Before the'first tutoring session ot each child Ilmet
individually with the ‘tutors to rev1ew the study and to
Z'tconfirm their decisions to participate. I did this with the

students at tne beginning of . their first tutoring sessions. .

.During theiteaneek‘period during which tutors worked
fwitn'their assigned'stndents, I taped all of the sessions
carried out by the three tutors in my study. -I sat in on
most of their segsions and occasionally made brief‘notes.
When I had to miss part or all of a session because. of
overlapping.schedules or off—campus‘scheduling'of'perticular
sessions, I relied on the tutors' reports to supplement the
‘tapes of the sessions. In addition,»each.week} I obtained
copies of each student-tutor pair s dialogue journal

writing. The copying was done either during a session,

0
p
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,while other work-'was in progress, or during the week
'subsequent to a session. | | .

As part of ‘the weekly data collecting, I read the‘
journals, transcribed the tapes, and wrote notes on both the‘
journal texts. and the;transcripts - i.e. made’ expanded field
notes (Spradley, 1980). Prompt trahscription of tapes and
expansion of notes was inoortant to the reliability of my
observations, for continuous involvement-with the data
helped me to maintain a constant_viewpoint in relation"to
the students and tutors and their sessions together. “In
additioj\ comparison of field notes against transcripts
served as an.ongoing validity check. A further check on the"
validity of'my observationsbwas provided by the informal
o reports and" the interpretations offered by the tutors and by
the course’ instructor. Ultimately too, the journal texts, |
‘which were. analysed in %he context of. what went on in the
" tutoring sessions, served as a check on validity, for.
conclusions ‘reached about the dialogue journal writing had
to be con51stent with the {events observed-around the" actual
writing. H“

Just once, during the period ‘of observation, I failed
to transcribe a set of tapes prior to the subsequent week's
sessions. The resulting confusion I felt while observing
during the subsequent week, and while finally transcribing

" the missed tapes,ﬂreinforcedtfor me the-importance of

keeping up;with transcribing and notemaking.- This,fas well
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as'attending sessions consistently and receiying'the'journal
writing week'by week, helped me to develop a- sense of the

| progression of tutoring with each tutor-student pair. My
consistent involvement also helped all participants - f?
gstudents, tutorsf and me - to feel relatively at ease with
,each otheréduring tutoring sessions. Both tutors and

| students indicated that they were not bothered by hy
presence and that they did not feel as if they wanted to
censor particular information when writing their journals.
At the same time, I came to feel partiof the tutoring scene,
'less of an obstruction.

" At: the last tutoring session for each child or soon
after, I held an interview separately with each tutor and
child. “The interviews were taped and transcribed in the
same Qay as sessions had been. These interviews were
intended,zfirst, as an opportunity for the tutors'and
students to comment on their dialogue.fournal writing or ask
- about the study. In_addition,bthe interviews served‘as a
source of data; they provided an important validity check on
my notes and interﬁretations,i ' . | -

s R
Data Analysis
ans: ts and Nnt
The analysis of data was not based directly on any

predetermined conceptual scheme. I expected that each tutor



night approach the journal writing in a different way, |
depending on individual tutoring goals}as-well-as personal
values andateaching=styles. I also expected differences
among the children, associated with‘theér individual
;characteristics of background temperament, and educational o
need ' Thus, I examined the transcripts and ‘notes for |
evidence of patterns of approach and response that might
indicate how' each tutor and child was construing the nature,
purpose,; and value of the dialogue journal writing ;
ékperience and how each was feeling ‘about it -in thf context
of the tutoring. Themes that appeared to be common in both
transcripts and notes were related to and, to some extent
corroborated by reference to the actual writing'produced.in
the journals and the transcripts of the interviews with the
tutors.and children. For example, -at the same time as
}degreetof student control appeared in the tutoring

* transcripts and notes as a'significant theme, reflected in
clear’and persistent differences among‘tutor-student.pairs
inttheir Qiscussion of procedures, it_appeared‘in the texts
as.differencesuin frequencv of writingias_well as,amount and
apparent ease of uriting; Furthermore, the tutors each made
| reference, in their.final'interviews,°to:the importance of .
the children's taking some responsibility for their journal
nwriting. - ‘
"In the review of the transcripts and notes, a major

tool of my analysis was my own writing. Even as I
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made extended fieldnotes after transcribing the tapes of

each week's sessions, my analysis was heginning - a kind of

formative analysis which supported the continuing
observations, a1 indicated earlier. The transcribing, done

by hand, revealed with’ remarkable clarity and impact the

u_ repetiti n of certain types of statements or actions by

particula students_and tutors. This often suggested an
interpre ation that was not'apparent earlier when immediate
reactions to events in a session had led to'haSty
speculati ns about what had gone on. The process'of
transcri ing required a look at the data in specific, rather
than‘glob 1, terms. Seeing what exactly was said, how
often,vwith what intonation, and in what temporal relation
to other events and comments made it possible to see mOre

accurately'the pattern and significance of what had been

‘happening during a session. .It also guided the search for

evidence in subsequent sessions to support 1nterpretations
; .

_and clarify them; but sometimes it led to a new or revised

interpretation, as a different v1ewp01nt was carried 1nto ar
subsequent seggion.
The'generativevquality of writing was especially

apparent throughout the reading of and writing about the

' complete sets of transcripts and journals, once . the tutoring

was finished. At'this time, notemaking led increas1ngly to

atrecognition of the interconnectedness of particular

events. Repeated_referende to certain_types'of events and

[y
-
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‘repeated use of certain terms in the notes became, more
noticeable with each rereading. This is illustrated by
' notations such as the following: "Here it is gggin - she's

always modeling the kind of thing she's\talking about;" or

"Herels another way that the journal writing is gmgggdgd=in
~the tutoring as a whole." ' It is in this sense that patterns
emerged in the notes, as I sought to interrelate the key
‘concepts that & was ‘using and to express them in

generalizations that were con51stent th the transcripts of

sessions and 1nterviews, and with the texts of the‘dialogue

Notemaking was not only a means of analysing and
exploring the significance of field observatio*s and &
,transcripts, it also was the critical part of the .
qualitative analysis of the journal texts. Just as writing
- had been . used to“explore ‘the transcripts and fieldnotes, in
order to identify patterns of procedure and student behavior
durin‘ alogue-writing, so writing was used as a means of
explori g the text§ produced by the students and tutors, and
as a mea ‘of focusing the analysis of the texts.

Notemaking helped in identification of writing styles(
as journals were read and reread. This total viewing was

& . v L .
- intended to reveal patterns .in the text to investigate in

more detail. Because both educators and/the general
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public commonly adsess and describe writing relative to
‘content and form, these broad areas were used as a framework

for examining the journal texts. I looked for similarities
4
and differences actoss students, across tutors, and between

students and tutors. Dimensions became apparent rélative
to both content and form. For content, the following four

dimensions were identified for analysis'
- subjects written about; .
- amount of text produced:;
- continuity, or extent of focus on, individual
topics beyond a single mention;
- language functions reflected by individual
statements in the journals.

‘The dimensions that seemed apparent for form were the
- $

following. _ T . ¢
’ organizational features; , <\
types of sentences; '
types of vocabulary;

rhetorical devices;

mechanics'of writing.

[ I I P |

To allow for systematic analysis of the dialogue
journal writing, each of the above dimensions was elaoorated

&

r with a set of splcific descriptive categories. Like the
‘-identification of the dimensions, categorieshw;re identified
by critical examination of the actual journal t%xts,
followed by succeesive trial analyses on several samples‘of
- text, nntil a stable set of categories wvas in place for each
dimension. These categories are presented below.-

Subjbcts Written Agout. Through the procedure of
gualitative analysis, ‘it hecame apparent that, for subjects

\:,



2
-

* 35

written about, the most functional categories ﬁgr describing

and‘comparing the texts of the separate writere were the
foliowing four broad ones:
home; e
school;
tutoring;
world affairs.

Tabulations were also made of the frequencies with which

entries and responses referred to more than one topic.

These tabulations, in combinatiom’ with amount of writing, .
' o

served as an index of the scope and focus of a writer's

journal entries and responses.

. Amount of Writing. For amount of writing, the
’ . *
following categories were identified: )
- total number of thought units;
.= average, number of thought units per entry or per
response;
- total number of words,
- average number of words per entry or per response;
- average number c¢f words per thought unit;
- range relative to number of words per entry or per
- response. . ‘ By

'Continuitx In addition to amount of writing, the
extent to which single topics were pursued was examined.
This dimension, continuity, was- described by the following
four categories:

"= topic continues for two successive entries;
¢ - topic continues for more than two succqssive -
. entries; : -
- topic is resurrected; ' ‘
- topic is continued- in the form of an extension
to an entry, as a result of the partner's written
response to the entry. ,

1%
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Lgnggggg_zgngtigngi For language functions, the

foilowing descriptive categories were used:
i : ¥

reporting general facts:

reporting personal facts;

reporting opin{éns;

j ' maintaining dialogue (greeting, thanking,
- promising, agreeing, apologizing);
‘ explaining;

requesting information/action;
exploring/reflecting/speculating;
responding to questions or comments;
acknowledging/valuing the writing: partner,
modeling;

correcting.

Many of the Bournal entries, and“eﬁen some of the
generally-ehorter responses, contained more languagebm
functions than one,hand the frequenoy with which thie
occurred was tabulated, providing one type of index of the
complexity of the language occurring in the journal texts.
Categorization of statements for language functions wa
done strictly relative to the context, both withinothe text
and\surrounding it, in the tutoring as a whole. Thus, for
example, while a particular statemeq\~hy a tutor might seenm
to be a question = "Why don't you bring me one of your
stories?" - it might in fact serve as a request. To further
illustrate,/a tutor might write a statement of opini;n/thaé
served not merely as a sharing of a personal impresgsion, bu
as a means of acknowledéfng the student: "I thinkﬂiigworked
hard today." 1In thebcontext_of situation, this statement

served as an indication of the tutor's pleasure at noticing

the student pay attention to the activities at hand more



e . . ' 37

diligently than he had up to that peoint in tutorinq. To
achieve ﬁhe greatest possible‘reliability in identifying the
language functions, I made repeated judgments on samples of
ts .t on different days, especially on statements that seémed
ambiguous. .
organization. 1In a similar Way as the content
diménsions were elaborated, so each dimension of form was
specified aécording to fuhctional descriptive categories.
For the first dimension, organization, the followinq

features occurred frequently in thejllexts and therefore waere

leads/conclusions;
transitions;

- indenting;

- dates. !

More than one of these features occurred in many of the
journal entries, and the frequency with which this occurred

was tabulated.

Types of Sentences. For categorizing sentences,'the
following common types were used: -
- N . "
- simple>\ : .
- compound;
- complex; ®
- compound-complex.
As well, to reflect sentence var;ety, tabulations were made
of the frequency with which more than one type ofjsentencg//”//

occurred in entries and in responses.

Vocabulary and Usage. For examining vocabulary, the
. [y .

frequencies with which entries or responses contained

a
LA
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abstract te s were recorded; figurative language was

included In= ddition, the number of entries or responses
. in’ which slang or jargon occurred was recorded Jargon
included specialized=vocabulary,'which was used

i.‘\ocCasionallyilve.g.~"Standﬂ (referrinq to a volcano); o

Bh_torical DeVices. Rhetorical"devicesfincluded_only o

o

two categories.

- empha51s, achieved intentionally through ch01ce,;
of words, phrasing, punctuation, ‘bold letters etc.,
- - interactional features - e.g. use of a
person's name or the pronoun "you"; use of an
idiosyncratic device such as a happy face Sign
to make a personal contact 1n the writing

Di~¥wonl On the basis of all of these -aspects of

expression, a global judqment was made, week by week about

- the 1evel of usage in each writer's text.. The 1ntent was to "

recognize both the level of sophistication of 4'he writing
. and its tone, on a continuum from informal (collquial
| conversationar) to quite formal 1anguage. 4 ’
Mecgan;cs, 'To assess the,successcwith which the ii
: students used theSe conventions.of forﬁ,‘a final set of-ﬁ
categories related to mechanics of writing was used
'j' Several of these categories identified levels of correctness

for aspects of transcription° i e

Y

-sente structure,, : , : B - -
punctyation; : I ; . o : L
~capit ization, ‘QY co : - ‘
spelling. R
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Besxdes level of spelling correctness, several other types
‘of events were tabulated, again to indica te the number of

: B u o
entrles or responses in which any of these occurred* e

= word errors - such things as a word written as
» two words (e.g. "to day"); two -
words written as one (e. g.,"bakein"
for "back in"); errors in writing a
.- common- idiom (e. g. "sort in"'for
_ ‘ “Msort of"); ' )
- . = unreadable words, : ‘
. . = "good" spelling errors,- incorrectly spelled words
e o ... . - that were very easy to read and were
' often nearly correct (e.qg. "anamals"
for "animals", "fin" for "fine"
"are" for "our" B

W o . . ; o

.I.‘_,»

| Finally be51des levels of correctness and indications of
'error, the mechanics dimension %Lcluded two categories that‘

,;reflected a writer's approach towards the writing task'"’

;level of monitoring ~ three categories (more than
il # twice per entry or per response, once
- or twice, none);
" - consistency of 1etter size, spacing.
of words and lines, and use of non-
print features such as borders in a
complementary or distracting way.

The categories of the mechanics dimension were used in

full acknowledgemenc that dialogue journal writing is

first-drafffproduction."The purpose was descriptive, ndt
nevalu?tive. It is also imporfhnt to acknowledge that the
”dimensions and their categories are SOmewhat arbitrary.
iYet they are consistent with commonly used categories for
describing written text and they served as a. constant frame

of reference for analysing the dialogue journal writing of

¥ .rthe six people.in the study.

-

L‘
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The analysis of individual journal texts was carried
out separately for entries and for responses. The entries

of each writer's journal were numbered convecutively, as

' were the responses to the writing partner. Individual

entries and responses were categorized on each-dimension,

and the number in each category was tabulated The

,tabulations did not represent individual occurrences of

particular writing events; rather, the tabulations
repreﬁgntEizthe number of entrieg or responses in which '
particular riting events occurred, whether only dnce or a‘
number of times.iﬁ»‘” ' o S .

. - . /"N R
After the texts were analysed week by week for the

whole tutoring period, the tabulations for each writer were

”sdrawn together into two groups, one set for the first half

of tutoring and one set for the 1ast half.' For ease. of

' comparison, the frequencies for these two periods were a&so‘ :

¥
expressed in percentages. The grouping of data,in this way

focused the search for trends and facilitated the notemaking

,;related to the .extensive tpbulations’that had been madé for

‘each. of the dimensions.. Sample tabulation and summary

.-

R

e
!

A Notwithstanging ny intention and specific efforts to

e

.remain open in making obserwations ‘and working w1th the -;; :

data,-certainly my analysis and interpretation were§gé;3;v
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influenced by my beliefs about language and learning. Most
1mportant was my belief in the power of personal and
exploratory writing as a 1earning tool for students, and
particularly the power, of functional writing as a neans for .
students. to learn about writing itself ‘Also important was -

’ ™ - 4”
my belief in the power of wr ks

ﬁlead students to

.explore and revalue themselve this regard I believe

g M
- in the primary role of 1nterpersonal communication, conveyed
through writing as well as through.speech and other means,

as.a ground,for learning

&n the context of these beliefs, I was especially

frested in certain aspects of the journal writing I
ed to see how the activity might change over the weeks,
'students and tutors developed their relationships.\So I -

’-“fa

_looked for evidence of. changes in the ways the tutors and

studehts handled ‘the journal writing, an changes in the
writing 1tsel§ T also looked for ev1de3ce of problems
assoc1ated with the use of the dialogue journals in the
context.of only once-a-week meetings between tutors and
students, and of ways ‘that tutors and students dealt with
the probleﬂs Further, while I wanted to focus on just the
portion of each session that~was related to the dialogue
journaliwriting: and not;analyse eritire tutoring.sessions, I
wanted to_see how the dialoguelwritinglrelated to the other

activities.
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Throughout the analysis, I was partieularly interested
in evidence of changes in the extent to which the children
l_ took control of their work during journal tinme, or the
 extent to uﬁich they directly expressed or demonstrated
assurance in their work. While such outcomes could not be
directly attributed to dialogue journal writing, they are
aspects of the way the students were usxng the dialogue ‘
journal writing for their own purposes. These aspects of

. their dialogue journal writing helped me to see whether the
activity ‘was deemed by the students as being s1gn1ficant in

the overall progression of the tutoring. o
» : T A : -



- .CHAPTER 4
PRESENTATION AND DISCUSSION OF DATA
+Approaches tovDialogue Journal Writing

s I found it - really nice....she (the tutor)

talked a lot about what's going on around...

and, if I didn't find out what was going on...

it might have been...like a bird...you don't see

them too often, but, they're there! '

- Student to researcher, on dialogue journals
OVEr the course of the ten “tutoring. sessions, major

differences were evident in the ways that ‘the three tutors.
handled the dialogue journal writing. Differences showed up
most clearly in the initiating procedurés, in the
o structuring of dialogue journal wtiting session by session,
and .in the journalbwriting,iteel£1 : ese differences
reflected the”different‘definitiohs and \purposes for -
dialogue'journal writinguamong'tpe tutors. 'To some ektent,
these differences in approach seem to account for ﬁhe
variations among the‘students in their ways of responding to.

the dialogue journal writing.

Getting Started

~ One of the first areas of differences among the three
aftutors was their way of initiating the dialogue journal
Wrifiﬂg- While ‘each of them decided to use two books - one

for the student arid one Ffor the tutor to write in during the

/
/
/
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1

week and exchangb at each session - they did different - Q
things with the books at the beginning of the ten-week.

tutoring period.

and Allison
Joan phoned her student, Allison, ten days before their
’first'session; indicating that it was inporthnt~that they
start talking to each other. Because' they conld not be
phoning backrand forth, Joan asked Allison to\buyva book and
start writing down her thoughts each day - "just things that;

.happen to you, how you feel; things that made you happy,g
things that made you sad - whatever you like, just talk to
me. “ Joan also said that she would be doing the same. and
that they would share each other s writing in the first
sessﬁon, Joan s call gave Allison a_clear,indication of the
purpose~ofﬂthe journal writing - to talk to each other. ‘
Sharing Begponsigility. While Joan s call provided a
general framework, it also gave Allison some responsibility
: for the detailed%structuring of the activity She had to
decide what kind of book to get, how—to usgpit, and what to
" write in it. Allison's original idea was to- compare the
dialogne'jodrnal with a. diary, and with that familiar
structure in mind, she could easily begin her dialoque )
writing onxher own. At the same time, she apprec1ated the
'opportunity to_evaluate»her way of starting by comparing it

to Joan'svdialogue'journal writing,‘invtheir‘first'session:-

@ ' ‘
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‘ ' . .- | . ) . |
The first time I - I had no idea on what she'd be
writing an' what I'd be writing. Once I saw hers
q -£'d - like I was kind o' screwed up the first time -
but I.found out what we were doing .so after I found
‘out, 'lot easier....An' I got in an' I found out I
was doing something wrong.
_ - from interview with Allison

Offering Mode;s, Allison's’ comment confirmStﬂdln's |
.belief in the importance of offering a model. To '
demonstrate what she thought a journal was for, Joan wrote
about a variety 9f topics,(including reports adbut events in

the news and in.her own life, as well as extensive

,refleétions on .the events.' In her refiections, she.often

v included related information a ’ﬁe;,own feelings about
particular events. She alsa included periodicireferences;to_
the importance of the writing. This was one way'3!\£;::ing.

‘the journal work into a teaching context. Joan inten

that her entries would be natuxalubut.would incorporate
certain kinds of information and ways of_writing.' |

| .h Social‘Contgxt, Joan addressed her entries to ‘
Allison."She often used Allison;s name within the text-too.
fn.the first entry,'she‘wrote'an explanatory note'about the
‘spaces she had left after each of the»entries The note
indicated that the spaces ‘were for answers: "then it's your
‘turn...to keep this journal going for another week, just
like I have done this week. ok?" By including this note,

(QOan demonscrated one common use of writing to give@ '
instructions orgexplanations ahoutpprocedures. Moreover,

she demonstrated the central place of writingsjnot.talking,

3]
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in journaiﬂti;e;\vMost.importanﬁ,»she demonstrated that the.
Qriting was to be a continuing interaction in which each
shared equally. .

Right from ﬁhe start, then,‘Joan.wgs providing a clear
definition of, and‘étrﬁcture for, thé journal writing, yet
the.framework‘allowed,.éndteven required, Al}isqnzto dgcidé
exactly hod she would do the task. Allison's‘early ‘
involvement in defining the diﬁloQue journal activity
undoubtedly confributed to the cénfidenceﬁshevreférred to in
her_inﬁerview later on: "...in reading class, I khow I'ma

" lot more confident in myself."

[N

Pat and Frank : “”§
While Joan an@ﬁAliison began fhé/dialogue journal

writing before the first\tuforing sessioh, thus allowing
- Allison to bring some experience with it and soﬁe nb%ion of
_it'to;thé firs£ tutoring session, the other two tutor
intfoduced ﬁhe journal writiné at the first sesslbn. Paﬁ -
introduced thé“journal writing as the .final activity of’ﬁer :
first session with Frank. She used only'bne book initi5i1y,
writing a brief entry iﬁ‘it and then handing the book to
Ffank. "Thej-wroté back and_forth to eaéh othernseveral o
times, eétablishing not only a written dialogue but also a
lively.interaction, which bofhiof thém clearly énjoyeg. |

Establishing a Social Framework. 'The comfort between -

Pat and Frank was apparent over just three written

*
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exohanges. Pat used direct address, along‘with\personal
. comments which weretdirectly related to tne situation, to
quickly establish‘a'written interaction that had a real |
social purpose - touhelp her 'and Frank get to know each
other. - . e .
The‘lively intgracéion between Pat and Frank during the
journal writing was in dramatic°contrast to thé very su’bduedqr
| deliberate manneriof their interaction during the,earlier "
'part of the tutor&ng session Whilevduring tutoring Frank
had been relatively passive and his voice quiet, he became
:relaxed and animated during“the dialogue writing, smiling
"and chattering while Pat wrote. The monotone disappeared
nand ~after the first written exchange, he no longer sat
' quietly waiting. He looked-OVer«and watched Pat write, and
after a couple of written\exchanges,‘he.got up out of his
chair and looked over her shoulder. -

Focusing on Meaning, Leading by Following. Frank also
became more alert, as he relaxed, while looking over Pat's
shoulder, hé read her entry aloud as she wrote it and he
anticipated some of the words she was writing, he remarked
that there were quite a few big words. When Pat pointed to
a few of those words and read each one, including ~; |
"university"' Frank said "I knew that!" He said the same
thing when Pat pointed out that "students" was the same as

"student" except for the last letter. 'And he read the word

"elementary" by the time Pat had written half of.the word.
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Yet'during'his earlier reading, he had been reluctant to
guess or anticipate words he did not know.

Paradoxically, the very &ctivities that, during.
tutoring, had eliCited cautious and timid responses from
Frank (for example, predicting word endings) seemed
enjoyable to him during the dialogue writing, when his
\‘attention‘was on.receiving a personal message and responding
to it. . The importanée of the sociai franework in shifting
_vthe focus from performance and correctness to'meaning,_where
correctness served the interests of communication, was
evident veyy early. As a result, Pat was able to do some
teaching incidentally, at a time when Frank was receptive to
learning, and when he was attentive to the usefulness of )
‘written words, not intimidated by their structure and
~difficu1tyf |

Sharinq Models. Frank's relaxed tone showed in his

: journal writing too, during that session. He followed Pat's

pattern, addressing her directly,and writlng in a
b
"getting-to-know-you" vein.-

Hi Pat .
How have you pine this week.

Hi Pat
I -have been fine are you a tether here

e ose. Whilexthis initial written dialogue
was enjoyable, and useful relative to & 2 tutoring of the

. first session, and while this early_writing served as an
. . \ B ) '-‘.‘
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eXample‘of Vhatkwould be done during subsequent‘tntoring
sessions,' it required very little initiative from Frenk.at
the time.. Moreover, it left no clear definitifon of the

purpose of.the dialog;z’journal writing beyohd‘that
»nbarticular egisoaev ile getting to know each other might
be the basis for continuing a’written dialogue, that was not
articulated; nor were the prooedures for doing 50, beyond
the instructioh to write sonething every day. At that
point, Frank did not have to consider what the, journal cowld
be or decide how exactly he would do it. This absence of
definition would proVe to be a critical variable in the
dialogue journal writing(in the weeks tnat folldwed, as

Frank struggled to-differentiate the dialogue journal
j.

14

writing from variomus tutoring tasks.

Phil and Tim ‘ _

Phil and Tim also began their dialogue journel writing
at their first meeting. Phil introduced ‘the dialogue
journal writing part way through the session. éis likening
of the journal to a diary triggered a familiar'image for
’Tim: "Sort of like a pen pal!" This remark indicated that
at that point Tim recognized the essential Yatire of the
journal writing activity. a

ocusing on Me gg;gg_i____gggigl_ggn;gx;\‘ Tim's pen-pal
framework seemed to allow him to write eagerly and freely.

Like Frank and Allison, he showed no concern, in that first
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session, abouﬁ errors, focpsing instead on the message he
was sharing. During that session, he wrote his‘lbngest»%ﬁ
entry of the entire ten weeks, reporting.the major evéntslof
his day from noon to bedtime. He wrote as if he were
addressing someone, and, although he did Bbt iq?ludc a
salut?tion,'he did include a reference to Phil:r "I went
down to thé,univefsity'to_ggz tutqred;byopaul." -

.+ Even théth Tim did not address Fhil diréctly, the
social relationship seemed important. For one thing; Tim
made sure to mention Phil. And later, when Phil asked Tinm,
by way of a recap of instructions, why‘he would be Qritind
every dgy, Tim answered, "'cause you're going to writé

| something back!"

Importance of Models and Expérience.',ln spite qf“%his Eiw

v

statement and its implied involvement, Tim was not - : Q"f

sufficiently engaged in the dialogue writing after ohg;ﬂ

relationship with Phil. 1In tng'aﬁéence=§f an experiénce 6§

W

- some ":riting~back“, being asked to yrite“whatever% e
, Y

gauld:
N )

- ,was too open-ended for'Tim, especially when full proced'“eétfg

for doing the writing - whe o,write/in the book, ho mufl g
to write, what to includ¢ - were a

‘Although eager, Tim would)continue

the dialogue wriﬁing, to lpihim maiptain a commitmen

it by discovering its unifjue social valhg separate frg

N
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. . ‘ | ‘ . . 'S
pleasures of direct conversation with Phil at tutoring
sessions. . )

During the week after tutoring began, the three
students responded in different ways to thetdialogue journal
writing. Allison continued to write daily, as she had begun
to do prior to her first session. Th;iother two students
did not oontinue to write independently, and they displayed
beuilderment about the activity at their second sessions.
It was as if they had left all of their "tutoring" thoughts
behinq in tHe clinic after finishing their first sessions.
Having enjoyed the activityhof journal writing, but having.
had no primary responsibility for establishing journal

- writing routines, they seemed to expect that all of their

work including dialogue journal writing, would be done in

the tutoring sessions and directed by theirotutorsg in spite

.

"% The Edrly Weeks: Structuring the Journal Writing

. While ‘the three student-tutor pairs enjoyed a

s

_ productive experience with dialogue journal writing at their

first tutoring sessions, the differences in their ways of
’starting influenced their ways of handling the activity
during the subsequent webks. Differences were apparent in

the amount of-time‘spent on dialogue journal writing, the
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amount of writing, and the amount and kind -of talking during

journal +ime. While ‘the differences were assoc1ated w1th

Varying amounts of séress and difficulty during journal

f

;Q‘ times, each pair“developed a workable routine by the middie ;
."&‘ - s B s
H”o“~of the tutoring period.n T I o ,

-
-

,mJogn‘and‘Allison-'

‘;-j o Consistencx of Procedurg One of the most’ obv1ous

B

i characteristics of the journal writlng, for Joan and

Allison, was its predictability ' Even before the first

B
’ ~
. 14

seSSion, Al1ison and Joan were’ writing 1n their dialodue
journals on a daily ba51s and the pattern for use of space ‘
in the book and for use of time 1n,each se551on, did not

-

' .change after the first»session. .Each se5519n began,w1th
'bfjournals; '3oan‘gllowed enqﬁ%h'timeifor.herself and Allison
to read all of'each other's entries from the prewious‘week
: and also to write responses, to read each other! s responses,
ij » and sometimes to wr&te final comments. "'In this way, Joan
and Allison spent at least fifteen minutes, and as much as,
;. twenty-five minutes of each hour-long session in silent
concentration onlmessag s written to eachoother.‘ »
The predictabili of. the pattern allowed Allison and
o Joan to use,almost all 6¥ their time>on sharing each other's
“\df\\journalst\xgm’ }ﬁttle © maintenance or - redefinition of |
S prpcedures. 15§§rt‘from the'efficiency of such a routine, it

BRI engendered comfort as well Allison did not have. to feel '



was going on. . .

| This comfortable pattern continued week after week, as
Allison and Joan became more familiar with each other. iis
wbsmoothness seemed to be based.on their mutual clear sense of

what they expected of each other in relation to the journal~

writing and was undoubtedly reindeced for Allison by the

by

: sat sfactioﬂwof writing without the anticipation that the
. work would be corrected. Allison saw the writing not as an
‘aSSigned task, but as a pleasant pastime'

celdt was...something to. do when you' re at home

an' on-the weekends, -
-~ from interview With Allison

EMbeddinq Extends the FrameWork for Journal Writinq.

3

rThe predictability of the journal writing routine,waSA
conSistent With the tutoring sessions as a whole, other
tasksﬂwere carefully structured too. In addition, the ‘_:
‘relationships between tasks in a session were noted.. In the
' following excerptzpfor ex mple, Joan relates spelling done

in tutoring and spelling she has noticed in the journal..
. .Q‘ c\} .
: We're going to talk about ‘some spelling tonight
‘but did you read my comment - about yeur -
- spelling? >
A: Where? ° ‘ ‘
J: In your journal - where I write things._
s - from session 4, Feb. Zsth

P

After making this comment Joan contigued at some Length
_ pothing out the changes in Allison 8 spelling ;niher’

’ - e ’ AL ", Y s
. K . ; / o L e T . /,A/
. : X o ! S IO ‘ LR B
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journal writing over'the weeksﬁand'engaging-Allian in some
'reflection about it.

J. L..let me, show you - what I mean,ﬂ

‘Allison. Because this is so important.‘I...took :
a look through - your jourhal - back here -:and

here, and here....I found, when I went through .
your ‘story (written at intake to the Centre), that(
you had twenty percent of the words 'in your story :
‘spelled wrongly.' Now, - in your journal I'm flnding
‘that-you...have cut that .right down.
And that's a big improvement

A: Well -

J: Over .three or. four ‘weeks, heh?

A: 'A lot of it was carelessness. :

J: Well of course' : N

“A: Yeh. -

J: .And.. later on tonight, we' re going to start
building in monitoring - monitoring.. That 1s

L
v

-Joan explained the term "monitoring", show1ng Allison a

sample of her own work in progress and then moving back to

-

. Allison's writing, thusvrelating the notion of monitoring to
Allisdn s immediate expérience : o

J’ You see how many times I've had to go back recheck
: it, rethink, cross words out, add . -amother -
A: It looks like wiggles. . ,
J: It does, doesn't it.e,;. L'm noticing es in here
. (flips pages. in llison s journal) whej e you were
‘ monitoring. s notice where sometimes - 1liké

here - you'wve erased and corrected - like here....

‘fbu know, these are monitoring things } these are '
things that you're doing now that you were not S

Lo : doing before. You're starting to use it. '
@Y ‘ . ) e session Feb. 25th

*‘l/ L

L U
&

' Thus, Joan took advantage of the journal writing to make a
r\

teaching point and laid & foundation for work they would do

',later in the session. While she was referring to

iself-correction, and- praising Allison 's use -of it she was "
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not correcting Allison s work or requiring Allison to make \

corrections.

‘In a similar way, Joan tooktadvantage of, an opportunity

" to relate spelling. to reading, in the context of Allison's

Aﬁu&&.‘

journal writing. When at one point Joan had trouble reading

. r‘

a section of Allison' s journal Joan wrote a question, as a

¢
response to that particular entry'

J: What is ‘Mon's world winning lasso (1asagna)???w
. Now I'm really curious! You'll- really have to
explain this one tonight!
. At (Written response) It's spost to be lazonya
J: (Final written comment) Lasagna is my: favorite Lo
~foodl!!
- Allison's journal Feb. 24th

tﬁthis point Allison had. an opportunity and a reason to.

‘review what she had written, and to revise it to make it

e

'understandable to ann AlliSOn s independent correction,

'“lazonya", wase much. closer to the conventional spelling than

the original version was, and Joan took the opportunity to

'\use the word in her ‘final written comment so ‘that Allison.

Eed

~and pertinent to ‘Joan's’ teaching goal

i'could see the conventional spelling in a. context that might

'help her remember it.

The exchange ‘between Joan. and Allison about the

spelling of a key word was not only informative to Allisén,
’ibf".v;' e

,:bﬁt enjoyable as

:ﬂr her misspelling,

well Rather than feel criticised

: Allison shared a chuckle with Joan about it, and she likely

gained another bit of confidence in her abilzgy to learn to
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‘spefl.‘ All the while, she‘was not, really thinking at all
'about&learning and teaching, but mainly about 1asagna; |
‘ e&nforcing Purpose. In addition to relating journal'
wri“ingnto other aspects of tutoring and school work Joan
‘frequently mentioned the journal in ways "that emphasized her
“belief in its importance and reinforced its purpose, as
'illustrated in the following excerpts

Tonight - we're going to share our journals and

...the journals are so imlportant - they really

are so@importan;gggien't they, 'cause they're

talking‘“ “-'a ino (] X
. oy e session 6, March 4th

5
c3

. g o
I love to read your journal I love to read your ideas

and...that's really what it's all about, isn't it - -
we're talking to each other here.

ﬂ - session 4, Feb. 25th
' The ubiquity of such messages was part of the predictability
y of proceduresk,allowing Allison to ‘fdel at ease about what

was going on and to focus her attention on her task.

ectations Allison s

comfort showed in her relaxed posture and her confident

. Qe
manner on entering the classroom. ﬁAlthough she chatted

enthusiastically with Joan on the way into each session,

\ 5

o ;moved tables and chairs arqund ,cleaned the blackboard and,

?uarranged Joan's taperscorder and books, Allison very quickly
refocused her;energy when Joah took out her own journal.

- With only brief introductory remarks to each other, they
“exchanged books and became lost in thEm' '

'.Jf' Ok, Allison...let's begin - with our journals
today. e
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A: Mhm. ' C
J: Did you manage to get all of your entries done
* this last week? : :

A: (Inaudible)

J: Mn. That's good. ...is longer this time, isn't
it? (Reéfers to an entry in Allison's journal.)

A: Yeh, :

J: We're not going to be able to continue with our
journals right to'the end this time, Allison.
What we'll do:-is we'll work on the. ..reading
and writing part for fifteen minutes ~ as much as
ve have done - ok?

Coe ...(They work in silence<for=about 15~minutes.)

J: I think our time has...run out now, so,...
‘let's...do our. little trade and we'll just see if
“there's any 1itt1e thing that we'd like to make a

comment on.
§..

...(another*long period of silence) , » '

J: I just made a couple of little comments, perhap%\
Did you make any . in there? 1

A: Two.
J: You did? "ok; I'll...(looks at the comments) -
- okl

', ~ session 3, Feb. 2oth

During the long silence of a journal sharing period
>Allison never interrupted ‘Joan; only a periodic chuckle or

'sigh, and the hollow" scratch of pens, broke the silence,
until they finished off and put the journals aside Having
~established thiough experience and shared guidelines, that
journal time wasxquiet time,‘and that.enough time would be

available for an.entire cycle of journal‘sharinc,.their

attention_was'fully engaged with the journals{ . h
ParadOXically, uhile totallnyilent and'separatg, theyxwere
sat the same time totally engaged with each'other throu&h;th

_written dialogue. The valuable relatidﬁship dev—;'eing in




Pat ang'grank;

lalso in his behavior

the journals during the subsequent weeks fed the tutoring

’sessions, as both Alggggn and Joan carried the attitudes of

fkco:;entration and cooperation into the particular tutoring

ities of each day.'

choo eties R visitéd. Frank approached the

journal period of his second_stsiion with spectacular

uaisplays ofvanxiety, conveyed in his voice and wordsuand

4

P: Here is the book that we used last week.
F: Woy - oy - oy - oy - oy - oy. :
P: Remember this one when we were writing notes back
: and forth to each other?
F:  Yes.- oh - ee,
~ P: Ok. What I did this week was I wrote a note to you
every day - Tuesday, Wednesday, Thursday, Friday,
. 'Saturday, Sunday, today.
F: (Interrupts) Oh b
T o
y. : .
- session 2, Feb. loth -

During the rest of the session, ‘Frank continued reipondlng
in this unnatural voice while Pat attempted to explaﬂh the ;
dialogue writing procedure.

P: The only thing is I'm not going to allow you
- %o read them all.
F: (Indudible but voice expresses displeasure. )
P: No fun at all. You get to take this book home
_ with you.- % ,
F: A . _oé“g,y RSN
o h~, L __:‘.v,)‘e . C
_P: Ok. -And today I'11 let- read any one of these -4
(entries) ‘you want to picKR,"and I'd like you to =
_take the book hbme and, dﬁring the week - you write'p,
-+ . something- eaCh day .. ;
F: Each dayL W A,»“{ai‘.

- " o ) SO U Be e
@ . . ti ALy,
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P:. So you can write anything you like in the book It
, doesn't have to be -
F: +-Oh - wu - u!

N
f.‘\ ¢ h

P: Do you‘ﬁ&nt to look at this one?
F: "Where ~ all - of - the-#" _(reads)
P: - read that one? . " '
~F: (Whispers as reads. Grunts. Sighs. ) I'11 read
another one ..0k I'll read this one....
- session 2, Feb. 10th

Importance of Clear Pgrggge.‘ The tone of’despair and

displeasure in Frank's voice nare was in striking contrast
to his relaxed and attentive tone during the first journal
writing episode the previous week. But the episode here

differed too. Whereas, in the first session,_the‘dialogue

* had proceeded step by;step, with Pat and F;ank taking turns

writing as they would in a normal conversation, in this:

“session he was faced with a series of.statements; not just

‘one at a time; and he seemedﬂunsure which one to answer.

In other words, the activity was no longer like a

\conversation. Pat s open-ended approach while intended&to

allow Frank freedom, in choosing which entry to look at, in

fact removed the interactive element'that had made the first

RN

.journal episode’enjoyable and sensible. Frank no longer was

- faced with a social'situation, one that made sense to him,’

ﬁfor writing - language tasks not unlike ‘those he faced in

A.but'an-isolated'piecé of‘reading and an”arbitrary assignment
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'P:  You write whatever you feel like writing - for
today; and I'l} write something in this book,
for today (introduces second book). And then:
wa're each going to take a book home during
the week.
F: Oh boy (low voice)
--P: You write something .every day and I 11 write
something every day. .
Ft What if I forget a day?
P: Well try not to.. And if you do, then I guess
. . you can do two things the next day.
F: Uh. GOLLY! GEE!? (Deep sigh)
' - session 2, Feb. 1oth
When writing was painfully hard to do, writing "whatever you
feel like writing"\might;seem an absurd request, there was
no such thing, especially when the‘inherent comnunicative,
purpose and the support of a social relationship were
'removed leaving only the familiar arbitrariness and fear
associated with a writing assignment. In the abstract
context of a discussion about the journal wpiting, Frank
could not imagine what he and Pat could talk about in a
written exchange Without the continuity of consecutive
entries and responses, the nature of the task remained for
Frank undefined and its purpose lost
Im orta ce of a Fam liar c1a1 Framework. In spite of
_Frank's apparent bewilderment and his verbal resistance, he
_ v
did participate‘gubcessfully in a written dialogue with Pat.,
once they began taking turns again. The tone of his wring?
remarks was: calm and personal, as he addressed Pat direc§§$ri
10 02.86, 'Thayou for bering the computer Pat I %

. went skiing on firday. . .
: + - = Frank's journal Feb. 10th@@

- . 5

[
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.But, wﬂ‘le Frank waited for Pat to finish writing, he stood
and.sat fiddled with the tape recorder,'stood and sat - ‘
only momentarily engaged while writing his very brief
responses. ' ' .
i What seemed to be missing for Frank at this point, was
the familiarity and integrity of a social framework, to give
_both purpose and«speqific direction to his dialogue writing
Picking out a piece of a journal to read and an unrelated
‘topic to write about, seemed at this point arbitrary and
puzzling tasks.. Everything had changed since Frank's first
‘-e*perience with the journal writing Having little
experience writing to an absent person, he could not make
sense of the situation, or‘recognize its connection with the
previous journal‘writing episode.» Whereas Pat's intention
was to introduce changes gradually, and thus make each step
manageable, the actual result was a fragmentation of Frank'
tentative construct of dialogue writing, The absence of
focus and,sensebwere discomfitting to him and caused him,
Vduring the first few ‘weeks, to put much of his energy into
coping rather than into journal sharing.
_hg;igg_gggpgggipiliﬁy. Pat's belief in the necessity -
for Frank to become engaged with print in a personal way led
her to persevere in her efforts to recapture the cooperative
tone of their first interactive writing episode. Whenever

possible,. during tutoring, she attempted to involve Frank in
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some negotiation and‘decision-making,» Often it was’in
determining the order of-tasks:

reaq your book first? Do you want to read mine?
- session 3, Feb. 17th

Sometimes, it was in choosing a pafticular item to write
about, of to read:
Would you like to choose some more (books) to take
home?
- session 3, Feb. 17th
) ' : .
Sometimes, it was in asking permission to read what he was
" writing:
F: I wréte four words.
P: Can I peek at the four words? -
~ session 2, Feb.. 10th '
. Although, at first, Frank seemed bewildered by having
choices, Pat's persistence .in offerings them demonstrated
that she believed'that he did have preferences, and that she

. éxpected him to'pake choices. Moreover, she accepted his

choices when he made them, alloﬁing him to see and to deal .

with the consequences. -
F: How many times did you get to write? \\
P: Just once. :
F: Once?!!

P: Just once. I didn't know what you would think
of it, because last week, when I wrote you all
this, I thought you sounded kind of unhappy -
you said 'Oh boy, am I ever in trouble.' And
I thought 'Well I guess Frank doesn't like
doing this so I'd bettér not write so much.'
Oh (high-pitched voice)

Was I wrong?

Mm. Yes.

g vy

- session 3, Feb. 17th
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This exchange demonstrated to Frank that he had made a_
choice with major consequences. The fact that the-
consequences evidently surprised Frank suggests that in his

school experience, it was uncommon for his wishes or

. '
‘l “

 ‘statements to lead to any consequences - that teaghers'
actious possiblx weré,independent‘of his choicec. But in
the jourhal writing, as in the tutoring genérally, Pat did
take his wishes into account. She, thereby, demonstrated to
him that his thoughts and his initiative-were valued, that
in foct he himself was valued.

Pat's persistence and trust undoubtedly contributed to
Frank's willingness, by session 4, to show some curiosity
about the mutual writing and to cautiously share in the
establishmeng of ground rules:

P:- Now it was your idea to leave all this (journal
sharihg) to the end. * I'm always curious to

see.... Are you curious? ,
F: No.
P: No?
F: You don't have to wrjte every day (tone suggests
" envy).

P: Well I.would write every day, but you said I wrcte
© too much, so -
. F: Ba - a - al v
P: Do you want me to write every day?
¢ It doesn't bother me.
P: We-ell (laughs). That's why I quit - it'%
'cause you said it was foo much.
: (first phrase inaudible)...(I wish) I didn't
have to write every day..
-P: ' _Well, how about we both write every day?
!  (Inaudible words, voice goes up and down as in"
: - 'ho hum'.)
P: Would you find it too much to read it yrote
every day? Co



F: No. | . | 4
“P: Ok, I'll do that. .
- session 4, Feb. 24th '

Although the length of each entry- thgt Frank made, on
the days between sessions, continued. to be shorb only one
statement in most cases, he began to write consistently.
He showed increasing ;:;fort and involvement in the

sessions, particularly in the journal sharing.

e

Phil and Tim

'arifvinq Purpose and Expectations. Tim seemed

perplexed by the journal writing when he came to/his second
tutoring session. When Phil brought out his journal;
towards the end of the session, Tim said "Hm, hm, hm, hm,"
shaking his head while holding it in his hands. It was a
snrprisingly sincere display ofldisappointnent. Tim had
enjoyed the writing episode in the first session and had
) felt pleased about the fact that Phil was "going to write
something back", but here he had nothing fdé Phil to write
back about. 1In spite of Phil's reassurance, Tim stated that
he was just mad that he,hadﬁvt done the journal writing, and
he distracted‘himself frequegtly during the session by  his
preoccupation with his oversight.!

Yet, Tinbhad'had very little basis for doing the |
dialogue journal.ﬂ He had had no experience with written
» dialogue, having written in the jourhal only once - an entry

that was not;eddressed directly to Phil, or anyone. elsé in
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‘ ﬂ ) particular. ‘Moreover, he had had no model for writing

]

&

0
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interactively,,since Pgl's first entry, presented below,
had not been addressed to Tim: .

Today Tim came to the clinic to start tutsfing He

sure has a good memory. In fact, he screwed up the

lesson by knowing the book we were going to work with.

" I guess I better have more books next time. s
a. . = Phil's journal, Feb. 5th

Phil's use of the third-person pronoun rather than the
more direct second-person pronour, had. suggesteg/q‘personal
journal, or a diary, rather than an interactive one. 'In

£

addition, in the very first session, Phil had stated that

-
’ ¢
the journal was fpr tw@ purposes: first, that Tim needed to -

wrlte, and second, the; they would be able to take words
from the iourn&I for use in spelling actLNities. These
statements seemeﬂ to define the journal writing as a school
activ1ty priﬁarily The statemends did not include or
emphasise commuagcatfon in 1tself as a purpose for the

]ourgel wrlﬁings

1 y

¢

eﬂ This mﬁlti—faCeted frame-ot refererice was confirmed by

.a\‘ﬁt- 3
Phil"s “latgr comments about his use of journals (personal

""‘K

commupicetion' May 13, 1986) Phil indTaeted that he wanted
children %e“come to see Q journal as a unique personal

thing, so that each child would use it’' in whatever way he or

she wished to - for notes, as a diary, for drawing, or for

recording cOmments on an experience or a story As’ well

Phil noted that he generally responded in various’ xays to
M

f’chlldren s journal entries: with a personal comment on an

-~

o



V_apromised to write more about a certain topic in future‘

o

journal by writing a response to Tim's first entry}, He

N -"\~’\~y IR “
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expérience a child had mentioned, thh a list or some notes

:Ithat cffered information, or with.a ‘word of encouragement ‘to:

-

the child.v These responses werf all intended for the child

being written tqQ’ but. were not necessarily addressed to that

hY

"7child Lt f'_','. \i ,-,f»‘? if' : BN

This construct of a journal was conSistent with Phil'

o

',reference to a diary, wﬁen introducin§ Tim to dialogue

M v -

"writing At the same time, Phil's early instructions had

’vfclearly indicated that the writing was‘being done for Tim,

even if it was not addressed to him' BRI [ 5.'
P ..ivwe're gonna take a few minutes right now -
.. you mentidned some things: just now. I'd like
© . to...start writing IWrite about those o \\ij
= things. - . ! ‘
- T: ~'Ok;j so I: jusl put like 'I got out of school at.
noo1l2 00‘—?v.‘> F

o8

‘P:  Surer Andif
e ‘ nr.‘ - 595510n l, Feb -Sth

'-.aframework for the journal writing. .

Phil further demonstrated the soc1al ffamework for the

F

included not only a reference to what Tim had written, but 3

!'f something new as well._ He referred to "our" Journal and

4

TN
1:_f*v\Not a bad piece of writing.. I am only. upset .
. with you calling me Paul. ‘That'is close but my '

“'f,i'jnameris Yo «"PRI1Y, . S

- 7P, T.think it stinks that you got a half day off
. -..'and I.didn't! 9
o gﬂhe name Paul got me thinking about a friend

k &

LN 3

%

T . o ; E ) ~/' 88,

o

<

11 me-vhy R ta : o '

léBy saying "tell me why"’ Phil had prov1ded for Tim a social 'p'“
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: of mine who is going to get a weird birthday gift
I w1ll tell you about it in my (our) journal.

- response to Tim!s first . (Feb 5th) entry
Be51des offering reassurance to Tim,.and showing him that
the journal was for continuing discuSSLon of topics that
were of mutual 1nterest to them, this entry also offered an
example of a written exchange. The model seemed to help Tiﬁ’
to write a response, starting in much, the same way as Phil iﬁf&:
i had done.“df o o jr'p.; |

~Not. bed"it is™a ver go slory (good story)

S - response to Phil's first (Feb Sth) entrﬂ

3

-Between the times when Tlm read Phil's response and
‘Jwrote hlS own to Phil,,they continued a verbal dialogué\ln‘
t»which Phll offered reassurance to Tim and additional "‘
((i proceduial suggestiqns.' Throughout the wrlting, lnethls i;

}‘ second tutoring Séss1on¢§?§gﬁchattenggii@out both thgr o

written mesSage he had refeived and‘the procedures.~',

. P 'Do you see how this thing works?
ST o 5 Mhm. Lo e \ : .
P So:. Do’ you want' t o some' writing on this’
*r: I'm thinking. DN,
L Py Ok. ‘Well. you go- ahead w1th that and I li write L
7. .some more, . : i
. ..« (short silence as theywwrite) e S \\\
' : If you can't think of something, that's fine_- ok’
ST - Are you worried about' writing a whole bunch? No’.
AR Because I might. ;pst write'a little bit too. _
8 - That's ok. ok? “You worried about this’ S *‘»%y
TP Menm. .- ey
g P: ¢ Ok.  (Then they discuss the possibility of S

requesting Tim's mother to help:-by, organizing v
" Tim's journal writing time at-home. - In the end - R
hey agree to leave it up to’'Tim.) - DL

R session 2, Feb lOth T T

PN SR
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dAt the same time as’ Phil“was offering reassurance, the..

n;extensﬂae time beihg. used in: talking about journal writing
reduced the amount -of tlme left for writing, and Tim left
the second session gﬁth very little additionaI experience in-

. journal writing, and‘little more sense of his respon51bility

-

’ in it thaq he DELS h d the prev1ous week.

i"‘i“ ;mpo anceiof M dels , At the end of*session: 2, Tim and

Phil" exchanged journals. During the subsequent week Tim

- ” : L
faithfully followed the pattern of response he had’ .‘ N

experienced during sessrpn 2 when he and Phll had hared
k4 \

-and answered each other's flrst journal entr@%s. In the.
journal that. Tim took home, he wrote a response to each of
Phll's entriesz) In the responses, he 1ncluded answerikto‘"
Phil's questions and comments -on Phil s statements, just as.

_he h done during session 2 An example of Tinm' 8 responses

.appeams below, along with Phil s related entry. R

Phil. Worked at home today. Trouble Wlth working .

. -there though,,is _people ‘tend to interfere.
‘~_I; People call tryi sell carpet cleaning, houses,
S and even diapers. o B
- » < - Phil's journal, Feb 6th
s o Tim S. response stayed home on Feb 13 and the phone
'\\\ _-~rang arlday for my Brothers and I i plaz,or spend the
"-ig night or play hockey o

_ % This response indicates that Tim\had continued on the f;

basis of a modql in which he and Phil wrote interactively --g
Cas penepals might. But evidently, he expectedlthat af%er

iv::his own responses, Phil would write to him again, when they '

“met_the nextﬂtime, Tim did not go on 1n his journal to make

-
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. new entries, as one would in a‘diary.: The diary, which was

Phil's model,:clearly had not replaced Tim's own model‘of
pen Palgywriting to each other
Predictably, when Tim and Phil met for their third

sess1on, Phil was surprised to see that Tim had written

B responses, but no hew entries. The following\exchange

demonstrates their different 1nterpretations of the jourm&l:

Let's see. what you did here now....so you
reacted %0 all these things that I wrote?
Good....Did you keep a diary?...did

- e

you write something every day? - ,“‘,,' . "j**
L In that’ LY ;'\b . . : - .”, . S -
.P: Yeh. ' . . .

. : :@ggi \ e E
T: ‘Well - well, yeh, buf fen, when I had hockey

I did it - the day-wh: I did one so then.f.
(inaudible). A

 P:  Where.was - did you do that?..
So...you d dﬁt s—ohe here, I reacted to it,

and -0 ybu remember? And then I
co in ybur book..
T: ThAt's what I just noticed. &

S P: T... kept a diary, ok, so I kept ny diary -
.« - in your book! : : e
T: So you want me to keep my diary in your book'

: ‘="' session 3, Feb - 19th’ ¢

,;Lis point Tim seemed to recognize-the difference

7~\\\hetween what he had done and what was expected, the notion

/ .

of a diary seemed to be clear., But although Phil stated :
"that they would both write their diaries in the session,

3they continued their discussion of the procedures, and their

conversation interrupted their attempts to write. o ‘;
. ]
' P: .~.Y£ﬁﬁget to go’ home and read all this stuff
S whenever you feel like it; and...react to it
~ if %ou want, or if you don't - just 1ike you did
'« here .- but - tonight: or today - you re gonna ‘
, write your diary hergy _
T: 's today the 18th? '™
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T:
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We - we - my -I know my dad - m| ddé thoudht—-.

. I wasn't gonna come so he took ll of us home
*and then my mom said....

19th.
19th.

70

ok?  And I'm gonna-'do the same, ok; I'm gonna -

...do the 19th here - like that, alright,

'so now I'm back in my book. So what we've got |

here is we have combined. journal: yours and mine
are...mixed together - one week it's yours;
the next week it's imine. Ok? So, what are you

‘gonna do this Week\ then, if you get a chance?
" Look at these - uh-huh - and =~ what about over:

here? :
Write what I did on! February 19th till next
Monday. - s’

A !m . gonna wr#&e‘in ny -
Jo 1. #hy.don't we: write now.

's? "nl" :

Today,s. B yiﬁ

ok. ° ‘

Alright. ‘You writefyo there.

I had out early from sc l¢today. S o
- Agaim?l . '-“?"3

2:00 o'clock. - oo

You should've come ea%iy! “ p

- session 3,.Feb 19th

p A

As the lekgthy conversatiOn moved. from one topic to

janother eit shifted the focus of attention away from

An”talking was‘highly Valued, perhaps more than writing.b

journals and writing. It not only limited the time
”available for writing, but also demonstrated to Tim that

"Ayoung student whose writing has not been associataed with

satisfaction, the possibility of talking,vrather than

ewrfting, might seem a relief. While Tim sometimes

.. .right,. s'o you got . .to do Wednesd‘ Thursday,
‘Fridpy, Saturday, Sunday, - five days. ,

. . ‘h‘ B l“‘ .

For a

]iirecognized that he was diver&;ng the focus of the se5516‘\

¢

| away from the writing, even then, he did not necessarily

*revert to writipg,,or stay with it if he did ;”ﬂ

—
.
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After numerous conversational exchanges, during session
3, Tim must have reaspessed his construct of dialogue

writing; it was not a pen-pal experience. During the week

«he did not write anything in. the éournal ‘and he approached

;the next session with the new expectation:that he would have

many opportunities_to.talk.

<

Although Phil repeatedly returnedf}:ff q idea thatethe

J.nten oﬁ joilrnal time was to write, he repeatedly became -

'involved 1n conversation with Tim,"

style of teaching, for i 11 of his work wit@ Tim he

g , The conversations were,  in part, a funq".p of Phil s
. ﬁfrk , -

encouraged Tim to talk ans figure outqghat he was doing.

Phil,also consistently used his sense of humor to engage Tim

.4

. in tasksm%and sometimes usedn agame to accomplish a.’
fa

_ccmfortable relationshiﬁ undermined his teaching goals, to

'tutoring task. Tim attended well during such activities,~

R S

'iindicating that he enjoyed the relaxed tone of Phil s

approach.» Unfortunately,tghil's wish to engage Tim in a'

some extent, at journa imes. Tim seemed unable to7

(}
0

differentiate between a game as a vehicle for learning and a‘

/

' game;as.thezgghmary activity of a session. On.his own,,he¢'

v Ry ,,,,,,,,



- did not easily monitor his distracting chatter, although he

_readily did so when Phil offered clepr guidelines'
Ty Tomorrow we're going for an hour down e
- ' .to this pldy. ‘ : e
P: (Points to Tim's journal indicating : ce
' that he shou}d be writing his remarks.) ‘
\T' I know!
- session 4' Feb ’24th

“But within seconds, Tim started up aga n, as if bursting

<-l<t

with things to. say»that took too long to, write.‘ Lo .

When the journal period of session 4 passe{~;n this way,

I

with considerable talk and littie writing, fo%&ved by a

E week-in wh ch Tim wrote only one entry in his grnal Phll

took,a firmer approach to the.journal yriting. In se551on 5

¥

he insisted that "talking" during journal tidfe be done in v
the‘ j‘ournal itself: . d‘ﬁ , c . SRR ‘
> ’ - . » 'v ‘ ’
- Py I'm gﬁing to" change -the way we're d01ng thlS

- Just a litt%e bit....What I want you-
‘to do -~ is = this kind of writing —‘every

<o dayese. .
.= T: I have an excellent one for tomorrow. T : T
P: Do you? Good. , SR Y ’a
T: We're ‘'goin' to - c' I tell ¥Su° - S "
P: ...y u can, but you can tel AR
me. in here - alright? ‘ BN
T: Yeh, but - ‘ o ‘
P:, That's .- no you can't. A
T: Ah-ho Toe

¥ P: I don't want to hear about it anywhere buﬁ‘right e,
E ’ ‘here (points to journal),- deal?...that' S
- what this is for. L

. . - session 5, March 3rd -

In this session,,and again “in session 6 the follow1ng ‘
‘week» Phil wrote ‘the dates of each day of the week on.

"separate pages of Tim ‘s journal, showirg him exactly wﬁere

and how often»hejwas expected to wrige.avmessage.,»Thrs
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procedure seemedVto clarify the task for Tim, for from that v

4

. point on, he began to write at home every day. \Wﬂ&jiw
’% : The procedur:‘f")l,owed dui‘ing each session b'eca“me
"“, established at theBame time. During ‘each session, ‘they

'.‘each wrote f,e entry in their joui‘:als.- Then they exchanged’

books, without reading each other s messages, arg’d put them
aside *’Wﬁsw@ i‘ésﬁl”t, the amount of time devoted to. journal

i ;):@«*writing in each session was reduced to only -3 to 5 ;ginutes,_
but the activity was predictable 'i‘he p‘atte}'% of ”writiwg gl
“ seemed to be one of a personaf diary that was' wri;ten with -,
l_ . another person in mind. A~1though’ Phg. Wrote responses on - B
pages where Tim had writ n eéach week‘s entries, Tim did not

\ l's and did not address: statements or

* respond to, any of _‘
' quest‘ion.s‘to 'Phil i the journal. Tim continued” to simply,

report' events, consistent with the notion of diary writing:

I woke up and wentto schooL. then I went hohe
and’ did my homework. [

*”‘ L e - Tim's journal Mar,, 6&:

. I tgled my friend that his light was brokek e
R he step on a pes of glass. _ '
- . - Tim s journal Mar. loth ,

The notion of pen pals had been abandoned and replaced with

the notion of a diary, and Tim kept the diary. faithfully.
. . \ ‘“v',"

L)
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. The Later Weeks: geveloping Communication
¢ \ .

As tutoring continued into the sixth, seventh and finald

-

few sessions and procedural concerns diminished journal

time became a dlﬁmer%tthb a regular part’ of tutoring.’ ;

A'

Energy went predominahtiy fnto constructive 1nteract10n and
work, very. litg}éﬁwﬁip‘p;ocedural rev1ew : What this meant
ﬁtqﬁwﬁﬁeadialggue jou?nalwwrtting 'was that attention was

“focused almost ent'

"on the content, or messages, in the

shared journals. )3 7. ,
| ?""“ . N 4
an nd 1115 ’“\ ‘
y o ‘rv‘isy.

For Joah and, AlIison, in their d%?logue journal .
gfiting, ﬂ@?i&redodinance of the content had been evident
very eafly:wfjbq‘the ‘beginning, each sessron had included at
least 15 min\)%s;: &iﬁ’enﬁ journal sharing when Joan and k
Allison read and wng&ﬁ responses to-each other s entries. ‘
Joan had intentionally confined talk:to the. journals during
the first four or tive‘Weeks. But as the mutual. expectationf
to write developed, Joan removed the constraint on talking
during journal tiﬂh As. early as session 4, she and Allison :
shared a brief conversation about their mutual enjoyment,of

lasagna, whichvhllison ‘had written about and they shared a

laugh about Allison's spelling of "lasagna"'-'"lasso" The

2

talking and the writing were closely associated one serving

the other: : L

.
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J: .:.Jjust take a minute to read our comments. Ok.
. (At length, she begins laughing.) 0Ok, oh =~
ah (laughs again). Gotta write a comment about
' that one, heh? : ‘ - :
. A: "Yeh (smiles). . . y
J: aughs) T
A: 1, you know what ‘it is.
J: It's % yeh; it's, ah,=,it's delicious (S8he'd also,
made ?.written statemeft about liking lasagna)y,
A: ‘'Specially.when it's hot. . I had it for" lunch today
. and forgot...(inaudible) it cold.
-J: Ch - what. Ah that's great. I really enjoyed
that, A&ﬂison .
S session 4, Feb. 25th

Klthough they had dealt with the conmunicationlproblem,l
associateddwith the'misspelling of the word "lasagna"; by
writing questions and answeqs in the journal, the
conversation enhanced the sharing by allowing for a
nonverbal expression of mutual feelings, as well as allowing
' for spontaneous remarks about the written communication,.’In
addition, while. the talk did not use a large amount of%the
journal time, it inspired a useful discussion about spelling
that related to both Allison 8 journal writing and her |
school writing ' ‘

Joan referred to.a message she had writtea to Allison'

-

in the previous week's journal in whicR she had said.that

" jhe had been looking over the journal and had notice@, among -

-y

ther things,_th t Allison's spelling was improving. This

remark was an unco occurrence, not just because
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%experiencevand her own writing, the pu

~ asked Allison to lea

. 6
conversations were relatively infrequent in‘joérnal times,
but also because‘it led to an extended discussion about the
form and appearance of their‘written work - a'focus that
Joan generally avoided in the context of joprnal writing.

Joan worried later, about the possibylity that this
discussion about spelling might divert the focus of the
journals away from_the messages and alter the nature: of the
journal wri&ing. At the tim‘W however, both Joan's written
ahd her oral remarks about ‘the appearance of Allison' s |

-t

"~ journdl were sincere responses to Allison s'writing
L .

Even though the discussion focused on form for a while;

that discussion(showed A¥lison, in the framework of

- o ",
se of monitoring in

written communication; It showed her how meaning could be_
affected by spelling and other conventions. It also showed
her tHat readers are helped by certain elements of format

because these features of written. work are part of the

‘. o

communication. For example, when in that ‘'same sess1on Joan
J more space at the end of each journal-.

entry,.it was not an empty prescription made by a teacher ™~

but & request for'space by a reader who wanted to write b

-
o~

back: ' \ _ ' i )

'J: Give me a little more space for my comments
" next time, heh?

A: Uh-huh. '

J:* Yeh...'cause to not start‘cramping... )

g (inaudible) and you know me - talk so much -
A: . Yeh.

A8

\ - session‘4, Feb._25th
v ‘ < ,



" Even after session 4, Joan ‘and Allison did not always
have conversations about their journals, ‘but it was not
discouraged. Joan was more open to it, because she believed

that the central place of writing in the\journal activity

2

had been demonstrated and extensively experienced by -
Allison, and would not likely be undermined-

.I don't think I began to discuss a ything that
was in the journal until about the fifth or the sixth
class < on purpose. because you have to build that -
communicate through writing - uh -~ because you can
imagine, if she had felt that she could have told
me those things...or add details, no point in
writing them down. And...so...it took me a long'.
time before I actually invited her to tell me
something more....By then she*understood.

: - from 1nté?view with Joan

Talk~Sanorts Purposes of the Journal Even though Joan

and Allison continued to focus mainly on writing, during

" journal time, -the fact that they sometimes started with a

t‘%n'conversation dllowed them not only to increase their mutual'

understanding of each other's messages, and of ;A’bh ®ther,

but also to ¥heck on how the journal writing was going It

!lso allowed them to 1dentify problems that might not “show
ﬁ 1 w
up in the texts of the journals themselves. L

& J: So how' s/aur Jjofrnal gone since.. (inaudible)’

A: I seenq to be/doing it byt - on little ,ones
(refe short interval between 8 ssions when
they met twice a week) fjust do i on the S

Thursday night. , . :
* - session 7, Mar th.+
N e RTINS "; -"’

-
Ea
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;Through'this remark; Allison was'raising a serious
pproblem, sinceithe‘mutual expectation was that she and  Joan
,would write every day; Allison had bagun to reel pressured,
— ~~wrather?thanbpleased ar satisfied,>by writing every day, and

as 5 result, she was writing entries for seweral days all at

oncévr She was approaching the dialogue writing afLif it 4

o NE

‘were merely a required school\task. She was no longer
.

.engaged in a sincere communication, and the writing no

‘longer was functional for her. It was becoming somewhat of

»

.. a qhore, rather than a written conversation.

Because of thi‘hohift in Allison's perspective, it was
A

”
important to discuss.and possibly redefine the framework for
the dialogue journal writing In the next se&sion (the
gth), - Allison»and Joan agrped that, during the follow1ng

week they would write journal entries only if they felt

%\

be a chore. It's a - it's.a

. ring - it!/s a talking-with-writing thing.

S0 it really shouldn't be a chore and-if it'*s

becoming a hore, it means that it's time to.
" have a littlle ‘break. That's the way I always’

like going s0:

J: ...it shoulds

look at it.}. So, as I.say, for-this next few
days - ‘ : o S "
. 47 A: . Uh=huh. - | R .
v 2 . J: - as you will =~ . L ‘ " (

CAE YYp. ’

- Ji . % as you see a need - Ok? And I'Mtreat it the
*“sams‘wax But anyway,; n;thc maantime, let's hear

_t;i?ur journals tonight =Y u',Qhﬁtsnthat we hﬁWe .

‘%ﬁ%& ST . session*a;r Mar'1ith

R ‘Their fairly 1ong:discussign nad allowed Allison to
" {“" '

exgress the difficulty she was having in doing all of her

b,
4
:
el
Pt
Y
B \ . .
. . L : Voo s . .
A ) ' . B .
. . . .
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work and keeping up;with'daily journal wri’%&ga:»The effect
of the discussion‘@as a fnrther clarification‘of the nature
1‘fvof dialogue writing e a reinforcement of the fac% that*it

| was intended to be a sincere sharing of messages, not an
assigned task. The mutual review of the framework for the
writing .showed Allison that problems are solvable through
cooperation and negotiation. )

Mutual Qommitmgnt Demonstrated. Allison‘also Co
discovered that her ideas were valued. Not only had she
been egpected to share in deciding how.her difticulty would
be resolved, put also, the following week, shegfound that
Joan'had written to her several times during the week, when

Allison herself had not'written at all. Perhaps these
writt‘h messages, and the associated conversations, together
w1thq§llison s freedom to decide whether to write or not,
helped Allison feel confident that she was a true partner in
. the journal writing activity. She was willing to resume
-Journal- writing for the week remaining before the tenth and

last tutoring session.

! 1

nllison:s appreciatiOn‘of:Joaﬂﬁﬁrwillingness to

'_negotiate the details of~journalhwriting is corroborated in-,

[ RSN

her own later remarks. B S,

S ..sthat week - where ‘we didn t really have to A '
,*f‘t’@.tdo gﬁythi 2" That 'réally Relped ‘causé jus' «' .’
g "I found after a while, like - my - it was beginning =
* = ™to ~ become .a bother 'cfause - I had been getting a
~lot o' homework -that week.... .
- from. interview with Allison

‘.
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'L] ‘. Allison s satisfaction with the tutoring situation and

R
With her'relationship-in—writing Wlth Joan also were

\

reflected in her journal entrles during the last Week The‘

. ¥ \
entries looked"unhurried.‘ Be51des details the entries

S

conveyed a tone of’ confidence, as illustrated in the »,f

follo\ing excerpt from an entry about school events’”'

: ...When we ran I“came in 2nd My friend...was N
lst so my goal is to beat her. SO from’ now .on that's
how I want to. run. as_ fast or faster then her....I got
my report card and it was far enof for me.
. ? - Allison's journal, March 18th

N -
‘ By the last se551on Allison and Joan had shared a
. considerable amount of dialogue journal writing, with very'
little time spent on procedures.  Even when they did
B encounter a problem, and certainly at other times; they ‘

\; mutually took respon51bility for the interactive writing.
Their relatﬂtnship in the journals influenced the ‘way they'
wrote in their journals, ard also the gay they.worked

together during the tutoring sessions.

¢ .
Pat and Frank

R ,Although Frank orlginally reSisted the notion that his
1deas were valuable, and he taxed his tutor's" commitment to
dialogue journal writing, gradually he responded to Pat's

‘ commitment and consistency. Once he bechme engaged in the

sharing of messages, Frank gained at least five weeks of

productive work in the journal.

n

~

o |
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Imbortancg of C;nsistent Modg;s The change 1n Frank'

response, while becoming-eVident during the weeks from '}: B
sessions 2 to 4, was unmistakable.in ses51on 5 i At this |
session,WFrank's behaVior suggested that he truly was‘ma F'.%
changed person" When he and Pat turned to the dialogue Bt

;journals, his first response was to note, by way ofm ' . :
information, rather than av01dance, the length of time they ‘

e i
would work w1th the journals.' _ 7f,

.. P: 7...we ll do our’ journals - and we ll spend -
- F: Ten mihutes on that. ., | . .

P: Ok. , .
F: And five minutes on readlng, E P A o
P: Ok.... ’

- session's, Mar. 3rd"
Second Frank glanced 0ver the journal he had ]hst .
received from Pat and smiled broadly, acknowledging the fact

o that Pat really had written\fyery day, as she had promised
to do: R ' “m& ‘

e

F: You wrote every,day.... '
P: ‘What do you think jof that’ .
Fs Nice. good ' -/ : 2

4 o - session 5 ‘Har. 3rd _ ,,

. Getting right intq the/entries addressed to him, Frank

'

sat calmly, apparently upsélfconsc1ous, for once. 81ghs,
quiet chuckles, and/whispers 51gna11ed his engagement w1th

the journal untiléhe noticed a small ‘error- in one of Pat' f) v

Iy
’

entrie5° R o ' ' .
,F;‘ ...Winter Games was on - Tues ay.
P: I thought you said it was on Wednesday! ,
-F: T-- oh - .I changed it, remenber? :
i - session 5, Mar. 3rd

2 4 U



Correcting Pat on the detail Frank grinned with

satisfaction. After,a while, he took_the 1n1tiativé to

'suggest that it was time to\exchange books.~ And once'he was
\ .
finished writing his responses to Pat's entries, he leaned

over to look at what she. was. writing, in respoﬁse to his ,,”.
"messages, as he had done only once before during the first

tutoring se551on. ‘

Frank s engagement with the journal writing seemed to ‘

free Pat from constant yigllance of his reactive and .
_ unpredictable behav1or. ‘She too was able to pay more

<

s found occa51on,

attention to. the messages. As well,

v

"

\Q‘ L4

one or. two of the.

° . . LAY \
guidelines for journal work: . {

" during the journal time, to reinford

‘?_Well I left you a little space there - if you want
_to tell me' anything about it%:I'd sure appreciate it.
Maybe we should .start a new rule that during this ten
. minutes all our talking has to go in thé book, ok7ﬂ
- session 5, Mar. 3rd.

* Pat -also_ had time to recognize Frank's involvement, and’
reflect it for him: '2 | 2

'P:  Did you writ
F: I'm thinking.
P: Ok. It takes time to think about what you're
' going to say, doesn't it?
= gession 5, Mar. 3rd

anything for me? '

Focus on Content. A critical variable, in Frank's

apparent comfortvand_engagement, was the lack.of testing and -

correction of journal entries‘and, instead, a_consistent

focus on the content of the written messages. Although,

-
<

3
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=haVing difficulty answering“a.guestion Pat had asked him in

‘one of her journal entrieszv'

» N ) ' ‘, ' 83 > » o,
o ) : } - X . .
>

throughout the- final five or six weeks of tutoring, Pat and
Frank regulanlynaskeu each pther questions about partfcular
words, or abgut format, the reason for thelquestions-clearly

was to understand the intended wmeanings:

. 1
¢ * . L . . .

F: Pa-t,. K ‘ ‘ S .

P: 'Mhm? ,/—;/// . e

F: What's this’ word - 'offi\ffs'j' o

P: 'Playoffs'. s ; A ‘ éﬁ;

F3 'Playoﬂfs' - oh. ‘ .

e - session 5, Mar., T ////
» . _

F: (Whispers, fnaudible) B LT

P:  (Looks over at his journal) 'Honest!'. P

F: That's 'honest'?! .

P: The 'h' is silent. - .9 7

- session 7, Mar; 17th
The remarkable transformation in Frank's manner, that

began to show S0 clearly during session 5, was highlighted

‘near the end of that session, when he used a slang

ekpression that he had used in earlier sessionk.. In this

.

case, however, his voice did not sound guttural and jeering,‘

but merely frustrated, a sincere indication that he was

F: What? Oh, jees - itﬂ vqsﬁa d one!
P: I bet you're thinking abotat" the time, are you? .
F: Sort of but - it's a hard qudstion.

' _; session S, Mar. 3rd

'Impo;ggngg'gﬁ Snazed Commitment. -In these later weeks,

as Frank became more comfortable with the writing, his

~

attention was increasingly on work, rather than on himself

His face and posture showed a corresponding cdlmness and

‘ increasenin attentiveness. He smiled more and -frowned less.

-
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He sat 1onger without getting;up‘or squirming, And he.;
looked at the materials they were working with and made
: comments that were pertinent to the work. ,

, Moreover, Frank continued to show initiative by
wsuggesting the order'oq activities, and by offering
information while working. In these ways, he coopeiated
with Pat’ in all of‘$he gutoring tasks. He ‘even began to
monitor his own work, and to reflect on the experience of )
. the . iearning, as suggested by this comment ‘he made in one of’
the later sessions, when,he and Pat were mapping his.ideas
for a piece of writing. "This really makes sense!l"

This 'was a rgre comment for Frank and in the following
exchange, he again showed his amazement at the idea that |
language 1earning can be enjoyable | ,

P:' (In journal) on, Fridays I usually go to a,

" school to help some children write stories
I really enjoy that,

F: (Reading the entry): 's that right?!
- session 6, Mar. 1lo0th

- . .
Frank's increased engagement with the_writing“was

nowhere more evident than in Z;ssion'7 when, on his

initiative, he became involved with’ Pat in revising the

.ifollowing entry that she had’ written.

4 4
¢

I've been. looking at the results of the reading ”
that that girl I told you about did. I think that
I'll suggést some things for her teacher....

_ - Pat's journal, Mar. 13th
‘.Because-Pat'had used the word'“that";twice in a'row, Frank

3y g

suggested theykievise the entry.‘iTheyibecame'involved in a
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very‘long peer-editing episodef which was charadzgiised by \

85

/
numerous trials and rereadings, and many chuckles. The

. discussion'completely engroesed both Pat and Frank, and

.Frank consistently attended to the meaning of the message,

making suggestions for improving its clarity.."

‘P: An' I think that“ that makes sense'- '

F: 'Well. I don't. I s€ill don't"gét this, line ,

P: Would it help if I got rid of- it completely, .Frank?

F: I - it makes sense if YOu'd a' got rid ef the raiq!
and made it *her'. .. = )

P: "Ok. i

P: Ok. Now we can continue with our’ own work; eh’
F: Yeh. (They continue working pilentl for several
more minutes as if nothing had inter ).
- session 7, Mar. 17th i

The intense and extended concentration and the

. cooperation that were apparent during the editing suggest a

partnership that is quite unrike the tense teacher-student
relationship that had existed in the very early days of

journal writing. . And Frank's genarally cooperativeabehav1or

’ continued thrbugh to the end of tutoring It is as if he

'fhad realized~that Pa as sincerely interested,in
éoﬁ

understandihg him,

“merely in checking his performance.

Recognizing Purposes: for Wr;ting. Frank's effective .

3 participation over the weeks was coﬂplemented by a

developing good humor. ‘Illustrated in the following

excerpt this sense of' humor - seemed to reflect an increaSing

comfort ‘and an increasing awareness, by Frank that he could

" use language effectively and purposefully-

P: Did you bring your journal, Frank?.
. ¥ . - .

.
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/F:  (nods - negative). = . o N
P: Is it in the car? e L )
~F: In the bag! RN
- P:  (Laughs). I should know you by now- - you're -

teasing again.” You ‘thought I'd just flipﬁ
didn't'you? . .
: : - session 7, Mar 17th‘

U

The changing tone of the sessions led to a morai‘t
productiv% use of journal»sharing;time, DuringlseSSion é,
ﬁor eXamble"’Pat'and‘?rank*spent‘mostiof the 17 minutes of'
their journal time.working silently. In addition, Frank'

.;body language and his brief comments: showed his comfort he
easily dealt with questions about the text of his journal
%showing none of his'early anxieties about making sense of a

piece of writing that %'aﬁed like nonsense. v . o

«®

F: u,.that word. : S
P: 'Lucky'. . o \
F: Oh. - . S
P: Did you get thls one?
F: ‘'Special’. ' ‘
" P: .so if something's really special -
'F: 'Lucky - lucky you..! I get it. °~
P: Makes$ sense, eh? = ' S X
F: Yeh.t\; ‘ o2 :

-~ session 9, Apr. 1lst .
. - . [N

Frank's increased confidence and calmness were apparent
\\\\\in\the final® session too, when he again participated 4
‘ seriously and reflectively in both a written dialogue and a
discussion around it, in whichjthe beginnings of a new view
,aofahimself as a learner,.and competent person, emergedit'In
a:* touching exchange about what ‘it means to be a learner, \

quoted in chapter one, Frank seemed’ struck by PaE's -

-reference to him as a gbod learner. He said,x"Sometimes I'm
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'with being

o R -. . 87 ©

»’

. . - | - ( ,
a brat," as if that precludes his being a learner. . The

rdawning'recogﬂition‘ghat‘hging\a learner is'not'synonymous

$rrect reflects the degree to which Frank O\
shifted his attention, oVer the, weeks, away from his

preoccupationvwith his. inability tq write, as he bechwf,*w {

‘involved in the meaning and nature of the writing

LY - v ’ 5 ) ' :
Duringithe final weeks of tutoring, Tim settled into a_
calm.predictable'jdurnal writing routine. Session.5 seemed

tovbela turning péint, for Tim finally'abandoned his early ‘e

‘nodel of pen pals and took on the didry framework that he .

was - seeing in Phil's journal writing.and was experiencing in

the sessions. As'a resulf’»he became more relaxed in the

°

sessions, as if comforted by having clear guidelines and a

, regular opportunity to work with Phil.

.Clear Expectations .and Shared Commitment.. One of the
main events concurrent‘to Tim's changed behavior Was Phil's
explicit structuring of the journal writing. <Again, as he K
had done in session 4, Phil dated Tim's journal pages for
the subsequent week, thus pointing out when and where each
day's writing would be done: ,

P: So there's Harch 5th - and... that's for

. your work today - and then...

T: March 6th.

'P:  After March 6th - that would be Thursday -

then you could do March 7th. - —
- session 6, Mar. Sth C ’
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Besides offering these clear instructions, Phil avoided

"Q} "kidding" about the task, as he had sometimes done, and he |
avoided conversing at length with.Tim about other topics.
After spontaneous intmoductory remarks about a topic of

' mutual interest, such as their pet cats, Phil moved directly
back to t;e journal writing '

P: Well, that's really too bad (Refers to
the- death of Tim 8- cat) " How long did

‘\> N you have him? °
" T: Almost a year .
S P: Yeh?

T: I got her - seven days before my hirthday. .
B: ...We have some...(inaudible), t6 do befdre ,
. .you go. So there,‘&'Ve put in the dates for ;
yqu...for each day, starting with today.
T: Yeh. : e o ' '
- .session 6, Mar. S5th

The striking contrast between Phil's tone of gentle
firﬂhess at this point and hi;,more Jovial and gregarious
approach at previous sessions seemed to calm Tim who was ,
inclined to copy Phil's behavior. Tim checked himself when
he began to talk while they were. writing'
| We got a little ~ oh yeh - oh yeh

(Resumes writing.) .

- session 6, Mar. 5th
The silenge continued for approximately five minutes. This
was a long, sustained writing event, compared to previous
writing episodes which had rarely exceeded twenty or thirty o« |
seconds. B . *® ‘ ]

During the subsequent week, Tim wrote a journal entry
on each of.the pages that had bden dated for him (Mar. 6, 7,

~

8, ?). He did not write any responses to Phil's messages of



response.
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the previous week. In fact, no evidence exists, ~either irne

‘the interview data or the notes from individual sessions, to

indicate whether/Tim even read Phil's journal entries or

responses. He seemed to be folldwihg a diary-writéng ,’ “}}

schema, not a dialogue-writing one. \gt seemed that he * i I
merely continued each day where he had left off the previous
day, entering a report of his experiencesﬁfor that day, but °

not necessarily addressing it to anyone, or anticipating any

ognitio odels. -In this, Tim was following a-

——n

clear model - the model he observed and experienced during

journal writing time at each session. At one point, he had
8 : ’

asked whether to write answers, as if<still seeking a.

e

pen-pal, but he had been instructed not to:

T: Should I write back to these?

P: ...no. Go ahead. No - ypu go ahead with .
this....no I'd like you to write for today.
And you can do these later - when you have
some time. N

v - session 6, Mar. 5th .
Phil's instructions did not emphasize writing back; in

fact they conveyed a concerﬁ about using time for d01ng so.

\This hint, together with the actual experience of not

\
writing or sharing responses during the session, seemed a

clear indication ‘that what was valued most was the new

entries; Thus, during the week, Tim continueéd writing new
) % o :
entries, giving'yp his original intention to write |
interactively. , ) T
o -~ . _) ) .
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Importance of the Social Element. Tim's reward for

doing the daily entries vas associated with the satisfaction

of pleasing Phil, not with discovering a personal message

from him.

- The journal was not, at thatvpoint,\a.framework

for the deyeloping reiationship between Tim and Phil,

though, as one of the tutoring activities theﬁﬁshared, it

~ supported their tutoring relationship.

' While* Tim gained the satisfaction of thinking that he -

' pleased Phil by writing in his jourmal, Phil did not‘ggin

the rewards he had expected from-the }oint journal writing,

and ‘he wondered why Tim wasn't answering his questions and

responding to his written messages:® e

P:

wish this last couple of weeks I could

get some reactions from him, and see

what kinds of things that he comes up with....
) - from interview with Phil

" Even though the journal writing was‘fulfilling only

partAef Phil's expectations, the activity continued

-comfortaply throughout the final tutoring sessions.,

-

Approximately four minutes of writing was done in each

sess:.on.

The writing was sometimes accompanied by a brief

conversation - often about procedures, or about spelling or

usage:

T:
P:
T:
P:
T:

e
.

...(Writes). How do you spell 'broken'?
How would Yyou put it?

.B=r-o-c-e-n? ' , \

K"G-n-

*_ Bro - ken....I told him his light
‘'was broken in the playroom (Refers

to statement he has written in his

journal).

)
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P: Yenh? '

T: It was. ..(Explains how the light

' got broken). A\

P: Yeh, yeh. Oh, you've done...a good
~start.

-.session 8, Mar. 1l2th

The comfort of the free-writing situation was ‘often

.apparent in the conversations: o .

P: So how's...the old journal doing?

T: I didn't do it (grins) - no, I'm:.

just kidding! . , :
P: Oh, ho - ho ho ho (makes an

exaggerated expression of grief). ~>
He he he - I did it!

So did I (flips pages). In fact

I got carried away one day. .

I wrote about my reconciliation

¢ 'on the 1sth.

H oA

- gession 9, Mar.‘17th
This exchange suggests‘not only a,mutual sponteneity
" that is in contrast to the.manipulativeness that -
lcharacterized ‘Tim's behavior on earlier occa51ons,\it also
indicates that Tim felt at ease rai51ng topics of personal
importance During ‘the subsequent few minutes, he had the \\
satisfa stion of sharing his knowledge about a topic s
(reconciliation) that was new to,Phil. This experience of
" talking es equals, in.qssociation with the_iournal'writing,
undoubtqdly helped Tim believe Phil's words of praise .and
encouragement .
nlm s comfort with his tutoring was evident in his
regretful statement at the mention of the completion of
tutoring:. T . - ' \

And then we're - I'm done here?! ° .
'Y - session 9, Mar. 17th
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At this point, Tim was eager to initiate a real peh—palkb
exéhange with Phil after tﬁe termination of tutoring:
P: ...if you want to, we could talk
- about writing letters back and forth.... .
+ T: Like pen pals.
P: Sure.
. - session 9, Mar. 17th
Whether ol not Tim followed up on Phil's invitation to
exchange letters by mail, his intrigue with the idea
suggests th&t, to him, interactive Yriting had continued to

have some appeal, and possibly it could have some merit.

- . . '
Discussion of Approaches To Dialogue Journals

.

S
Tim responds enthusiastically, "you're going to write
something back!" Frank becomes uncharacteristically ﬁdvely
and attentive as he and his tutor exchange several notes; he
even predictg;loﬁg words, as his tutor writes them, though
several min&tes earlief, he had resisted doing so during
part of a lesson onvreading. And Allison writes at_ length
abgﬁp”herself and her activities; she writes:a sympathetic
response to her.tutor, and she signs he; statement with a
hapby face. in these and other ways, the students in this
study‘showed how importént a social framework is in writing.
It is one of several aspects of the dialogue journal
situatipn‘tha£ inspired the students to want to write more

<

- than they normally did.
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T The Social’gimension - T o
| In their ready response, .the students bear out the

. ’ l "

T aocepted notion that language learning is a social activ1ty

»

p (Wells, l981w Newman, 1985; Harste et al 1984) Their
P 27 Tw
‘ enthusiasm seems;to echo Britton s observation (1970) that

h"our iﬂterest ‘in othfr people s lives is a primary one" (p

S

w‘lls, see also Meek 1982, p. 160 Moffett & Wagner, 1983 p.
299) The students"obv1ous 1nterest An. the&r tutors' S
written dialogue is reminiscent of Britton s further

observation that young people will 1isten for hours to

/ .
_ﬁ,adults, lf allowed showing a. "particular 1nt st in‘those
= L t - » . : '
who seem to represent people they might become" (Britton,

1970, p. 116). - "_‘ B

Famfliar Context " . '$>§

v

n ."‘, BeSides the soc1a1 element of the dialogue writing,

-

other aspects of context fac1litated the writing,
""particularly the Similarity of dialogue«writing to. spoken

'g\nversations. For the students, a conversatidnal Situation
-

};was one in which using language made sense. fq gavejthem a f7;

R P .
’ 'frame of. reference for selecting language, and they readily

-

produced written language in their journa s, in spite of

'dtheir reported reluctance to read or write.‘ Their behavior'

r'was consi ent with the frequent ob'” ion by researchers j
that children expect 1anguage to b meaningful Newman

(1985) notes that "all of the ‘ search We ve examined has
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‘demonstrated that”the ‘most fundamental .concern of language

users is making sense" (p» 32)7 and she states that-children

o

"use what they know about language in one form to refine

language in another" (b. 31). Likewise Smith (1983) states
: .
that wrlting and other aspects of language have the same

‘roots' "the urge to make sense of the world and of oneself"
-
(p. 78) He points out‘that "children will neither attend

to nor w1llingly produce and practise language which does.

not- seem to have a point (p. 75). )

Low_Risk Situation

o , “ ” _
In recognizing the conversational nature of the

isituation, he*Students not only recognized~it as a familiar
:langua ation, but they also perceived it as low risk

ﬂh(Harste et al 1984,,p. 131). This was in contrast to their

‘ .

) perceptions of many school situations, where a "learned
~vulnera?ility" often led them not to participate (Harste et
,al 1984, p. 140). Because much school learning, and the-

,’language associated w1th it involves situations that are

“ unfamiliar to a child a child's 1anguage and learning

.i strategiesL developed in familiar situations outside ofi
Aschool become ineffective (Wells, 1981, p. 18) ' For some
children, thﬁs continues beyond the first years ‘in school.
As noted by Newman (1985), "The main problem for...nonfluent
‘readers and wviters is that in school at least they've 't
stopped negotiating, ‘they've' stopped trying to make sense,

< -



they've stopped‘taking risksﬂ;(p. 35).V;But,‘a1though the
.students might have felt. perplexed by the constraints they

perceived'to beé operating'in school ituations,vthe dialoguex
‘,writing appeared to be both sensible and manageable to them.

In this situation they were freed somewhat of -the fear

\$\$\<Essoc ' : nthe, wraith of a schoolteacher, waiting to

<

Jjump on every fault of punctuation or spelling, on every

'infelicity of expression" (Smith 1982, p. 132). Smith,v;Qr?f

emphasizes the need for such a separation between

-attend to one thing at a time (p. 24)

: ‘Focus on Meaning
T o ; ‘
Other experts, such as Graves (1984), also empha51ze

that it is important for students to focus on their 1ntended

meanings without“Béing distracted by concerns about -
'transcription and. correctness.‘-Newman (1985) states. that
"growth in writing depends on a student s w1llingness to ‘

» Aexperimentgwit ?l;nguage, todtake risks (p. 18). By,
.allowing themselges to use "functional transcription" to
"placehold the surface text, stu lents can keep theires

attention on the creation of a: unified text (Harste et al
1984, pJ 140) This seemed possible for the students in the
present study once they c8nstrued the dialogue writing as a

-‘manageable language situation, one in which they need not - be

'overly concerned about being evaluated They seemed to

A N
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forget for the moment, their own and others' concepts of

themselves as non-writers, or reluctant readers, and hey

put their attentlon towards creating texts to share.'vIn

m restricted a oh01ce" (p. 165). She suggests that f

7

eagerly writing‘and reading the journals over an extended

number of weeks, they beautifully illustrated the truth of

and don't are not necessarily 'reluctant readers' (p 165)
Instead as she states, "they have not yet discovered what'

in 1t for them, either because they don't read well enough .

or because they have ‘had the wrong kind of books, or too

"inexperienced readers need more experience" (p. 165)

~

Experiénce.with Lanquage B

Experts have also suggested that experience is very

important for writing. - Graves (1984) and Newman‘(l985), for

example have emphasized that it is important for children

to use language, including written language, and to see

others use it in a?variety of circumstances. As Meek (1982)

states,‘"What the children really need is a great deal more

\time to read and write for their own satisfaction. This

'means more books, a wider selection of titles and different

kinds of'writing" (p - 160). Such experience helps children

i

-‘Margaret Meek's (1982) suggestion that children who can read

s _-

to discover some of the many functions for written language,‘

Aand in the process to learn more about language, for experts

know, as Smith (1982) reminds us (p. 170), that children do
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'not learn language and then apply it; they learn language
and its uses simultanedﬁsly.. ‘ ' . -

. 6 ¢ .
Having opportunities to write in many situations, and

to'share'Writing, also allows children'to develop a concept
of authorship, by seeing the effects of their own writing on
o others (Graves, 1984; Moffet & Wagner, l9§3). In addition,
while watching'others,'they'can "see how (it) is.done"

(Smith, 1981, p. 108; see also NeWman, 1985,‘p. 3l,land
. . o . * L

Graves, 1984, p. 134). For the students in this study,
journal writing was a situation in Which'they could
- reqgularly experience the effects of their own writing on the ';

tutors, and could see their tutors write. It was a
1
-

situation that met the conditions for. literacy development

3

recommended by Meek (1982):

Admired adults are still the strongest S
factor in the reading business, and, in - .-
the same way, a child will never learn to

. write unless he has both occasion and

e encouragement (p. 161).

A

Sh%wing and Helping o LT
= Meek, Newman, Graves, and Smith are not the first to

-emphasize the importance of demonstrations The role of

showing, along with helping, is central to Vygotsky's (1978)
- conce tualization of the zone of proximal development, which
- entail the observation ‘that children can do more with help
than they can on their own when learning something (p. 78)

For the students in this study, the writing of dialogue

~
3
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journals was an assisted dctivity. 1In it, the students
predictably wrote more willingly than they had done in -
previous school writing. and testing situations. & This

L Qccurred in spite of the fact that the tutors provided some
inadvertent demonstrations (Smith, 1981, p. 109) \\long with
{fitended ones (e.qg. when talk was encouraged not writing,
’or\when the dialogue journal was described in prescriptive
and evaluative terms, somewhat like a school writing

B assignment). Apparently tﬂe tutors' own writing, combined xg

;with their feedback and help, demonstrated their commitment

to the writlng, and their acceptance of the students as

| writers. These demonstrations supported the students in‘

their writing, and helped them to eventually see ‘that they

‘were junior partners (Smith 1984a) - but partners indeed -

in the dialogue writing. The‘important thing about this‘

kind of partnership, for the studdlts'_literacy,’is the -

likelihood that "what a child can do with assistance tdday

she will be able.to do!bz:iSrself tomorrow" (Vygotsky,'1978,

p. 87) ’ - | ' . o

Involvement and Kttention

The partnershi% between teacher and student is e

important for another reason. 1It gives the-students

responsibility for'making writing decisions,iand this
requires attention, and a commitment by the students. This

kind of engagement is essential for efficientdlearning,

%
I 3 '.
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augqccording Yo Smith (1981): "Learning occurs when the
'léhrner engages with a demonstration, 'so that it in effect

becomes the learner's demonstration" (p. 109) Smith

observes that;?e individually engage in particular kinds of

demonstration because, in.particular situations, we are

free of any fear that learning will mot occur., He suggests

that such engagement allows us to "assimilate the

-

demonstration of another.”.and make it vicariously an action

of our own" (p. 110). ' The importance of such involvement
or attentiveness, in children 8 development as writers is
“* reaffirmed by Harste et al (1984)

Since access to the process can only bk
‘gained through involvement ‘in the process,

e strategies which allow lahguage users to set
‘aside perceived or real constraints and which
permit engagement on the language user's terms -
are central to growth in literacyf(p. 130).

Dialogue journal writing was just such a strategy. It
n;' | allowéd for the establishment of a partnership in which the
ffi,’:at&&éﬁ%s could negotiate their own terms for writing,

,WU egresing to write, ‘but choosi g the experiences they wanted
' " to share and the way they wougg share them.’ n this Le”
situation, the students seemed unconcerned about the
pbsg}bility that they could not write. Their openness to
,writing seems to demonstrate Smith's perositions ab&ut

”learning (1981) o

' Engagement té&es place in the presence of
appropriate demonstrations whenever we are
sensitive to learning, and sensitivity is
*
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" an absence of expectation that learning will.
not take place (p. lll) ‘

What was in it (Meek, 1982) for the students,'because'of

\*their engagement, was the discovery that writing can be

’ enjoyable. The satisfaction\of sharing what they know was
possible, in the dialogue journals, and for once, the '

‘ students could play with the language that they and their .

tutors produced even”laugh about it.
\ ,

Final Word -

| In effect, what the tutors did, by including the

dialogue writing in their work w1th the children, was to.

make, for each child, an opportunity to join the literacy

club (Smith, 1984a). In Smithfs terms,'"this means lots of
collaborative_and»meaningful reading and writing activities,'
the kinds of things that are often characterized‘as extras,

‘ rewards or even 'frills?*, things like stories (reading and
writing), poems, plays, letters.. " (p. . 1l2). What Smi;> isA
.recommending for children are simply the-kinds,of'things
that we usually use writing for,»and his suggestion is

' A J

reaffirmed by Newman (1985), when she points out that

"research has shown that...children...need to use writing '
for the_same purposes adults use it:'to“heep journals, to
leave nessages‘..and to erplore ideas;...our role is to
create situations in ‘which children can discover the

predictapilityﬂof print for themselves"'(p. 21).
. . . : » ~ . N - - . N
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The way that such purposeful language use allows
children to join the literacy club is described by Smith as

follows (1984a): ' N .

_...childreé can see what written language
is for, all its manifold utilities for writers
and readers....They are admitted as junior
members; no-one., expects them-to be very

., skilled themselves, but they are helped to

'~ write and to read whenever they have a
purpose or interest of their own in such L
activities....children can see others . R
engaging profitably in literacy activities
who are the kind of people the children
see themselves as being (p. 8). -

~

In the particular language situation of shared jburnal
writing, this implies the expectation, by both students and
tdto%s;mthat the students will evehtually be able to write
like the tutors do, and that the tutors will help them do

i~
so. For students such as the three in this study, this

vision of themselves may be radically different than the

N .

pessimistic ones they have had, yet it'is a condition of

, their writing development While expecting something is not

enough to ensure getting it, the expectation or vision is a

first step towards that end. "Expectation does not guarantee

learning, of course, but it makes it possible" (Smith,

1984a, p. 2).
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The_Journal Texts“

LN

The students in this study demonstrated that, even inngﬂ
the absence of daily contact with their tutors, they would 5
, °

sustain daily conversations in writing\ over a period of

weeks - The journal writing thus produced a substafﬁ;
sample of writing by each. student f‘The sections thatﬁfollow e
wi&l dlscuss the contents of the journals, as well as

aspects of style and mechanics cheracterising the texts, for
“the three students and their tutors. Details of the

analyses appear in Appendix D

' Contents. of the Journals

on therbesis of patterns noted in the journals, the

L]

following dimensions of the journal contents were

established. They were examined séparately for entries and

for responses: e ~

1. subjects:- ‘written about;

- 2. amount of writing:;

- 3. 1language functions served by the writing;
4.

ways of establishing continuity.

[

S;ugent‘Engzigg; For all three students, topics
associated with home were mentioned most often ln’the early

weeks of the dialogue journal writing, although the specific

topics written about,were somewhat different.\ Frank mgst

often wrote about friends and sports:

J .
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S .
Pat N\ -
13 (F 13th) We have terche canvanshin
mie f?Q\gd is coming over. wath havq\you
g .

bintoi \ ' .
o ) Frank

"14.20.86 (Feb. 14th) I an going skicng....
Allison wrote about family and fairly often about sports: R

. ; . Sat 8
Hi! ' : o \

Today I had a lot of running to do. I
had to run the 50m and I came in 3 out of. -
5. I also ran in a rely my team came in
2 out of 5. Then at 3:15 my mom came and
got me and we went to rimby. After dinner
I went out skating. Then I came back in
and wached T.V. (Feb. 8th)

Tim sometimes isolated family, friends, or sports to wrlte
about but generally he mentioned them merely in the course
of listing one or more events of each day, related to home,

school, and sometimes tutoring:: ' . -

C_a)

Mar 11
"I woo Kkup and ate my breakfast. then I went
' outside to play hockey tell wewer ready to go
to School. er school I went home and did
my homework. s

Di;;g;ggtiaﬁion of Patterns. As weeks went by, Frank

‘and Tim continued to write very often about toplcs
associated with home:

06.02.86 I have a hocky game to.day.

- (Frank)

mar 16 -

I Woéke up and then I went in to the '
liveing room amd wat (watched) the '1
ctang (cartoons).
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Frank wrote only rarely about thool, almost never
mentioning more than one topic per enffy. Tim wrote: '
somewhat less often about school than he had at first; more
often than before, he wrote about only one or two topics,
rather than attempting to 1list everything that he did }n a
day. |
-~ o
Over time, Allison's focus shifted somewhat towazd
school, though she still often mentioned home too. Her
~ school topics, like her home ones, often focused on people -
,classmatesiand teachers - and éports,'especially skiing and
volleyball, but also swimming, skating, badminton, and A
softball. She included & number of topicé in some of her
entries, but often highlighted one: o
Sun March 2
Today I wock up in the city because
we slepped over. So we went to bingo and
I won 10$ and my grandma won 50$. But we
had to shar with the other to kids.
P . .
A subject that each of the students mentioned
occasionally was'tutoring. Allison sometimes expressed
anticipation of a session: "And I'm.Looking forward to

—

seeing you tonight" (Feb. 4). Tim mentioned tutoring when

it was one of the events in a day: !

. Mar. 3
I wookup and ate Brakfast and ithen I went:
to School. Afther School I went to the
‘unifrecity to get touterd by Phil.
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And Frank wrote questiong, on several 6ccasions, about what
. they would do, or whether they could work on the computer: .
?do you now‘wine we mint get the compora£"~(Feb. 19)7? .

World news (e.gh\Phe crash of the space shuttle) was
mentioned 6nly by Aﬁgison, and only in a couple of very _
early éntries, probably réflécting her slﬂght uncertéinty, ’
initially, abdout appropriate topics to write about in thev
journal. | T’

Tutor Entries. The writihg patterny of the tutors were

somewhat parallel to those of the :eépective stude gs. Joan
and Phil often wrote about more than one topic in a single
entry. They wrote about home topics very often in the early
weeks: |
: ‘February 6th
"Hi there, Allison!
Today is a special day for me

because it's my daughter's birthday. Her name
is..,.‘ (Joan)

Feb. 5 : .
...I am going to dinner with a friend
‘ tonight. He might offer me a job to
teach in his school next year. I sure
- hope he does anyway. (Phil) :
Pat's relatively lower frequency of.writing aﬂput home
topics was associated with her greater tendency to focus on
only one topic.in an entry. This practice was consistent'x
with her intertion to make her entries easy-for Frank to
read, a caution that took into account his early reticence
about writing and reading. daily journal entries. If Pat had

written longer entries, she might have mentioned a home
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topic: certainlx home events were the focus of some of her °

entries:

' Friday, February 7, 1986
Hi Frank,
Today our school had a family dance. It
was really fun. Have you ever been to a family
dance Frank? What kind of music do you like !
best? ‘

The tutqrs—differed‘bnly slightly in their tendency to

¥

write about subjects other than home and‘school. A
noticeable difference,-however, was Joan's particﬁlar .
tendency to include reflectioné about the world,

irncorporating these into her writing about schoolfgﬁgﬂhome

topics. This was especially characteristic of her eérly

-

entries:

Sunday 2nd (Feb.)
Hello Allison, . ‘
Did you have a happy day today,
Allison? 'I enjoyed my day very much. I've
been out walking and planning my week ahead.
So I guess that today has been a walking,
thinking day.
While I, was out walking, I couldn't
help but notice how fresh and clear the air
is in Edmonton. Many cities don't have such
beautiful clean air. 1In big cities like '
San Ftagcisco‘and Tokyo the air is so badly
polluted by industries and car exhaust that
people are often warned to stay indoors to
' protect their health. These cities depend
on the wind to blow the pollution away and
keep the air clean enough for people to
® breathe safely. Every night the television
news gives a weather report and a pollution
report go!that people can plan their activities
- for the next day. ® For example, a jogger may
plan to run Jlaps in a gym. instead of jogging
in a park or cyclists may plan to take a
‘bus to work instead of riding their bicycles.
I'm so glad that we have fresh, clean air in
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our city. It ¢ikes our life so much more' :
, enjoyable. 4»H3 you think so, Allison’ "

¥

a

All three tutbrs COntinued throughout the ten weeks to

; make periodic mention of the tutoring, occaSionally

reinforcing procedures, but usually remarking fh the good
. work that the students were dOing.iﬁ _ \ '
| Resgonges. Whereas, in their entries‘ students and

tutors wrote about a variety of tOplCS of their own
- PR ')'

n; choosing, the topics that students and tutors wrote about in

.

-i Phil s most frequent response category also was home,

‘their responses tEnded to match the topics of the entrles-

being responded to. Thus for example?:the few responses

’&‘_

that Tim wrote to Phll, all done in the first weeks, related.

to topics in the home category, which was the most frequent

focus of Phil's early entries: o ;«'{ .' - R .

2

I play center and some times defence.

A year ago I use to play soccer (Tim s
responses to Phil's Feb. 8th entry in
which hil asked about sports)

correspondi g to Tim 8. writing most frequently about toplcs

in this ca gory '7;‘., , o o f , ,wtp?~

: In a similar way, Allison's later responses included a

e

;‘\\world neWS item because Joan had written about a world newsn»

topic.' And Joan's 1ater responses inclgded very frequent
mention of school topics, in line with Allison s writing

m0re frequentty about these in her later entries.

&
.

Science fairs’ usually do take a long,
time, Allison. I m happy to hear*
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that you enjoyed it so much (Joan's. %
' response to Allison's entry of March -
5th) . . s

TR
.

k'n nFrank's responses also tended to match his tu F’1:%

- entries, in later weeks, when he had established a stable

"_Amount of ngting

% 1

]ournal writing habit. His most frequert respomses were in

the "home and tutoring categories, which were Pat's most

vfrequent subject categories in her later entries-

"I felt £in wen I‘rond (read) for the.

first time (Frank's response to Pat's

.. entry of March 1lth in which.she asked
. how Frank had felt when he read for
v her in their first session together)

'However, Pat's response topics did not consistently match

those which Frank wrote about this is probably because most

*

of Pat's responses were global ones, relating to Frank'

entries for a whole week at a time" SR e
Thank-you for writing every day,
Frank. I like to hear how’ things are .
going for you. It sounds like ‘both - | - e
- of us had a lot of homework ... (Pat's
-response to Frank's entries for ‘the’ week
wending on March 2nd)

In these responses Pat s intention seemed to be to encourage

| Frank rather than to respond substantively to what he had

Students.ﬂ Differences among wﬁdters also. were apparent

~ -+ in the varying lengths of the entries and responses. The

( +

/ﬁal number of words that each student wrote,vover the ten

By a ’ n 5 SR e “ "
,h s : 3 K AU
o . I B

» ' T : -~
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‘weeks, is listed below, along‘with each student‘s=average
numbeér of words per entry and per response.

(¢ rable l.ﬂ'Amouat of Writing: Students )

Total Words per Words per

Words Entry Response
Frank . 625 -, 8.4 7.1
Tim 743 24.8 ' .12.6
Allison 2937 ‘ 55.1 15.8

These figures show that, while theuthrEETstudents,wrote
quite,different amounts inftheir\Entries}_the differences
vwere smaller im<he responses; which of\course were tied to

the tutors' writing, and were not strictly self- initiated

The figures also show that Frank wrote)‘on average, almost

ag many words in his responses as he did in hlS entries,
%

even’ ‘though many of his responses were SLngle words or

phrases. . Tim s and Allison s responses were somewhat : o

-longer than Frank's; this was mainly because they tended tc

write full sentences; not. because they were more likely to
respond to a. tutor entry. ~Unfortunately, Tin's sample of
responses spahned only two of the ten weeks, but these gave
an indication of how he might—have 1;itten additional»

responses « 7

R

\ ,The lengths . of the students' thought.units”varied,
~along with the lengths-of their entries. ‘Frank's idea units
averaged 5.8 words Tim'sxwere‘7~8 and Allison's ‘were 8 5.

The following excerpts illustrate the differences in both
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1engths_of entries and lengths of indiVidual statements,

among the three students:

Allison: Hi! ay when we wock up I ate
o brea®iist and went out to skat.
I got to go up town and by groars.
all by my self. Then I went skating .
with my cousins. Then we went
- . home (Feb. 9th).
o - : A
.Frank: I hand a lond (lot) ogca%mqwork (Feb. 27th).
Tim: I woke up and went out Side to Shout at .
ymy brother then I will go to School then Y

I went don to the univecity to get toterd
by Phil (Mar. 17th) - ﬁ,'

The above comparisons~indicate-that Tim's statements
were only slightly shorter, on average, than Allison s, in
spite of his being younger. Although his statements were
génerally Iess complex, his writing was-quite-fluent, being
elaborated to some extent. Frank's'statements'were the‘ |
least elabora;ed reflecting his caution in writing _5till,
once started he wrote consistently, both entries and
responses, indicating that the dialogue was a productive
writing framework for him. | o ' | .

h Tutors. The varying amounts of writing he tutors

\ 9 .
produced are shown below, along with the average lengths of

1 their_entries and responses. -w\\
Table 27¢ 't of Wr i Tut
Total Words per . Words per .
Words = Entry ‘ Response
Joan . 10,649 201.2 39
‘Pat , 2,505 43.8 23.4

Phil_ 3,850 62,5 21
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~Joan wrote lpong entries. She generally elaborated, and
often reflected on;_the topic or topics’ 1ntroduced in' an

"entrf, and she responded at least once to every entry.her
student wrote, Sometimes she also responded to her
student's responses, taking every opportunity possible to

o,

add to the written dialogue

Pat,and Phil wrote shortzr entries, possibly in. part
‘because of their students' presumed expectations and reading
abilities Pat was mindful of Frank's early reluctance to
read a large volume of her writing, and she continued to
write brief entries throughout the ten weeks, 'even after the
dialogue‘writlng had been established.' Because, in her
entriesp Pat's topics were minimally elaborated, and her
statements fairly s;;ple, ‘many of her responses werevalmost
as long as her entries. |

| Phil wrote somewhat longer entries'than Pat, and

generally elaborated his topics, but because he wrote simply
fprvhis younger student, »the»total number of words was
moderate. While hls entries were developed at some length,
his responses.were;generally very short (7.3 words per |
thought unit compared with.Pat's 9.5 words and Joan's 10.4,
and his ownh 9;2 for entries).” The*followlng responses
'illustrate the contrastuin lengths of gfatements,vas well as
in 1engths of overall responses,»for the three tutors.

Phils .ﬁhere do you sleep over? What do you

do on a sleepover? Do you just sleep?
We didn t sleep very much when I went ° _ '1

\
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H
on sleepovers (Response to Tim's
Mar. 7th entry).

Pat: I really like reading the notes you
: write. Do you like writing notes here
with me or at home (Response ‘to Frank's
entries ending on Feb. 16th)? -

‘Joan: I didn't realize that you have a choir
in your 'school also, Allison. I %sed
to sing in my school choir when I was
in'school too. How long will you have
to wait to find out if you're in the
~ play now (Response to Feb 25th entry)?
These samples indicate that Phil!' s short response statements
resulted, ‘in part, from~the fact that his responses
- contained’a large number of questions} typically short
ékpressions.'lThe questions undoubtedly'were intended to-
: e11c1t more writing from Tim, and represent one more way
that Phil and the other tutors attempted to engage their

_students in meaningful writing

Lanquaqe Functions

Additional ways in which tutors and students attempted'

to engage each other in written dialogue emerge from an
examination of the language functions served by the journal
.entries and responses. All three tutors and all three .
students used statements that served a number of functions,
but the patterns of use. differed in ways that again reflect
the different framework each tutor brought to the journal
writing. y':
| Allisonl In light of the fact that Allison wrote

relatively lonq entries, and. elaborated statements, it ig

7

AN

‘ﬂ,)
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perhaps not surprising that'ﬁer Writiné oonsistently served
a_variety of functione. In her entries, the reporting
funotionﬁpredomineted,.along with the responding function

(étatements addedﬁto entries in answer to Joan's remarks on
them): - qk.xt)Q

Hi! : ‘

Today we had gym and when we play bad mitten
I lost and was cut out of the turniment. I .
didn't do much more than that, Untill I went
to my totorial (Eeb 27th)

Joan's response: I used to-play badminton _

when I was in school too, Allison. Like you, T

I also lost and got put out of the tburnqpént.

But I still enjoyed the fun of playing! -

Allison's extention: So do I. | |
Whlle, in her entn}ee, Allison was narrating her daily
-expefiences, and thus was primarily reporting, her responses
to Joen's entries served a greater\range of functlons, tuned
to the ngstance and tone of Joan's entries. Sometlmes,
Allison reflected on how Joan might have felt 1n a’ 51tuation
.written about; other tfmes, she answered questions, or
reported personal facts, sometimes she even gave advice or
encouragehent as illustrated inaher response below:
Joan: ...I 11 be up very late tonight
L because I want to finish that writing
I was showing’ you....If it really
goes well I should have my final copy
in good shape before lunch. Cross your .
ers for me...Allison (Feb. 25th) !

Allison'sh esponse-» Good 'luck my dad has been {

working on papper to. - - J
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" In all theséﬁways, Allison showed her perceptiveness of the

\

intent and_significance‘of Joan's written entries; ikhe
‘showed at the'same time, the ektent of her engagement‘in'
the written dialogue, and involvement in the relationship
developing in the dialogue. |

Frank. Frank also shoyed a considerable degree of
engagement in his dialogue with Pat, especially during the
early entries. While the majority of his entries, 1ike v,
Allison s,. contained reporting, in.some he made statements |
thanking Pat for something, asking guestions, or answering‘
Pat's g;estions: ' | '

- Frank:- I have a reading block today (Mar. 13th).

Pat's response: What do you mean 5y_a reading
- block, Frank?

Frank continues: I mean that we have a reading
: thing than we have to aser
some casins (questions).

‘In.Frank's responses, the ansﬁering function

predominated, but Frank continued to make occasional

24

statements that served other functions, such as agreeing,
' théhking, or requesting. ‘He even corrected Pat sometines,‘

as shown in the following response to one of her entries:
Pat: It.was nice to talk to you on the .
' phone, Frank. As you know I called’ . .
your, school and asked Mrs. Lomey to "
‘ give you something from your social
v studies or science to bring...that
"you and I.could read together. What
do you think of that idea (Mar. 6th)?

Frank's response. o. k.
Lomme (rather than Lomey)
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“Frank's correcting Pat's writing suggests that by that time
(the sixth week), he had developed a high degree of comfort
and involvement in the written dialogue.

Tim. By contrast to Frank, Tim wrote mainly statements,

A
'that‘served a reporting\function, in his entries:

I wokeup at 6:30 and watced catons tell
8:00 then the plumer came to are house
. to fix the drier (Apr. 1lst).

However, in responses, Tim too showed an inclination to
engagéVin dialogue. 1In his few responses, he answered
questions and made statements reporting opinions or facts.

In soﬁe responses, he offered é%hments or reflections on
L ]
Phil's statements, showing understanding and appreciation .

”\

for what Phil had written. This is illustrated in the

-following exchange'~

Phil: .Today I did almost. nothing i&
‘ but read...(Feb. 9th).

Tim's resmqnse' I have read 2and a half
of the bdbks you gave me

to 'read.
7

The fact that Tim did not continue to write responses,

o

and the absence of more than one function (reporting) in his
later entries, suggests that, after the first few wéeks, he
was no longer engaged in a_written dialogue, but had
.reconstfued the writing activity, viewing.it as merely a
“perSOnal journal.'. While the journal served as a’'starting
'point'for rich oral dialogue, and led to a greater quantity

~of writing than Tim would have produoed otherwise, it did
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| not senve as a means of written communication, and Tim's
writing did not show the variety of language functions that
it might have, if he had been engaged in a dialogue. .
Tuto ntries. The tutors all used the dialogue
. N : .
journal as a means of accomplishing a variety of purposes.
Reporting was, predictably, a persistent function served by
all of their entries, indicating that, 1ike their students,
the tutors were[-first of all, narrating some of their
experiences. They all reported personal facts in many of
their entries, and opinions in some of them.. In fact, Joan
reported opinions in the majority of her entries, possibly
~as a way of encouraging her student to feel free to write
openly, the same purpose might have underlain her questions,
'which occurred in many early entries,-butv;ewer of the later
ones. Opinions‘and questions are apparent in the following
sample:
\§?riday, Feb;uary l4th
Hello Allison! ' ‘ :
Happy Valentine's Day!
_ Did you know that Valentine's Day is
pretty. much a North American custom?.
Many countries...do not celebrate it.
However, I think it's a wonderful traditjon
.I think most people-work at friendship
and caring ‘all year round anyway, don't you?
‘We drove over by (your) Grandmg's hotel
to buy some groceries at the big Superstore
this afternoon....I suppose that store is

always busy like that! 1Is that where you go
to buy your grocetries?
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Pat's entries also included questions frequently,
“though a relatively small number of her entries included
opinions: : : ' \
- Wednesday
Did you have fun at your winter games , N
day? I visited a school that had a winter .
fun ddy today and I thought of you-at your

special day. Was there any snow left in
your school yard?.. (Feb 26th) .

Phil used questions sometimes, as well, .to maintain the

written conversation:

..It sounds like you played in some kind
of tournament. How many games did you play
anyway? Are you going to play soccer this
summer?...(Feb. 29th). _

All three tutdrs included statemgﬁus praising, or in
some other &ay acknowledging, their students, as well as

N
statements of greeting, which clearly, seemed intended to

draw the studonts intao dialogue. For examplo, the~follodfng
Agreeting from Phil s March 24th entry not only served as a
conversation opener; it also connoted an appreciation for
Tim, serving to.encourage him in the tutoring, a%d possibly

in the journal writing specifically:

I was disappointed when you
couldn't come today. i

Sone lquﬁagé functions were characteristic of a .
”particular tutor's writing. vFor example, tﬁree functions.
were particularly frequent in'Joanis entries. One was
‘imagining - reflaoting on an experience or event, or trying

to imagine a different situation; another was extending an

3
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entry, by respoﬁ&]ng to the student's questions or remarks:
and a)third was modeling standard written usage, in the
context of é response. .All of these functions are
illustrated in‘the folléJing excerpt from Joan's Feb. 22nd
entry: \ '

++«.I'm really glad that the weather
is warming up again today. It was very
pleasant walking to the university this
morning. Maybe Spring will come now.

‘Today there were about a hundred high
school’ students...here. - They were running
up and down the hallway and yelling....They
probably didn't realize that we work in our
offices all through the weekend here.

Allison's respénse:, I've never run up and
., down hallways shoting
< and there soposto set
and exaple ¢
. ‘ ' ‘ *
Joan's extension: Set an example is absolutely
right Allison! They're
.supposed to but they don't!
' Joan reflected on the possibility of Spring coming, and on .
. \ ~ " .

- what the students might have thought. Then, on the basis of
Allison's response, Joan extended her entry, rounding off
the.diaIOgue ahd, at the same'timé, offering models of the
qsnventional spelling of‘several'wor&s that Allison had
used, including "example" and "supposed to".

Through thése fhree Jdanguage functions - imaginfng,
extAnding, and mdaelfing’- Joan facilitated the-dialogue
' . =~ N
between ‘herself and Allison. 1In addition, she informed-
. -, .

Allison about various topics, and about various ways of

thinking and writing about them. These outcomes were



119

oonsistent with Joan's intention that the journal writing
should be embedded in both Alltson's and her own daily
experiences, especially in their tutoring experiences.

Ig;g;_Bgspgngggg The tutors' responses, lrke their
entries, served a range of functions. The majority of .
responses‘ﬁncluded questioning. This was'a_means of
engouraging»the students to write, as illustrated in the
following excerpt relat%d to Frank's journal entry of Marcﬁ
14th:

Frank: I gond a dedachin (detention) yostday.

Pat's response: Was that your first detention,

. Frank? How long did. it last?

Do’ you want to tell me about it?
Frank continues, inserting the following answers into
Pat's text: ‘' Yes; Today: by goming in.lant (late)
. when I was palying hocky

Reporting was less common than questioning, in the:
tutors; responses. However, reporting of personal facts,
‘such as statements indicating pleasure with the students'
writing, was another way to ‘encourage the students to write,
as were statements of acknodledgement, used to some extent
b by all tutors in their responses. For example,\in
responding to’Frank's entries for the week ending March 2nd,
vPet acknowledged him for writfng and added a personal fact,

a statement that reflected her own feelings:

- Thank-you for writing every day, Frank.
I like-to hear how things are going\for you.
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In responses to-‘their students, all of the tutors used
some of their students' words, providing models of correct
spelling. Joan did this in a regular and deliberate way, in
her responses, as she did in writing extensions to her
entries:

Allison: Today...I spent most of the day

with mom's friend. She has a little- -
gril how is 3 and is very modey she
gets upset very esey...(Feb 14th)
Joan's responsen It Seems to me that lots of
three year olds are moody and

get upset quite easily, Allison.
I wonder why?..

- ~—

"Suoh'responses, by modeling gpnventions of written language,
“such as spelling and reflective thinking, serQed a teaching
function, helping Allison to extend her knowledge about the
world, and about language ‘All along, however, sharing

ideas was the overriding goal of the writing.

Continuity

» A final aspect of content to be considered is
continuity. By continuing or returning to eopics in
separate entries, and by extending entries, as a result of
questions or other responses from the writjng partner, the
students and tutors showed theiﬁ engagenent in dialogne, and
their intention” to maintain it.

Continuity Across t s. All of the!students and

tutors occasionally carried on for two or more days, writing

about a single evenﬁﬂor idea. This is & common
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conversationalfs rategy, usedﬁby’people‘tovkeep_each‘other

~ informed. The/foilbwihg example is taken from Phil's
'journalf o ;

March 18 - T

What a terrible day.l I-went to my teacher
w1th ‘some ‘work and she just didn't like it.
I was.depressed the rest of the night. Now

I have to start again'
\ L T

"" March 19 j,\“ : :
, I feel better. today but I still have all
that. work %o redo. R o . '
/ esurrectlng A Topic. An. intent&:n to’ keep each’ other

| informed was further demo?ptrated when a- student or a tutor
brought up a topic again, after a.number of days. ThlS o
_practice of resurrecting a topic onef:; more tlmes was a way
of bringing the other person ‘up to date. All three tutors, p
and tma of the students (Frank and Alllson), dld 1t In the |

following excerpt, Allison promised to follow up on-an event

- : . . . B \
\ o

and did so: = v : LR

P
)

‘.'Tf~ v RS
Feb. 6th entry' .. .For/track a run lead we have
' ‘a race/on Sat 8 ‘I'll tell you o
how I did then! '

Feb. 8th~entry:' ...I had to run the 50m and I
- came/ln 3 out of 5. I also ran
in a/rely my team came 1n 2 out
Joan often resurrected more - than one topic in a 51ngle
.entry, carrying on a number of threads, as conversations'
commonly do. In_the following;excerpt from her}March 3rd

entry,_sherreported‘back‘on her use of advice Allison had

 given her in response to a previous question, an
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brought up,'again, a reburring topic, the effect of the

weather on Allison's skiing plans' '

...I went out...to test the: little girl >
‘thls morning Allison, I used your advice and
it worked like magich At‘first she was very
nervous.... ’

You were right about the. snow, Allison. It
does seem to have disa peared very quickly.. I'm
afraid you won't be able to do any skiing with
your class just yet..ﬁ.‘

L d

The fairly~frequent resurrection~of topics made the .
‘journal dialogues sound credible, like real people talking.
7 Moreover, the remembering of and wondering about the - |
dialogue over time suggests that these students and tutors
‘were writing about experiences they cared about not
arbitrarily putting down items merely-for the sake of
getting the taSk‘done.‘ The absence of these aspects of
’contlnﬁ;ty in. Tim s writing is consistent w1th his treating

. the act1v1ty as a diary, not a dialogue.

. - S
Extendinq An Entry. Also absent from Tim's and Phil'

entries was continuity w1thin entries. Because they did not.
bshare their entries and respond to them during tutoring
‘sess1ons, responses to the entries of one week had to be
written in ‘the. subsequent week and further comments'”
jeextensions) based on those responses had to be written
lduringga third week. AS’Tim did not write responses to
Phil's‘entries'beyond the,early weeks of journalﬂwriting,

~ Phil had"no‘stimulus,forkextendingvhis'individual'entries,
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Tim.didfsbt»extend any of his entries, even though Phil

always responded‘to them, as illustrated here:

Tim:- ...We went to Mcdanales. we got a
McMilloin (Feb. 19th).

Phil: Have you won anything yet at
- MacDonalds’ ’

The'absence of—answers againvsnggests that Tim.Was‘moving f
. forward in his journal,.making new entries only, as befits °
diary writing. N

The. other students and‘tutors did extend some of‘their

entries, on the basis of their partners' responses. During

.

journal sharing in sessions, Frank answered virtually, all of

°Pat's questigns: most of-them,appeared within‘her entries.

R
P G

" Her practicé?bf‘respondingfto groups'of Frank's'entries,
'rather than to. each one. singly, meant that Frank's

iopportunities to extend his entries on the basis of Pat'
. 1
comments were limited. Pat herself only occasionally; gl

extended an .entry, as a result of a question or other
response'fron Frank As a‘result ‘their shared journal
reading and. writing, in sessions, generally involved only

one round of turn-taking. ‘5‘

e ,
g& contrast, as indicated jn the discussion@on |

| modeling, Allison and Joan regularly extended their entries
on the basis of each other's responses, making their journal
times, in sessions, to some degree an?%ngoing written

‘.interaction. This interaction demonstrated repeatedlv forA
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; Alllson,.the essential nature of the dialogue- journal .
writing\ ‘ _ _ J

>

. Organization and Expression in thesJouggals

By definition; the journal writing was narrative;
students and tutors were telling about their experiences..h
But w1th1n that broad framework, each writer organized
"entries and used language in a characteristic way. ‘ To .
describe wrltlng styles ‘I have con51dered the following
dlmensions of structure and expression- |

1. organization of entries,h

2. structure of sentences;

3. type of vocabulary,

4. vuse of particular rhetorical dev1ces.' '
Rather than focus on each dimension, I have described ‘ o
‘ ind1v1dual students and tutors relative to aLl of the '
dlmen51ons, ln order to portray the unique?hr%xing style of
Ieach tutor and student. For the same reason, entrles and

responses are considered together, for each writer.

Tim
h‘Format. Tim!e entries.were presented in a fairly
consistent way He dated each entry, and he usually double.
spaced hls writing,,making it easy to read.
mar 12
I wookup and wen\to the table to eat

breakfasﬁ - then I went to school and

got my report carde then I went Phil's
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hose to get totered
The third-person reference to Phil, in this entry, reflects

the diary framework within which Tim wrote.

( 'on.~ Consistent with the diary framework Tim
often began, ah»entry with "I woke up", as in the entry |
quoted above, and organized his. statements chronologically.
The first statement of an entry generally referred to the
beginninq&of the day, and the last statement to the last
event of the day, or ‘the final significant event The:
phrase "I woke up" served as a time marker, along with other
transitions, such as "then" which Tim used frequently.

Not all of Tim's entries 1nc1uded a full list of a
day's events. Some had only the first and last though
still beginning with the chronological marker, "y woke up":.

‘Mar 6 ’ :

I wookup and went to School.a then

I went home and_did my homewe |
Some entries seemed_only to have a beginning:

Mar 9,
I wookup and played with my toys

While Tim's persistent use of "I woke up" and "then"
suggests a Sequence, or a Iist} of events, his frequent \
inclusion.of only one or two events ‘suggests a desire to
,1highlight just one. Sometimes, even.in his early writing,
Tim succeeded in achiewing some focus, using a lead

sentence, and includingﬂat least some elaboration:
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~ Feb. 19
I Was sick all dey yes te‘dayé Iﬁ
- hade the cfoup_at night. We went to
.Mcdanalest‘ we got a McMilloin.
Later entries more often. included ohly‘one'event. Tim's
' March émk entry, for example, suggests that on that day his
preoccupation was with the sleepove: introduced in the entry
of the precedlng day'
I was ther tel 5:00 then I went homet
SlA&larly, in. a number of entries, such as the one for March
1l4th, he selected one particular-period of his school day to
mention: ' |
I woke up and went to SchooL;the
vliest piriod it yas the funest piripc
At least once, Tim vrete a focused entry, in which he
elaborated a particular aspéct of his day:
March 18 o o |
These are the word for are test. -/
won't
don't
can'{
‘isn't
haven't
doesn't
I' am stadying the Qord‘pow and;
ny dad will be testing me to see.

wat I luned

But subsequent entries again were relatiyely unelaboratediw
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. March 22
I was Iinviteded to a sleep -over

at my frends house - . co

March 24
it was 'fun we had gym

and wat a 3 hour filme

mar 28.

“no school, | . o ' o

we quyed :

and)pL&yed»“

tell WQ‘cood (got?) are (our)

mote §ices=(motorbikes) out.
?ﬁus, while Tim was'not in full csntrol 6f the’organization,
‘ and‘cqnt;nuéd to use the introductory phrase "I woke up" in
many entries, as-*if inténdihg to report on the whole day,
he~mor¢band nore oftenoselected:a particular item for eaéh
entry. This suggests that hé;was developing a new gtructureb
that woﬁld allow him to write about only inﬁerestiﬁg or
important events. He might have wOfked out the_st}ucturel
more ful;y.if he had been mqr: im;ediafely-;hvolvéd in ‘\ 
.dialégue w;iting.- Phil's'responses, espécialiy the |
éuestiohs, could'have'hglped Tim to see What‘to elabor&te S0
as to-achieve someAfocus,;aﬁd to COmmunicgté an |

understandable and clear message.
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Sentence Struc;gre; Tim's sentence constrnction also
~ seemed to he-influenced by his point of 'view and .
organization. In his early en%ri s,,when he Qas aiming to
include all of the events of his days, he strung his
statements together, connecting then repeatedly with "then"
as illustrated in the following entry.
Mar 5
I went to SchooL and the (then) we got
erelidishe (early dismissal) and the I went

\
(to) get toterd by Phil. then I went home

‘and then I did my work then I went to'hockey. R

While this stringing together of statements sometimes occurs

in young children's excited recountings.of their

| experiences, Tim's talk was' usually fluent and varied.

Furthermore, he showed in -his- later entries that he could

write in a more sophisticated way. While simple sentences

still predominated,»theyzoften inclﬁded\elaborative parts,

suchﬁasﬂcompound predicates or infinitivelphrases:
'Itwookup,and wen to the table to eat

breakfast (Mar. ‘12th)

In addition, he did occasionally write a complex sentence.'

...I went outside to play hockey tell

wewer ready toﬁao to,Schooh (Mar. 11lth) ‘

;Vocabgla;g.} The diary framework seemed to influence
Tim's vocahulary too; While his Vocahulary in talk was

personal and eipressive, his journal never.contained

»
!
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enthusiastic phrases such as "D'?ou know what?!" Hisv
journal’vocabulary was predominantly denotative:
geb 25 |

I went to SchooL and then
o 4 went to hockey m
The eiatively few instances of connotative usage.involved'
the/ same word =~ "fun":

" March 23
it (sleeoovet)'was int fan beacasee A

he didnt want to play weme o ~

mar: 25 Q
It was in't fun we did'nt gent
gym. .. ' ‘
Responses. - Tim's‘abilitf to write fluently, and with
more enthusiésn, was somenhat evident in his responses' l

l‘
vAlthough few in number, they included varied sentences and

t

personal language: ¢ - )
I had my first tournament game and we won ‘ | '
... (Response“to :hil's Feb.-7th entry).
Tim's inclusion of the outcome of the event hints at his
good feeling about it. similarly, in the following .
aexch&nge, Tim seemed to be merelw reporting, but in the
context ot Phil's statement he was showing that he could
imagine how it«was for Phil to be 1nterrupted repeatedly
- while working at home:

Phil. Worked at home today. Trouhie with
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working there though, is that people
tend to interfere. People call trying b
» - to sell’carpet cleaning, houses, and :
" even diapers (Feb. 6th entry).

Tim's response: I Stayed home on Feb. 13 and . .

the phone rang allday for my

Brothers and I to play or Spend

the night or play hockey

Like Phil, Tim included a series of interruptions that he
himself Had experienced while being at home, indicating that
he ‘was relating his statement pregdsely to what Phil had
written. The immediate eocial framework, created by the

. presence of Phil's entry, seemed to help Tim write in a

j focused and expressive way, and this suggests that he might
have done so in his entries, if he had viewed ‘them as part
of the communication which he enjoyed so much in talks with

&
Phil. v

-

Phil

\ ‘ : :
Format. To achieve an inviting- format for his young

reader, Phil used printing and double-spacing In addition,
he left f’ly wide marginsl on all sides of his pages, and
spyce around his lettgrs and-words, creating an impression
of ‘A\ightness and manageability to the pages.

o zat . Phil's entries were also clearly and
consistently structured. Each of the entries began with a
lead statement that ,introduced the major topic of the entry.
A time word, such as "today" or "tonight", appeared in many

of the leads, giving then a tone of immediacy:

4
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‘Today Tim came to the clinic to start

tutdring... (Feb. 5th).
/

I visited my Great Aunt and Uncle tonight...
[

! (Feb. 1llth}. . ’ \ \

]

Today I had a date,witn a writing assigngent

... (Mar. 6th).

A chronological“structure was further created by Phil's
frequent use‘of time words‘as transitions between
paragraphs: | |

‘Feb. 7 ’

. ~ It's Friday. I worked at home agai%:...

This evening I went....
§gntegcg Structure. The use of.time for structuring
, narrative writing is natural, and undoubtedly reflfcts }
Phil's sensitivity to the reading level of his student. 1In
the same way, Phil's regular use of a variety of sentence
types made the writing sound natural, and thereby7naoe it-
more readable. . | |

All of the entries contained simple sentences%'some
abbreviated as is common in oral conversation. -

| Worked at home today- (Febf 6th) . ;
But in addition to the‘simple sentences, compound sentences
appeared in over half of Phil}é‘gﬁtries and complex

sentences in approximately one-third of them; a ffw entries

also contained compound-complex sentences-

-
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o

. ..There must have been 30 ladies there and -
wvhen I walked in, everyone of them turned and
stared at me (Feb. 21lst).

!
f K

Vocabulary. Thé natural conversational tone of Phil's
writing was particularly app;rent in his vocabﬁlary and
- usage. While he occasionally used abstract, and even
technicai words that might have, been unfamiliar to Tim
(e.g. assignment, fate, publishable,udecture), the majority
of the numerous abstract terms he used were common
expressions that Tim likely was familiar with (e.g. opset,
ohance,ihope, and others). Some of these appear -in the
following excerpt: o | . .

Today Tim came to the university....Boy,

."wds he upset with himself. He didn't get a

chance .to work on our journal....I hope

he does not stay unhappy because the journal

is for fun. I get to hear about him and he

gets to see what ‘I am doing...(Feb loth).
Both "fun" and "I“get to" connote encourqgement. Many of .
the entries contained terms such as these, expressing Phil's
feelings. - v 2

Phil aiho used many figurative expressions to convey
feelings. In tne following entry, for example,‘Phil's
affection for his great aunt is conveyed by the phrase "one

neat lady": A N

.« .She has carrot colored hair and is one ‘ 1
neat lady (Mar. loth). ‘

Sometimes, Phil's connotative expressions were intended té

P

give a picture of a place, as well as a feeling ]
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.It's.a huge greenhouse....There
are tonnes of plants...(Feb. l4th). - °
Tone. Besides making'%%e writing more readable, Pgil's
‘casual and conversational language helped him show, in his
writing, that Tim was. a partner, an equal in the journal
- writing. »This is illustrated in the follow1ng eXpres51on of
exasperation about a term paper that was taking.too long
That kind of a day really grates on my |
n es. How about you? You must feel like
that when you have a lot of homework (Mar. 6th)!
By using a common adult expression; "grates on my nerves",
" Phil acknowledged Tim's ability to understand the adult
experience.
Phil's language was made personal, and relevant to Tim,
in otner.waYS too. Phil often usedlthe pronoun "we", or
» addressed Tim directly with "you": |
...It sounds like you were busy"on(?
.those two days over Teachers' Convention
(Feb “20th). °
Sometimes the direct address was at the beginning or end of
an entry, so the lead or conclusion focused the whole>entry

on Tim, or enc0uraged,him into a dialogue: ’

Feb. 8 ( ' @\( ‘
. Say Tim - How is your hockey going?.. T~

Feb. 9
Tomorrow we get together for our
tutoring.x.., .
Perhaps the most obvious aspect of Phil's language that

made it sound friendly and appealing to a young reader was

E S ~
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his colloquial usage. Throughout the journal, Phil used

very casual terms, often slang expressions:

%

7 Say Tim... (Feb. 8th).

...a playground with slides and stuff
. for the kids (Feb. 1l4th).

I'm gkad you liked 'Whefe The Wild Things
Are'. 1It's by a guy named Maurice Sendak.
He's written a whole bunch of books (Feb. 20th).

They (a church group) are kind of like
scouts ( Feb. 25th). ° ’

Boy I was tired (Mar. 15th).
The conversational tone of Phil® R ing not only made
it easier to read, but also connoted a peer relationship,
not éne of tutor to student. This likely was intended to
encouraée Tim to write freely, and to feel sure of himéelf
in the writing. Unfortunately, these potential benéfits
were lost, to a considerable degree, because Tim did not
view the journal as a medium of conversation, and did not
write responses. However, the fact that the same friendly
tone was evident in Phil's talk, during sessions, h
undpubtedly encouréged Tim to»feel comfortéble,‘and to write

in his journal regﬁiarly,»evenvif he did it simply to please
Phil. ‘ '

Allison
ormat. Allison always dated her entries, and set them
in from the margin which contained the dates. Sometimes she

~used a salutafion, suggesting that she held a letter-writing
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pframework The £ ct that she often wrote about more than ‘one

'topic suggests tha‘ she intended to report on a whole day,

but ‘she generally developed one . topic more than the others,
- giv1ng enough detail to show ‘what exactly was happen1ng*

Feb. 14 86 ‘Today was that one. day of
‘ -~ .. the year when every one ‘is ;
’S\l,\ - . -in love. I spent most of the . .
: . day with mom's friend. She has
-a little gril how is 3 and is S SR
very modey she gets upset very
esey. - She allso has avery small
little boy. I got alon best
with her little boy corey.. Then
when we did come home w1th my
dad we wacht moveis w1th ny
nabors

~¥f/ | Organization.: To frame her wrltten‘remarks, Allison
h/generally used leads and conclusions She began a majorlty
:of her entries with "Today" ~as in the entry quoted above
'In this way, she identified a main focus for each entry. -
‘Also illustrated above is a way in which she concluded many:

entries° reporting the event that ended the day Sometlmes ‘

&

“these endings were particularly direct* o "75 K f .

...Well I need lots of rest to night I ,
don't" want to be tried tomoro (Feb. 7th)

To further structure her Jriting, Allison used 5 e

'«transitions in the majority of, het entries Sometlmes she :
/ e R} :

;-used *hem extensively. ‘ / :

‘sat 228 - /? T
Hi L :
. Today my m¢m went cuﬁling And we
‘went, to Edmonten to visit my Grandma. My -
Grandma was busy 'so we hung, out with my = °
aunt Peggy. First.we went to feed the- foxes

~'witch was gross. It smelled like chicken
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' gusts.‘ Then we feed the foxes - their food.

When we got back from feeding ‘the foxes.we

went swimming. Then we‘ﬁent home gFeb 22).

?Sentence Structure. While organizational featureS'
helped make Allison's writing easy to read, other features
gave it sophistication and substance, and helped capture
Rllison s v1brant speaking voice. ‘For one;thing,vAllison s
‘writing was-characterized by remarkable sentence variety.

'HWhile almost all of her entries contained some simple
sentences, the majority of her entries also contained -
« compound or complex sentences, and approximately 20 percent
i

of the entrLes contained compound-complex sentencesJ This

dense style of writing is illustrated in the following

+

mgshow her ho ffet and we were santend.
(s "wt,,the news that she mit die

... It was tdi,et/(late) to go to bingo‘
' 80 we went 6 the hotel..and I talk te

grandpa about haveing the class come out

to see the foxes (Mar lst) 0

i The varied/sentences addéd to the interest of the,

.precisely the relationships among her statements, adding to
the clarity that she achieved by merely reporting exact

o details. » _ )

1?‘ ’ Vocabulary The maturity of Allison's writing was also

‘v«reflected 1n her choice of words. thile she used many. .

n. : o -
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cancrete terms to describe events, she also used abstract

l‘IP

_terms, sometimes'figuratiVe expressions, as,illustrated

(S

here: .'...forcine cookies (that) look 1like. pancakes" (Feb

7th);','...I...climbed into bed and fell fast asleep" (Mar.

17th). -Many of her expressions were rich in connotative
.neaning. For example, pride and pleasure are apparent in
the follow1ng excerpt5° : . Cw o

...I got to go up town and by groars
self (Feb. 9th); :

...Then at)my 4 h meating..,I was
juged. It was scary (Feb.-lBth)

At the same time as Allison S usage was varied and
sophisticated it was definitely conversational, approprlate
to the letter-writing framgwork.‘ She regularly used
contractions, as Qell as conversational expressions sué&h as
"well", "sure", and other ‘colloquial phrases' ' ." .

Well, it's back to the books for me (Mar. 3rd) ., | &

Well I'm- shur glade about the snow...(Response
to Joan's entry of Mar. 5th).

~'n 1o .

Today: we sat around...(Mar. lst) s _ ,’ i

Fairly good .right (Mar. 19th)! L

e

Allison also regularly used the pronoun "yogﬁ' and her

salutation, when used,,w"»f‘é informal "Hi“' Moreover, she
showed that shexhad Joan iﬁ‘mind when, on several occasions,
she &sed a happy facg sign, in place of a signature, as in
this response to Joan's entry of February 26th: |

. L ! . : : _ S .
S : » i . . . N
. - . ' o . e

9 .

4
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You shuy are bisy with pappers (papers) !
E s R _

s

s

/ . ’ e .
Rhgﬁorical Devices. Besides giving herww:iting a

7

-conﬁersational tone, Allison's choices of words and phrases

ailowed her to achieve: emphasis;-c Ltg%buting to the vigor
¥ ‘Q ‘H'),»
Jy
‘;uiﬁillustrated below,~

%d clarity of her expre551onh
J' ) . . .
by her use of words "micro-seconds" and "WOrld-winning", and
the phrase "and that's not a lie"' - |

'...Micro-seconds before it (the space :
shuttle) bLow...(Jan 28th), :

...Then we went home and had my moms world
ing lasso (lasanga) and thats not a lie

'p make a p01nt.

Today we did (dldn't) do much we : ’
'just watched the curling finls (Mar. 9th).

Hi! T R

Today was a rather boring,éay most
fridays are. We do nothing in school no
fun stuff. But we did have the mime...
(Feb. 7th). '

The second excefbtralso illnstrates her use of’punctuation.

fog emphasis'("Hi!");vand’extensions%(".arnoafun stuff").
Ano‘in,some'of'these‘phrases, she useo repetition to gain
further emphasis: L v |

...in math we had much work to do not
hard work but much work (Feb. :5th) ' -~

To The combination of these features of . o

organization and expression, in Allison/g/gntries and

w o 3 o

r
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responses,'resulted in mature and interesting writing. And
while Allison's nsage was conyersational, even at the
‘jbeginning, it became progressively less formal. 0ver‘the
weeks, it became\more conversational more personal and
good-natured, especialiy in responses, where Allison might
have felt’ especially aware of her student status relative to
Joan, but wrote more like a peer. The progression is
illustrated'in”thESe responses,'written at interwals over
Athe ten weeks: R ’

‘Ronda (tutor's daughter) sounds & lot like

me and I hopk like Ronda I can : ‘ ’
improve my writing, spelling and .. % :

reading (Response to Joan's entry
of Feb. 6th). B B
. I\m sorry that you had one of thaose
" _days. If I had one of those days I'd
: finish it with a hot bath (Resporfse to
Joan's entry of Feb.. 11th). ]

2 730
TTey
A

I've never run up and down hallways

- shoting (shouting) and there (they're)
- soposto set and exaple (Response to
Joan's entry of Feb.22nd).

I'm glade that I've gotten better to
but well (we'll) see how much I've
imperved’ when we get or (our) report
cards tomoro (Response to Joan' s entry
of Harch thh)

L]

1 3 ) \
The statementskare, first, somewhat formal, then polite, and

then:assertive.v The same'contraSt'in tone,»suggesting

t

increasing comfort in her writing role,iis apparent inh
.Allison's entries, as iilustrated in the ones below written‘;

early and late in the tutoring period.
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"Hi!

Today I Did A lot of things the first
thing I did today was computers I did
a report on a pet I would like to have.
Then T....After nutrion (nutrition)

wé have math....Guring Reading..

(Feb. 5th).

Today is one of the last times

all be righting to you. Well when I
got to school I had not much to do in
french but when we went to gym we ran
race and the gym teacher picked out i 2 -
e the 6 worst gril runners to- run a ’ \
o race and then the 6 best and I was

one ofijthem so When we ran I came in
. 2nd my friend Daina was lst so my goal

is to beat her. SO from now on thats

how I want to run as fast &r faster

then her....And I got my report

card and it was far' enof for me

(Mar. 18th)

Later; she added the following statements to the last entry,
by way of clarification, requested by Joan:*”

"It (report card) pleased me! I plane
to take her (the friend) by surprize.

As these excerpts indicate, Allison moved from
relatively cautious responding, and somewhat formal

reporting, to sympathetic responding and good—natured

sharing. Her tone became somewhat more reflective, and more

assertive, in later writing. The progression reflects the

development in the shared writing, of a true partnership in

which Allison was confident enoﬁgh to sympathize and give f
,advice to her - tutor, and evenato brag a littlel '

»
3, .
= - v Q
il
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Joan » _ o .
The progression apparent in Allison's writing might have
occurred independently of Joan on the other hand, Allison
i might have' continued writing minimally elaborated entries,
as she did before seeing Joan's journal, and cautious crisp
responses, as‘shevdid in her first session. But the
striking change in’length and tone of Allison?s writing}
after the first exchangevisuggests that she was paying
attention to Joan's model. |
Format Joan s~style and attitude were'first apparent
in the way -she structured her entries She used a letter
format, always addressing Allison in a salutation:
‘Hi Allison (Jan. 28th) ; ' : o
Hi there, Allison (Feb. 3rd); '
Hefe we are again "Allison (Feb. 7th),
Hello Allison (Mar. 19th). »
Not only in the salutations but within the writing too, she
frequently addressed Allison by name, creatingYa distinctlyA
ﬂﬂsocialhgramework\for’the writing. bThe”explicit\social
element was further apparent in Joan's regular use/of
greetings to begin, and sometimes to end her é%tr1e5°
. Tuesday Feb: 25th
Hi there Allison, . ‘
Did we ever have a gpod -

tutorial ‘tonight!...(Phe distussaes some
of her own work, a paper in progress, and

énds with another greeting.)...Cross' your RS
,fingers for me this time, Allison! i o
. ) ( *
;Q;ggniggti__. A social element also informed the . .,
characteristic structure of Joan's entries. . Her extensive o

]

o
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elaboration included not just information, but also »

personal views and feelings, intended to help Allison feel

at ease to reveal her owh ;deAS and'feelings. Joan's

careful organization, often chronological, of the details

around one'or more main‘points, was intended to help Allison

‘by\making the writing more readable, and by modeling ways to

-

organize writing: y ‘ : .

Wednesday, Feb 26th 4

Hello Allison,
' What a day this has been! I'm
absolutely exhausted!

Firstly, I did finish th al copy of
my writing before breakfast this morning. 1It's
a really good paper and I'm very proud of it.

That. final copy sure looks good! It was worth
every single minute.

Then, after I arriled at university I did
some work -for our tutorial tomorrow. eVening and
then hurried to a tutorial of myJown. - That was.

a good learning session for ne,, ~After that I-
went to another tutoial with Dr. Baker and she
gave me some good advice for my thesis, which

I really appreciated.

.After lunch I went out to visit a school

. for a couple of hours because I'll be testing a
student there next week so I had to gather all
off the information. I didn't have to visit your

. school so this was a new thing for me. -However,
I'll just be testing this new student. No
tutorials will be given at all. ‘

" Tonight I'm going to ke writing a rough draft
for another pape; so I'd better get started now.
I'm looking forward to our tutorial tomorrow so
I'l]l see you then, Allison. 1In the meantime, I'm
off to.be an author again!

R

Sentence Stmctu;e. At the same time as Joan organig
( (4

her entries so as to make them more readable, she avoided.

Atalking down to Allison,_but consistently used natural

language. As is evident in the entry qusﬁed above, Joan's
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‘entries generally contained’several types of sentences:
simple, compound and complex A large proportion of’ the
entries also contained compound-conplex sentences,_
especially in the early weeks, when the entries were often
reflective. The highly embedded expression enabled Joan to
show Allison how a person might think about a topic, and how
one might speak, or write, about it. _ °

Vocabglary. .Joan's intention to speak naturally also
showed in her word choices. She made extensiwe use of
abstract language. 'ln addition, approximately one third of
. her entries contained specialized vocabulary,/such as
"tutorial"; "draft" (writing), or,"proposalﬂ (thesis). But
" she generally used'these'words in a context that includedw
many concrete details‘and personal terms thatﬂwould’help
Allison know the meanings of new words: -!m

...I've also been working on.the second 5

draft of a big. paper. 1It's coming along

very well this time too so maybe I'1l . -

be able to write my finished copy soon.

It's the proposal, or big plan, for my

thesis so a' lot of hours of thought and

writing has gone into it" (Mar 6th).

Tone. Another aspect of Joan{s expression that might
have helped( or at least encouraged, Allison's:reading was
the very positiVe tone of most of the writing.. It
reinforced the messages of encouragement acceptance, and
‘praise, carried both implicitly and directly in Joan's

journal entries and responses:

I couldn t go to bed q}thout writing in the
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journal. We had a good tutorial7tonight
I hope you felt good about it because...,
This morning I handed two pieces of my writing
to my teachers so I'll be looking forward to
meeting them soon and getting some more advice
to help me with my ‘learning., Like we said once
before, my learning is really for me just like
your learning is really 'for you, Allison. .
Keep up the govd work with your learning. v
, ', , (Mar. 4th) -’
Joan's optimism sometimes took the form of sensitive

Il

reflection on her environment This was a personal way of
helping Allison expand her. world v1ew, and appreciate her

world' ;
‘9? I'm writing my journal very very

- early today. You're still asleep because
it's only five o'clock in the morning..
‘ Have you ever thought how beautiful
the city looks at night, Allison?" My
apartment is way up high on the twenty-
first floor 89 I am looking down over
the city. At night it looks like a
fairyland.... (Feb. 28th).

A particularly impdrtant‘aspeet(of Joan's honest
1anguage was hef:willingness to admit problems, and.ask for
Allison's views or information. This is‘illustraﬁed in her
previously quoted entry of February 27th, when she expressed
' concern about the testing of a school“child and asked
Allison's advice on the natter In the same entry, Joan
admitted to a struggle with some writing, but gven here she
spoke with optimism. ' |

| I was not a great author last night, just
scratching and changing every word. I think

I was just too tired to think straight. 1I'l1
try again to finish my rough draft today.
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These remarks conveyed acceptance of Allison as an authority
" on her own experience, and as an equal in the dialogque.

Joan's attitudeiof respect, so clearly implied in herd -
expression, was further conveyed by the mere fact that Joan
reliably Yrote a reply to every one of Allison(s entries,
and often followed up a topic, with remarks or questions in
a subsequent entry, as illustrated below:, |

...I went out to that school to test

the little girl this morning Allison.: I

used your advice and it worked like magic!

¥..(Mar. 3rd).

Joan's complex, but natural, clear, and personal
.language, together with a clear structure, complemented
-content that focused on Allison. The style of -Joan's
writing served not only to model,various aspects of writing,
but also to create a very positive tone in the journal. It
’demonstrated to‘Allison a sincere dialogue in writing, and -
encouraged her to explore, in the journal both her ideas

8
and her writing abilities.

Frank 0 .
Format and Organization. Frank's entries were

generally short, unelaborated: one statement,'sometimes two
or/three. Organization was therefore not a major aspect of
the writing; ‘However, Frank generally set up his entries in
a predictable way, dating each one, and indenting the first

"word'
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11.20.86 ‘ .
Thakyou for the book to read.
‘25.02.86 My/%inder games was very'fqnny.

These sténdard features helpedtmake Frank's entries
| readable, and suggest thaET“ff he had written longer
‘entries, he might have %ncorporated mofe feaﬁures of
'organization. |

Sentence Structure. Whether'writing one or several
statements, ih an entry, Frank's'individuai statements were
relatively unelaborat%\///ﬂiﬂ\entries contained mostly
simple sentences: . )

20.02.86 -
Iam in a hockey drinind
(tournament). Thow (those) book are
very good.

In a few of his responses, however, Frank used complex or\\;_’/
beOmehnd sentences, as well as simple ones. This is
illustrated in the following responses he wrote to Pat s

entry of March 15th, in which she asked how his hockey team.
was doing, and whether he was still playing

We ment (might) be out and we ment

be in
L

Frank's ‘use of at least a few compound or complex

It is doing tarom?l.

sentences indicates that he knew how to,write them, and

might have been more inclined to do so when not preoccupied

.
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with deciding what to say. This was the case when he wrote
responses. Because he took his leads from Pat's questions
and remarks, his attention was not totallynfognsed on

generating ideas, as was the case when he‘wrote entries.
ocabulg:y , The straightfgrward statements were ;‘
paralleled, in Frank's writing, by generally denotatlve
vocabulary. This is consistent with the fact that Frank was
reporting general facts the najoriﬁy of the time. 'However,
he did use connouative vocabulary sometimes, esoecially‘uhen\
making statements that were clearly interactive. Many ofi
these steﬁements suggested a desire to please his tutori/lf
16.20.86 sorwe for not writing yosday
25:02 86 Thaing you for geting the compoter.
Even when the focus. of these statements was on hlmself (e gs
when making a request), Frank's words conveyed his
politeness, along with his wrshes{
Wenday (Wednesdan1’i sher hop we;
get t® us the compeder on Monday
(Apr. 2nd).
Frenk used abstract language more.often in writing «

BN
responses than he did in his en ies (1n about 50 percent Q

the responses). Juikt as theXclearly social framework of tﬂeﬁ
' E

responses encouraged, more natural,
encouraged a more'pe onal express
questions, Frank revealed his elings to some extent

;l;ustrated below:

B

aried sentences, 1ttal§bﬁ

AlBal




; v 2
¥

dialogue,’ at least part of the time.

for tHe first time (Response to Pat'
entry of Mar. 1llth in which she asked
how Frank felt when he read for ﬁhr
the first time).

I tont eénjoy inthing (Respogse to

Pat's entry of Mar. 20th in Which she
asked Frank what he enjoys about social
studies).

Thayou for berlng the computer Pat...
(Response to Pat's entry of Feb. 10th
in which she mentioneéd the computar

148

she had borrowed for that session). -
Péint of View. Frank's uge of polite language, as in

‘the last quote above, indicates that he saw the;writfﬁg as a

in the fact ¢that he often used Pat's name or "you", and in

ythe nere fact, that he answered most of Pat's questions,

- however briefly.

. 1
- *u“s’?_
RS ? TR

cbmf

'1anguage less and less, in the journal.

-~

To !0\

i

1%

"

. L} - A
In spite of' these indications that the writing was a

vy

This was also apparent

:%keple social activity for Frank, and in spite of the

fact that his behavior generally reflected increasing

comfort and involvement in the dialogue he used interactive

In the absence of

'_'responses from his tutor to each of his own entries, he kept

l' hlS

with a single word, such as "fine" or "yes'",

'phra

writing brief and impersonal, often answering questions

f
se:

¢
or a short

Pat: How is your hockey (Mar. 1st entry)? -~

Frank: fin

Pat: What did yeéu do during your Spring

Break (Mar. 28th entry)? b~
Frank: - Went to the fram : "
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1The considerable satisfaction that often showed cﬂ :rank's

Y ”
%if*5 face during tutoring sessions was not reflected 1n his

BN A N

7'crypt1c writing Only the”fact that he wrote, and aven ;

e

/Pfgleefully made small changes in several of Pat's entries,

e

ihinted at a growinq confidence.l Thus, while his approach to
PR l‘ g

ff ”the writing changed and became more free, h”siwriting dld

'{wn t. He continued to write minimalzentries, and his-strong

v . " GRS

N

Y f7voice remained i alk, where Pat bffered @nthu51astic L

' 'responses to avery statement

lfy' Formatﬁp Pat wrote siﬁply and clearly,

'e“pecially 1n
fthe early weeks.. Her entrdes were seb up:anﬁ organized in-a
- predictable way,_w{th dates (o* days) and paragraph '

\*._

"*‘findentation appearing in all entries..»,v];

*“Q,Fy ' B Thursday, Febu,é’ 1986n,wg
v 7 mi Frank,
LT ' What. did you do today° I spent a busy T

* ddy in the librapy looking ‘for: some books,

o '-How often do you have a chance to go WO .
S . the school library? Tl o ,ﬂ.af"'fff; '
R ‘ o ,;; . Pat -._0:‘.:: S SR ,‘", P "ff

,_‘

‘«.‘

salutation, and the sign ture disappeared- ‘; "
at an e citin'fday_this was!
relay team ran at the e
It wa _packed with L e
TN . : ‘our. team - .. ﬁﬂﬂﬁ;
" ~won. in ‘the- morning but- lost the afternoon - R TR
e race., still we were very prond of them.,*ﬂ~~»"» L '“'/A(



consi tentitoo. An entry generally included a leaih’r

i

1ntrodu ed a topic,'one or two sentences of elaboration, and

a conclu ion, which 1n many cases was a question, aimed at

linking the entry with Frank's experience, and encouraging

him to continue the dialogue.

Thursgay
I'm still not finished my homework

hat papgr is taking so much time\that
am get#ing:
e

‘upset about it. ‘Do you éver

ave work that is hard to do (Feb 27th)?

Not many of the entries included tran51tions, probably

because the entries\yere short 'U

\
entence_structgre. To suppor?:ihe predictable
\ . “

structure of the entries, Pat used fairly. direct language,‘
espec1alﬂy gt first ‘kpile abeut a third of the early
entrles contained compound or complex sentences, almost all
. of "them contained 51mp1e sentences, as illustrated below-

. Fri%%y ST ‘
on. Fridays I usually go .- to a school

to heM some children write stories. I o
‘ really enjoy that. You like writing :

stories-don't you'Frank? . Could You

-bring one of your stories for me to

read? I'm very interested in your r ot

ideas (Feb. 28th) ¥

,Although questions Served to focus the entries on
‘Frank, the simple and unelaborated statenents sometimes;gave

'a somewhat formal tone, somewhat of a. teacher tone,'rather

_than the spontaneous tone of_ a person-td-person ?f v

 conversation.’ Thus, in,spite ef Pat's.frequentause*ofl‘ o
R T s I SR g B Tt A .



H*j entrlesw as ilfustrated in the follow1ng entry.,

0

‘*Frankis name or the pronoun "you"; the early entries‘
demonstrated an.impersonal style that mightjhave encouraged

Frank to also write briefly and objectively.

Pat's sentences became more varied and somewhat more,

‘ - ‘ ‘ | R
elaborated in her later entries. Approximately two-thirds,

of them contained compound or complex séhtenceS“”in addition‘

to 51mple ones, and a few of the entrles contalned ’

compound—complex sentences.

%

Sunday
~ Gee, I just realized vhat I forgot to tell
you that I tried to find|some of your school
books in the-library. I} have been thinking
about you often this week as I've been looking.
through these books. . I had trouble finding
the reading books Mrs. Lpmme wrote in her note
.but I think I have found) ,the right science, . )
math and social studiesr-oogs._ Please tell . .
- me what you think of the \idea of using - your
school.- books sqnotimes in our lessons '
.”together (Mar. 16th) .

' didactic, coming more naturally out of the substance of the‘y"

Friday L e ’ 4
As I have/told you before, this is
’t%@ day when I go to school to help with
~story writing. - One of my reasons for
~going is to find out what the children . ..
-0 . like to write about. What do you write e
~5"‘about Frank (Mar. 14th)°_'~ ; e o

The question that ends this entry is a real question of

Pat s,vit reflects what she wanted to know, rather than'

shifting the focus arbitrarilx,to Frank. e

/
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Vocabulary. f'Pgt's'more conpleX'Sentences

contributed to an increasingly natural tone, her

’ gconversational expression did s0 even more. In. the abqve

’entry, for, example, the first statement invitep Frank to

. "
recall a shared topic.. The phrase "As I have told. you

before..." is commonly used in conversations to gain a

“person s attention. Pat's increaSingly conversational tone

.~isdiurther apparent when ohe compares the respectful

later.

' slightly formal usage in the first example below . with the

informal tone of the second one, written a number of weeks
R S R

_ Tuesday, Feb. 18 - . - '
"~ I was very- pleased with the reading you
dld today Frank. You seemed to be really

trying your best. * _
Pat .

Tuesday :

o Well T finally finished my huge paper

" contains no hint of the evaluative tone of*the;first cne.

'"huge", 'strongly connote the weight of be

a

and handed it in to my Professor today.
That was a‘ big load off my mind to finally
, ‘be finished. A .
*wf;; In one of your notes you told me that'-j y
_you had a lot of homework. Please tell me
“about it (Mar. 4th). < :

In spite of the slightly formal "please", the second entry

" -

The conversational "well" and the emphatic“"ﬁ*pally" and .‘w

gva student, an
B 3
experience that Frank undoubtedly could appreciate. “The

tone of oppression is reinforced by Pat's figura%ive "z;ﬁi*‘
load off"_ and her repetition of "finally" Thgéégfeatures y

-
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' _of the entry made its message very clear because they gave
Franw an 1% age and an idiom that he was familiar with
- Pat's language here was strongly connotative, encouraging

_fFrank to. engage in some imaginative interpretation, based on\

“p

1

/1

his own. experiences with school.'
_ Although Pat had used connotative 1anguage in most of
"her earller entries, it had often occurred in a context’ of

.”evaluating, approving, or exposing Frank's work or\feelings
I'm glad that youé}ﬁked the storv that A
you read yesterday at the University (Feb 4th)..

,..You sure did well today. Did you feel
that we worked hard (Feb. lOth)’

What if Frank had pot liked the book or not felt that he
’and Pat had worked‘hard! He might have ‘felt some anx1ety
}about displeasing ?at if he had not written anything, yet .
writing negatively might have been even worse.

o Some evaluation occurreﬂ in later entries, but 1t

generally was in a entext of candid statements and quite
Q7 )
'informal diction,,conVeying an unquestfonably positive tone,

as illustrated by the following excerpts from Pat's final

¥

set of entries' ’
'.,

Wednesday ) ' ’

. I was supposed to give a talk in one of

" our classes. today but there wasn't enough

. time for my turn....Do you like giving

- talks to your class? )

‘Frank I feel bort of sad that our sessions

are over. I'm very pleased with'all the’

- things we've done together....I really
learned-a lot from you! Helping you has
given me a chance to learn more ways of

e
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helping children with reading and writing
(Apr. 2nd)

(ln the first paragraph Pat seems to: be sharing a common !

" student experience, not ‘posing a pedagogical question to
determine Frank's classroom performance. In the second .i‘
paragraph, she again indicates clearly that she is a learner
.. like Frank, not always an: authority. b' ' ‘

| h Responses. The style of, Pat's responses4was sinilar'toy
| that of her entries‘ Even though their number was limited,

their tone became increasingly conversational, as . -

~ﬁillustrated ‘by the following responses written early, part '

way, and late in ‘the tutoring. ' _"_' . \
 17.02.86 ’
‘ I really like reading the notes you
write. Do you like writing notes here _
~'with me or .at home? . , IR d

(Monday
I wish that we had lots of time to
read and write in our journals, don't
you? Do you think we should do our
‘journals earlier and not leave them
until the end of our session (Mar.. loth)7

Tuesday, Aprilﬁl

I'm glad that.you wrote every day It
sounds 'like you had a great week at the
farm, with your cousins .... .

Thanks for being a friend and. making
these lessons fuh. I always looked forward -
'to seeing you. .

The question in the first excerpt might have intimiéated
Frank. Certainly it hinted at the teacher-student relation
existing between him and Pat and colored thh intent of the

first statement; it.suggests evaluation, nf’

4
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-oﬁcouragement. But the: s4u-nd excerpt used a 1anguage of

gpartneiél I wigh...we...our journals, don't you"? As'a

",result the question in this entry doesn't seem ‘to 1mp11cate

the tutor-student relationship, as the first eXCerpt did by
its use of "Do you like writing...here with me...?" The"
,final.excerpt, too, cffered a candid expression“of
Vinterpersonal-sharing,‘and.put the tutor, not the‘student,

in a vulnerable<spot' "Thanks‘for...making thesa lessons

A # —_—
¢

fun. I aIways looked forward to seeing you "

ffects of Dialogue. It seems likely that the positive

" tone of Pat's later passages and responses, and her

“persistent focus on Frank throughout the journal’ were

involved in Frank's developing comfort with reading and

‘i writing over the weeks of tutoring. Certainly, Frank s

increasingly calm and initiating approach to the journal
writing, if not the writing itself suggested that he ﬂad o
xbegun to believe in the possibility that he could write ;;d
read successfully. This belief ‘was at least reinforced and
fencouraged i? not specifically generated, by the dialogue

writing Pat shared with nim. © e

To explore the studentsJ handling’of mechanics the
S dr;ﬁ T T
sentences in their wrftten texts were examine&h Punctuation ;g’

’ftructure,

o . B
& )

P ":.‘:“-,.J;v ' ",‘,hAjL;_:
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for purposes of‘analysis. Spelling also was. analyzed. And
“the Journal texts were examined for evidence of monitoring
‘and for appearance?f .The "levels of performance used for

purposes of analysis‘ére shown "in Appendix D.

While the students' writing conteined no clear

¢
1ndication of. consistent‘improvement in mechanics over the

ten weeks, the writing showed a. considerable degree of
regularity, suggesting that the stpdents were aware of many
writing conventions and controlled them in varying degrees.
The considerable accuracy and consistency in the students'
writing, together ‘with the high level of monitoring apparent-
in each of the journals, suggests that the writing ability
of each of the students w;s greater than it might have

seemed on Superficial'exapination.

,Tim' £ g

Sentence”Structure. Tim's writing became somewhat more
fluent as the weeks went by. He less often wrote long
entries-consisting of run-on sentencesljoined by "and thenﬁ.
More often, he wrote somewhat shorter and more focused
, entries. As a result, sentence boundaries were generally

imore clear, and the structure of many sentences was correct.

av};Tlm continued to use "then" as a transition, and he used

“Fa"and" correctly as a conjunction.' Whether punctuation or

‘ljuscapitals were included or not sentences sounded discrete

-~ . »
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1

from each other in the later entries, as illustrated in the -
following two entries, written March 6th and 7th:

I wookup .and went to SchooL. then
I went home and did my homework.

I wookup I went to School then i went
; home Then I was Ivited to a sleepover

i,2ggg;gg;;gg_ggg_ggpitgliggtiggn Although Tim's entries
came to sound more fluent,!his use of punctuation and
capitaliZation remained.inconsistent.' Sometimes Tim used
both correctly, but other times he omitted both, or used
capitals uhen they were not needed. Each of these events 1is
.illustrated in the entries quoted above, o

M§pelling. Tim's spelling showed that he had a
considerable awareness of how-words_are put togetherﬂ In
many entries, a high proportion of his wprds were accurately\
‘spelled. 1In addition, his misspellings generally were
1ogica1, reflecting an awareness of the sounds in the words,
as well as the order of the sounds and some of the ways to
1'reppesent them. Sample errors are llsted below, to .
illustrate his‘hypotheses about words and his transitional °
Stage of development g;zards conventional spelling: .

ivited (invited) totered .(tutored) ' o

ther (there) erli (early) , _ 4

diden (didn't) liveing (1iving) : X

pes (piece) L 'piriod (period) . ,%

hose (house) . yes te day (yesterday) A s k2
- gnito;igg{ Tim's systematic approach to spelling wgs

‘ 5
‘reinforced by his frequent monitoring. He made erasures or

writeovers in a high proportion of entries, especially the
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later ones. Sometimes ﬁhe'changes were:corrections, or

s

attempted corrections. “For example, "toled" (told)

\ -/

_originally contained an "l which washouerwritten with an

“"
M

i"l". tored - ‘toled. L N | ;v
| Many similar instances of spontaneous correcting
'appeared throughout Tim'Sﬂjournal and some words that were
\ used in early entries werg changed in subseouent entries.
For example,'"woke up" was used in many entries. The phrase
appeared in a number of forms, asﬁindicated befow,

.reflecting Tim's effort to work out the correct version.

wokeup - wookup - wook up -
woo kup - woke/wook (overwritten) up -'woke up.

Sometimes, the effort to correct one word influenced
the spelling of another. For example, in one entry (March
14th) in which "I woke up" was~finally written correctly
after a number of‘changes, Tim‘spelled the faniliar word
"school"'first\one way, then assecond‘way, as follows:
SccooLv—‘Shcool ("c" overwritten by "h"). Though he had
spelled the word correctly in previous entries, here he
could not produce its'correct spelling. .His attention

-seemed to‘be totallf engaged“by the’struggle with "woke.up“.

Aggearance.' Tim's struggle with mechanics was also

‘apparent in the irreqularity of his' letter formation. His
use of.capitals incorrectly (e.qg. SchooL) may have been
partly a function of physical control and attentién.

Certainly his letters varied considerably in size, sometimes
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£filling up a full space, other times a half or a third, and
bsometimes straddling a line. This suggests that he could
‘benefit from regular writing, which wouid allow him to work
on the mechanics of writing and develop“fluency.‘ The
potential benefits of regular writing‘seemed especially -
Ygreat for Tim in light of the fact that he demons;rated
considerable awareness of writing conventions, but not
- clarity and automaticity in using them. .

Responses. The usefulness of written dialogue in
helping Tim develop greater control in his writing is
suggested by the fact that, in his responses, his accuracy
was somewhat_greater than in his entries. tapitalization '
was often‘correct, ih responses, though he had used capitals
correctly‘in only a few of the later entries.l Punctuation,‘
while still incorrect in many of the responses, was more
often corect than it was in the entries. Sentence structure
~ was very often correct in the responses, as it was in the Z :
entries. A | | |

As with sentence structure, Tim's snelling accuracy
also remained relatively high in his responses. In
. addition, hs nade fewer changes in spelling - monitored less -
-often - in. responses, indicating that he possibly felt more
confident in writing. responses than he did in writing
’entries. Though the number of responses that Tim wrote was

small, and therefore interpretation must be cautious, the

responses that he did write suggest that in' the context of
\ \ : :

»
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immediate dialogue, as contrasted to the .diary-writing
framework of his entries, he produced more mature writing,

and seemed to be more in control of, it.

Allison

N

SentegcaAstructufe. In a great majority of Allison's
.-entries, eehtence stfucture’was accurate in a high ‘
broportion of 'sentences. This highvlevel of accuracy is
especially impressive considering the complexity of the
"eentenceeu When Allison's writing did contein errors in
Sentence structure, her intentions were reasonably clear;
the sentences were close to correct. 1In the following
entry,~for examp}e, written February 28th, Allison's first
sentence was incdﬁplete,.but in the remaining sentences, she
used a simiiar construction accuraﬁely: |

f

Today when my mom took us to the

nabors to get on the bus. My friend

told me what was giong to happen to her.
Then when I got to school I did a lot of
thing most of it work. Then when I went
home I whent to a friendg place to finsh
my sience fair thing. When I came home my
family was watching moves. _ N .

Allison's‘level of accuracy for sentence structure
.‘dropped somewhat in the later entrie81' This mag refleet an
'increasiﬁg sénse of freedom in her relatiehehip with Joan,
“both in the journal and in the futoring. Perhaps éﬁfhlliEOn
became more comfertable in the ﬁutering sessions, eﬂe felt

less concerned apout being correct, and more concerned about

being candid, in her journal writing.
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ngtuatio d Capit ation. A drop in accuracy in
R ’ . . \
later entries was also noticeable fof punctuation, a
sentence element closely tied to sentence structure.

1

Capitallzation, however, re@ained at a constant high level
ef accnracy. i
Sgelling; In all of Allison's entries, a high
proportion-of words were spelled correctly. While this
.squeste/;hnt she made few errors,‘in fact she made many.
Because-she wrote:long entries, sne could meke many spelling .
~-errorsT»and still their proportion of the total_tekt would
be relatively low. |
The spelling errors gave veluable information regarding
Allison's knowledge of spelling patterns and her approach to
words. Some words were spelled differently on different" |
occaslons, es'Allison tried‘out various patterns. For
examplé, "sclence" was spelled in the)following ways in
different entries: siece, slence, sicine,‘einceﬁp Most of
the errors indicated that Allison was guided by sound, as
well as by visual aspects of words‘ In‘addition,'her‘errors
reflected an awareness of the importance of meanlng in

determining the spelling of a word. A sample of Allison's

errors appears below:

badma (badminton) saing (saying)

misted (missed) . tickit (ticket)

slepped (slept) ' wate (wait) .

all (I'11) . ) serprize (surprise)

I'11 (all). ' ‘haveing (having)

are ‘(our) . resses (recess) )
4 e

o

, .
P ]
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Allison's errors wgre logical and generally easily
readable( reflectlng a large amount of knqg;edge about how
words are written. 1In addition,'some words became more

'aqcurate after being used more than once, as ind&cated‘in
the following exam;leS: badma - bad mitten; tutoruils -
totorial: let - late. 1In some cases (e.q. let-later* \
underlined in the following excerpt), the correction
followed immediately‘ug@p‘Allison's seeing the word in
Joan's journal teit?'aé;ijnastrated in the following

exchange bétween Allison and Joan:
Sat march l ‘"“ :
: Todiy wea' sat around until 1l:o'clock.
Then we went tb see grandma. It was to let
' to go to birigb '§o we went to the hotel: and
I talk .to grahdpa about haveing the class
come out to see the fores. ' .
3 .
. VJoan'%aresponsesm‘What a great idea for a
» ~ o ‘'field trip- for the dlass,
R ]=§,'”;',Allison! I- hope your Grandpa
v oW - -sald 'yes\, i I guess there's

b

© a5y . not.much peidnt in going to
( yg.:r.,é.?g @; the bingo late. v
Alllson cqntinues, .They don't let us in
. 57 . that late (first wristen
kR a;i? oo "let“ then changed)
Monftoring Allison 8, entries showed considerable

ev1dence of monitoring.: The frequent monitoring, together
w1th Allison s demonstrated knowledge about words and .

sentences, represented a strong basis for her writing

‘o

development .

.

‘~'Appeara nce. The final aspect of mechanics, appearance,
b : '

showed little change, in Allison's writing, over the weeks.

-
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f,“‘_,‘ s o
. .were written adjacent to uoan s entrnes, so some words were

Throughout,her journal her 1etter formation and spading

were relativaly con51stent suggesting that on the whole,.'

Allison s atténtion to generating ideas did not 1nterfere
with the physical act of doing the wr{ting, as" 1s sometimes

true of YOung writgrs.: EEP ﬁ-u - \K;;V ‘.; f';?,; -

' Responses. Not surprisingly,vin her reSponsbs

Allisoa s accuracy was consistently high 1ngpll areaSHt,lnﬁ-

Y RERTo

, most of the responses, sentence structure was generally

-

accurate. As well, punctuation and capitalizatlon were used

faccurately much of the time, and anhigh prdportron of words
were spelled corredtly Many responses had no spelling
. errors at all.,_; _“i 'igﬁﬁi B 7Jv_: 5'15 a.\\j:f

did in her entrles. This f

v

In her responses Allison monitored less often than she

toubtedly was because~responses
"\ B .

‘2..

were much shorter and 51mpler, and Allison could write them ay

X AN

': correotly on a; first try. Héwever, the greater fluency

-

might also he associated w1th +he fact that the responSes

<

available to copy In at least a few 1nstances, Allison'é

*

self-correction was clearly asSQCiafed thh a model. Thisfﬁf f

oﬂ a mgdel i5°agai9 evident in Allisoﬂ's self-correction oﬁ

¥

N . ot S N ® ) e “ T
N L - s ., - . . KRRE I . .
. !_; oy - . L e . D’ : ‘\ . Tb:“: ‘W-A-f."“‘l . l» e TY . ‘
5 ﬂﬂf A S Co ;*'# . .j‘-fll f4-.. ;4 f‘
. " . ’- . W - R . .. ", .

the word ncuﬁbom" in her respo/pe to Joan s Fehruary l4th ‘.}~
entfy, as indicated below- S iv.,v'i‘dﬁj‘/‘fi,- ' '
,.o e IR RN
L Joan.v_, ..Did you know-"that Valentine s+ L
v Day is pretty mueh a-North Ameridan e
: >. . . : CUStOh? e e e ST S ) ‘, s . - fJ ;“v“’; : ,32’/,.
: : ‘. . @ § , I | SERERE 14 - .';i: ,‘-f(a‘".
%f oy’ v,f ) hfg» . ‘ R S \ o J.’ o “t? @”i
WM Sy IR Y ! Ly at

R

7fi' was - illustrated with tne word "late" above, and the effechﬁ»"fi?

&
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i We drove over...to buy some Lt
; groceries at the big Superstore- this
| afternoon....I suppose that store is
1 always busy like that!....
- -
Allison's response- NOaI did not no -that
PRRE ‘ valentine's day was a
T L North American co/ustom o
: . ‘ ("o" overwritten with a SR
\ : ‘ "u"). VYes it is - '_ Lo
all ways busy like that. ‘ R

Althpugh Allison did not correct all of the spelling
";,errors that Joan wrote correctly in- her own writing, Joan s
‘ entries d d BEBVIde\models, and they gave Allison a reason

- to %ay clo e attention to her writing The goal of

' communicatfng was more immediate 1n the responses than 1t

pwas'when‘A.liSOn.wrote her entries, in 1solation from eitherfﬁ'

'7ean‘s:ent ies or Joan herself e -
, - Bt R
V . o .‘ LS . ' ' :.yli}f'f R M
Frimt S
. %\ e bt e - . ‘f" N ] "
Frank ~;:! - * S W iﬁ-ﬁi P J
" oy

SentenCe Strugture. SentepCe structure was accurate in

~

l_a high propgrtion of the statements in. Frank's entries.w'
’vvFraﬁk's cautious approach ,which re lted in his using only- '
| ‘simple sente’ces almost all the time, likely helped him to

u:; maintain con rol of the writing. SUEI

Capitalization, while

' often accura e, was less consistent? ?unctuation was often*

ot ,.0

used correctl ein the early entries, but it was often

overlooked in the later entries.dt

e Frank's ttention to punctuation might have been'

. o
- f

' distracted, 1n.some cases, by his efforts to correct~words.
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‘For example, in the" set of entries for the week ending March
-,lsth, all oﬁgthe five entries 1n which—periods were m1551ng ;
~'“included one br ‘nmore changes, ‘as 111ustrated by the March

g J!

j15th entry below, in whioh the three underlined words

",.contained overwriting, indicating that Frank had corrected

them. T R ‘_ BN
) ‘ / o L

,I'want to a birthday Partx

!

"¢, BY contrastﬁ;two of the three entries that included periods

v'_had been_written correctly on the first try, as 1llustrated

' by'the_following entry, for March loth, which showed_no

v ’ -

thanges:

. I had’ fun today ',' o R s

The apparent lack of. attention to punctuation in the

l, N

later entr}es might also have been associated to some extent
. w1th the fagg that not. all of Frank's entries were answered.

Even though he continued faithfully to record at least a

brief entry for each dax,, ossibly felt less: _
enthwsiastic, and less atteJ!ive,‘in writing the later /

L4

entries than he had in writzgg the early ones, which

ocqtzzed in a more clearly nversational framework. As if
R -

to € hasize this possibility, half of Frank's entries for

%

the final4week of journal writing literally faded off the

o

page, as’ the script Eecame 1arger, lighter, and morelspaced

N

r. ‘ ' :
o Monitoring.' The chahge in accuracy of punctuation was
- paralleled by a decline in the frequency of monitoring

, N
. R . .
’ e : .
Lo ; . )
. A . -

Yo

Cetit. L e T T L LT L

Y 4
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Whereas evidence of- mohitoring appeared in almost all early

"entries, manyplater entries showed no evidence of it.
Spelling. In spite of Frank's monitOring and frequent o

attempts to correct the spelling of words, especially in

- early entries,‘spelling was_the aspect of mechanics that .
Lo .v’ B N ' » M
showed the lowest accuracy level in Frank's entries.

Although a high proportion of words were spelled correctly e

in some of the entries, in many of them only about half of |
the words were spelled correctly.. However, *the majority.of
"", .. + £

lthe misspellings reflected Frank' *Q%‘ehess,of‘the B

'\
1mportance of sound ih spelling, as,‘

lustrated,in the

following sample of enrors-

- aser Qanswer)

L ' ‘asins (cousins)

yosday (yeSverday) pratis»(practice)

. thow (thosge . - - leving: (l®aving)-

"~ frink (French) - moter (motor). e
wind (Winter) ", _stat (stayed)

)

’ Many of these words suggest that Frank was aware of a )
spelling patte%n but misused it - e.d.. thow (those),‘moter
&Ehm(). In some' words he used differgnt spellings at ”
different times, indicating, againﬂ that he was aware of a’

:pattern and was trying to decide how to use it. This is.
~illustrated in the multiple spellings below:

Im - Iam T ‘ : P o 1 .o
hocky - hockeg%“ ‘ P

s Even though Frank”continued to make many spelling
errors throughout the ten weeks, the’ misspelled words became3

easier ,o read. In the following early entries, the word
<.

a e

M,_” e
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ndrinin d" (tournament) might have been hard to guess without
accompanying talk or the presence of the subsequent entry'
/ Iam in a hockey drinind .. (Feb. 21st)

today: at are hockey game:
we lost 4 . (Feb‘ 22nd)

By conﬁ%ast the misspelled words/in the'foflgwing‘late

entry are relatively easy 3:0 recognize. o ‘
- - . ‘ . Te ,“‘
’ tomoreo Ve have.to run arawand
are scohe 5 e (hfr 3rdF

1though ﬁrank' | riting looked somewhat

4 ‘

A earance :
,5, Gj l“ v

irregular at first gIance, and some of his unconventional

spellings were somewhat distractlng, iﬁ f@pt His writingcwas

quite legible Letter size and spao@pg were geﬂerall

:.consistent, particularly within weekly groups o\\éitries

’sentence structure was mostly accéﬁate, as was o A

. The single exception was the final group of entries.

Although Fra (erew boxes around the dates in most of

liis. entries, they were generally complementary to the text,

they even helped identify the beginnings of some entries
only in a number of cases did the boxés distract from the
writing,vwhen they were ornamented w1th~w1ggly lines. The.

fact that this feature was less frequent in later entries

“suggests that it might have been asscciated ﬁith Frank'
early hesitancy about the\journal writing

sponses. In almost all of Frank's responses,

l

capitalization.j But in the responses, spelling too- waf
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" were very short - often a phra;g,\or a COmmon worql.guch as

writing, ' done in isolation,jwas facilitative.to these__

© 168
correct in a large proportion of words, unlike the spelling

"V,
in the entries.

ln responses, punctuation was_acczrate less often thanf
in the-entries.‘ This suggests that Fr "k might have . -

construed the responses as a. different kind of writing thjn

the'entries. Possibly he considered one-word answers
questions not to be sentenges,»so that the cnOLce of
punctuation ;or these aqi:%ﬁs was not an issue.
with this possibility, Frank squeezed ;f'“ |
into Pat's text using carrets or arr~“{
Pat: How is your hockey? (fin) M fi.\
' team won...(Mar. lst) ’

. ! i
‘VMonit "m hgpéared less often in Frank's responses

.than in his entries. One' reason likely ‘was that responses

4

oy,
L. Y
4

ﬁyesﬂ or "fine". Frank wrote{many of these correqtly Vzi

w1thout appare?t hes1tation or change.. Thﬂaggreater

-accuracy mgght also. have been: facilitated by the fact that
he displayed kaeenﬁ%gnse of involvement in writing the

responses, and this engagement could have enhanced his’

attention to the Writingx : {ﬂ“\. S

Pl

A Frank's relatiVely consistg&; performance in writingi-

~responses again indiéates, did Allison s, that the

‘A.

ihvediacy of written dialogu - as, opposed se—independent, ;

»



student writers, he%ping them to become enggaged in the‘
writing and to discover purposes for writing ;

o]
S

;Qisgusgionyof Journal Texts

v’

3 Graves (1984) states that "in the past ‘'we have focused

f";“« on children s errors.v Eor 'this reason we *xave grossly

_ uhderestimated chﬁldren's ability to write and to t ink" (p.

'h;l7l) A close look at the actual writing 1n the stigents'
fdialogue journa shows that .contrary to what migthQf
\expected onzthe basis of;surface appearances, the students
;used language appropriately and even expertly They used a ki

: VAriety of language conventicﬂ§ with varying degrees of . : :“‘
effectiveness to te?1 their stories .and to express their |

' ideas, and this becomes apparent when the writing‘is v1eWed
in a descriptive frame of reference which allows one to 1ook'

N beyond errors. It becomes possible to recognize with other_
reEEarchers,\"that learning to be a writer% like learning to N
become a speaker or reader, involves the reﬁhnement of many

wn s

‘espectd of the_processvsimultaneously" (Newman,_1985, pj‘-fg

26). ., R
.S striking feature of the; students' writing is the, -
- exbasll ‘to which it Showed their intentions. . Global e

AN

intentions can be distinguished from focal ones.(Smith 3
'1982, p.v88), ana both- were ev1dent in the students'

» . I '
- . . . P .

w0
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writing v Allison's global intention initially was t\’wﬂtﬁ
aﬂiary, Frank's to write' ‘notes, and Tim's to write 1etters
gp a pen pal. These alternate ways of writing are R ———/”‘
. conventions in t ;mselves, and in sele&ing them, the ’
W“ “é'tudem;s showed their sensitivity to the difference between L
g ', written axldeagbpok@wlta«gguage (Smith 1982 p. 78).
a1 'J;he more focused intentions that were revealed in tl},g

day-—to-day texts clearly. reflected the students"global"‘ Ry W
\ intentions. Smith (1982) states th*?it "authors. express ,or ﬂ
fulfill their intentions through conventi&as"’ (p. 92).
kIndeed tlze language of Allisos's ‘dialogue journal writing
A»was%xpressn.ve, like a ‘y, touching on outstanding events ‘
a

in her world - e. g the crash of a space shuttle; her

v 2
’ volleyball team ] progress in a tournament

sﬂme time, his notes were polite, acknowledqing his age and,_’
AWrole relationship to his tutor. -And Tim's dialogue journal -
* Writing, at least initially, was long and, like a letter to

y‘a pen pal included most ‘of what was l\appening at the time.

d.’

Thus, in the texts, as in the .approaches to'-%:hé"'
- journals, the importance of context was"clear. - Not only ‘did
the con'versational framework of the dialogue journa'l ‘writing

" N L s R Y

cw
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situation inspire the students to want to write, as . -
. ¥ 3 ’ _ - ‘ ‘

indicated previously, but it also elicited appropriate

language The . students' performance bears qut the very

important observatioalghat‘"Language comes to life only when .

>
functioning in some environmgnt.,.some background of persons

%,
» and actions and events‘,f_

derive tﬁﬁi,;; i;e:anai,pg'i (Hali\id\% 19’78, _ p 28) In the
) ﬁ%teractive -or conversatﬁbnai framework, the students knew

which the things which are said

straints of the situation, and

‘what to do - they knew thy 3 5

" they used language accdt&{;l to these'perceived'constraints
(Harste eft,. al 1984, Pia ‘

o The students' omfort in dealing with $he dialogue

;undoub;gdly waswya ',on constructs of conversational

»

language deyolopu%‘t‘ their experience w1th it in their

. daily living._ As X 1} §§2 postulates, people develop
constructs about. particurut experiences by operating , 1n a .
systematic way. simdl&% to that éf 3 scientist, observing,f
speculating aﬁé&% the meaning of an observation, checking it

\

through experience.**On the basis of many conversations that
‘-the students had listened to or participated in, they could

‘predict what kind of language was required in the dialogue

writing situation. The ippropriate writing in their |

dialogue journals indicates, as has the research of

Dy

'Donaldson (1978), that when a learning situation is dQefined

in children's terms - takingwchildren -] experiences into
'..account;- then children can show considerable Sophistication
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in their thinking and their use of language; they show that

they know more than we might think they do (see also
Goodman, 1986; ghrste‘et al, 198@7 Smith, 1983).
. Coe : e

¢

Not only did the students know the constraints of, the

.. situation, but as.they produced their specific\journalk

teth,-! they also showed an jawarenes's of the constraints of

. languageicontext, an awareness of the fact that "the text as

-a“wholeydetermines what each.individual word might be"

(Smith, 1982, p. 76). This was reflected in the students'
C )

- writing styles, and even to some extent in their handlingiof'

mechanics, as they'shaped their written language differently

' for a.variety of uses. The 1anguageiuses <in the students"

" journals ranged from simple- reporting, through ritualistic,méaﬁx

statements 1ntended to merely begin or maintain a smooth

?dialogue, to subtle statements expressing empathy, pride, or

intentions\to persuade. ' In putting language to all these

uses, the students demonstrated Newman -8 (1984) observatioﬁ
»
about the}gomplexity of language.in use - "thgt every

utterande serves several different- functions simultaneousk "

y

_(p. Q, see also Smith, 1983, p: 55) ® The varied uses to

which the children put language, in their journal writing,

agaiﬁ seem to defy the diagnostic. label "reluctant writer"

}

- and seem to confirm the following reflections by Smith

(1983) about the importance of intentions and comfort in
wriing: S o . -
Children should find nothi?g peculiar or

~"
e N -



exotic about writing:; they should come to it

as a natural means of expression and ‘exploration
like speech, music, play, and art. cChildren

will strive to make sense Qf writing ... as long
as (it) remains a natural and purposeful activity,
made @available without threat (p. 80).

 Correctness Anxiety

Smith's reference to threat is pertinent to this study,
f‘ for: the students*&concerns “about dbnventions and mechanics
iﬂidvinhibit their written production to some extent in
'spite ofitheir comfort with the dialogue framework. It is
as if they carried over to this situation their school . '
expectations about the priorit{ of accuracy in writing '

o

Franky for - example, wrote very short stateme'is,,even when

Vhis conversation indicated that he was happily engaged in -
the dialogue Allison sometimes wrote somewhat formally, as .
if to impress her tutor with her ability to produce weil
structured‘school writing; her early use of essay-type
;chventions seemed rather umbersome in the contextuof a
conversation about the rouﬁine events of a day. And in n

\Tim s early writing, questions about spelling or about what

£
to write oiten seemed to block his general intentions, s’

“‘that his;writing sounded impersonal and repetitious. 1In
addition, the physical labor of putting Eekt on. paper seemed
- to discourage Tim, so that he stopped-wmiting, in favor of
¢ talking, whenever he could get away with doing SO’
Althougﬂ the students eventually came‘to perceive the

dialogue,writinghas a relatively low-risk s:.tuatiorx,‘.the}E

!
I
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“
. eventually“became a meaning-based activity,'we can say of

\ 174

rich language of their dialogue journals might never have
been produced if they had continued to worry about
evaluation - i, e. if they had been attending to _ |
‘transcription more than to composing (Smith 1982, p._21)
In the same way, the.effectiveness of the students' written
language might never be recognized in a school Jgtting'if
their teachers weie intending to evaluate the children's
writing, and were paying attention to its?form too much or
too early (Hirste et al, 1982; Murray, 1982, Rosen, 1969).
In the dialogue writing, however, the stdﬁents eventually
could see that they were expected to write naturally, for
the tutors themselves did so, and the tutors offered
corrections only when asked, as recommendedgby‘Smith (1984,
pitl2). The perceived level,of risk is thus seen to
1nf1uence not just students' willingness to write, aiV“~ ﬁ
mentioned earlie but also the specific qualities of the

e

writiﬂg that is produced. Noting that ‘the dialogue writing

w

the students in this sbudy what Newman (1985) says of a

nine-year-old friend whose anxiety ab ut produo{ng a propér _

lettsr led him at flrst to write only a_ small amount, ‘though

hc later wrote.@ much longer and . richer letter. ”Not until

e

he'd received a reply...did (he) rea;ly decide..‘that
letters to friends are first-draft affairs, neatness and

agcuracy aren't obligatory" (p. 79). ‘ /z

]

R CLl
R S -

/
N
N

\
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hs indicated here, the students were helped'by their
tutors'«demonstrations to feel at ease, and so to keep their
. focus.on meaning. Rather than evaluate the students'
writing,ythe tutors demonstrated, in their own writing,
specific conventions of written language - ways of
,expressing, developing,*and organizing ideas, and ways of
'spelling, ordering, and punctuating words. *They
demonstrated the importance of the students!'! ideas, by
acknowledging or praisingkthem regularly in the journals and
by writing sincere quest&dhs about topics that were familiar
- to the%students sometimes the tutors even asked for advice.

!7!"’

Thus the tutors acted like coaches, shOW1ng, encouraging,

<%

guiding. they showga'their undbrstanding that teachers’ do

o not control learning (Goodman, 1986 p. 29). 1In other

words, they showed respect gr the students, and thgﬁﬁiﬂ
respect_allowedythe students ‘to own their writing: It
allowed them'fto decide ‘at:they (would) write about, what.
they'(would)-say about i‘; and how much atteftién to pay to
conventions at any particular time" (Newman, 1985, p. 31)

uThis responsibiLity for the writing//s a critical variable

V*n' A

Al ,ﬁpntributed to: thevquantitg and relatively
O g( . n,ﬂ '}

ty of the students' journal{writing. .

o
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"Xe“‘
Importance oflIalk

r’m

Even as tutors received and sometimes discussed their
students' written ideas, they demonstrated the intagral
connection ofﬁwriting.with reading,'and of written language
with oral language (Goodman, "/56; Britton, 1970; Newman,
1984; Harste4et al, 1984;'5 ith, 1983; Moffett & Wagner,
'1983). These connections i fluenced the students' writing.
~ For Frank, the fact that Pat.engaged in'some casual

discussion of the journal contents, while the writing was
going on, might have been a critical factor in his
recognitiqn that writing as well as speech can be used in
conversatjpns; I propose that‘fornhim the talk served a
supportive function,.analogous to'that served by, drawing in
a child'sﬂearly writing (Dyson, 1982;'19857 Harste et al,
1984; GraVes,51984): To some extent, the talg/replaced or
added- to what was written - néw~information elicited by the .
tutor“s questions, exclamations. and.other probes. But some
of the time, the talk served merely to confirm the writing,
restating or acknowledging it,sas an illustration can

. enhance a text .and even\help a_reader to!confirm an

P
i

; 1nterpretation of 1t

’The Iink.ﬁhtweé% writing, reading, and talking was C
importanthin“a different way forlkllison. It was made less
,often during the dialogue writing and reading, and more at

‘other times. 1In casual conversations around tﬂe,writing,

- she and her tutor often discussed events and ideas that had
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cbeen7Shared'in'the‘johrnal Thus, rather than serving in a
- .

\.u'direct way to assist in the dialogue writing, the

conversations helped to reaffirm the links betWeen Allison s‘

'11fe out51de of tutoring,,which she wrote dbout and her‘

v ~

life: zn the tutoring. This kind of linking is considered ofg

‘g5

,_primary importance in 1iteracy development (Calkins, 1986, o
L .

' Goodman, 1986; Malicky, 1985; Sanders, 1986) and undoubtedly“'
-.faci;itatedlAlliSOn'svincreasing;self-confidence as a -,

i : . . ' ’ » . R ) * ‘, . B ) " ) \~,‘
.learner. e s - ‘

'a‘;‘ As lf to confirm the importance of connecting the

'writing to other forms of\language, Tim s journal writing,

. -which was not discussed or read, did not become'for him a

',powerful tool for learning. His most functional language

'Tlduring tutoring was speech But this means that he was

missing the"ﬂhnefits associated with using Ehe whole of
. a 7
‘one's language as ‘a basis for language learning.(Goodman,

L4

l986; Newman, 1985) : He was miss1ng a chance to find out
““%hat books and writing hold power and pleasure" (Moffett &
;Wagner, 1983, p. 174) ‘ As Smith says (1982), "anyone who
'does not write loses boﬁh power and potential comparable to
vﬁ_loSing a 1imb. or sight or hearing" (p. ll) e
Sometimes the talk associated:with logue writing was
related to the text in only a pr;ctical or( metalinguistic -
way, not a suhstantiwefone,tas;when‘either the’tutor or the
'student.askedlwhat a'partiEnlar‘wo?d or‘phrase'meant,'or.

‘when'they dichssed alternate waYs’to”write'particular IO
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jseotions of'text;' This again demonstrated to the students

_‘that attention to conventions was necessary in qrder to gain

ES : .,

1%'aocess to meaning, but was not of primary importance in;‘ e

itself. Especially for Frank this :represented a

'significant discovery, one that can be.viewed as a major .

© . \

‘ reconstruing of a part offhis world. As Kelly (1963L

e i

'_States,‘"constructs are used for~predictions of things to
come, and...new things keep happening and our predictions

keep turning out in expected or unexpected ways. Each day-s

- /

'.experience calls for the consolidation OE ‘some aspects of *
/

.olr outlook,,revision of some, and outright abandonment of

Mothers".(p; 14). :Kelly'furthertstates that “there are

_aIWays some alternative oonstructions available to chOose
/

‘among in dealing with the world" No one needs to paint

himself into a corner...no’ one

biography" (p. 15\.‘ Recegnizing the importance of meaning
and: intention in writing opened the poSSibility for Frank to
- /

: begin to relate his own language Gb the somewhat impersonal

language of the school (Rosen, 1972, Barnes, 1975)

' N s ’ . ," c

' Learning About W’;itigg by&Reading/ o \\ ‘
o The importancegof self-concept in Frank's writing is
3‘ref1ected by the fact that he eventually felt free to
suggest corrections in his tutor's journal text Thisf

’showed that he was reading as a writer (Smith 1984b, p. 6),

/

“perhaps learning about writing by scrutinizing the text his
_ ! ,

/

eds : to be the victim of his‘

~.

<

K.
ry
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tutor had produced. Smith argues (1982) that we cannot
ﬁ'explicitly teach what is needed in order for a person to
wrute, and that most children - and adults - do not do

', .
enough writing to account for their extensive facility in

d01ng it; he" says, "rather.. we must learn from exposure to‘ ,

‘writing, in other words from reading reading done in a'

°

:particular way" (p. 162) ‘He is referring to selective é
\reading; in which a person attends to particular |

h characteristics of the te;tx\\palkins (1986) emphasizes the
same thing, in referring to a five-year-qld who had

| inscribed his initials on the back covet of a. book he had
produced,7as he had seen done on publi hed books, she says,

' "already he views himself as an inSide : as ‘a member of the

c1rcle of authors" (p. 221) calkins points out that when

"children perceive themselves as authors ‘they will make

connections with (what) they read They'll notice the way a

- word is spelled...the presence of exclamation marks. For.

them as for me, reading will provide an opportunity to learn

.from their more skillful colleagues" (p. 221)
’ A
The fact that Frank and the other students paid
attention~to various aspects of-the journal,texts was also

apparent in their consistent monitoring of their own

.writing.' Their attention to the journal texts suggests that

i

they were engaged with them (Smith, 1982, p. 171)7 noticing

or attempting to figure out how particular aspects of the
;writing worked In doing_so,they produced*some

. ‘\‘"& '

S : ! - : ‘ \
\ ] ... . N ) . -

-



2 T oo ;_,4.i'<ipi.1§o;

) - P - o
ingoneistencies that mightat first look like ev1dence of'
inattention, carelessness,\or regression, but in fact were -
evidence of learning.‘ For example,‘sometimes when Timwpaid
close attention to the spelling of one word, he mispelled
another familiar one, he demonstrated the common observation
that children do not necessarily always us® what they know-aég
‘about language conventions (Clay, 1975; Newmé& 1985) This |
was also‘refleoted in Frank's'variable.spelling of some.
words, both correct and‘incorrect Versions, and in Aﬁlison's’
occasional sentence errors when she‘waS'clearlﬁitrying épt a
sophisticated type of expression. These types of behaviors
aare consistent with the very basic observation of so many

o . ¥

researchers that {(written) language does not develop in a |
linear way, but that all aspects develop from the start

(Harste et al, 198{,'Newman, 1984) - "3 rich 1nterm1ngiing
,of, Anguage learning across-levels" (clay, 1975, pl 19), a
g sting of alternative...hypotheses" about the writing

‘process (Harste et al 1984, p.. ll)

Eig 1 Word
‘ The value of informal‘:eflective writing, along with
reading and talking, in the interests of exploring personal
experiences is perhaps the most critical aspect of the
dialogue journal writing experience.‘“For the students in
¢this study, the dialogue writing was an’ opportunity to move

[}

cut of the anxious role of being a participant,in a

\
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classroom laaguage experience. The role of participant is
characterized by "the need...to act and decide in response
to the social demands of human co-existence" (Britton,'l970:
p. 105) The dialogue writing ‘was a situation in which the‘A
students were freéed from the pressure of deciding what to
write for a particular assignment or how to write it so as‘
to please a teacher and get a passing grade. while. writing'

their dialogue journaﬁé the students could operate in the

.y

spectator role (Britton, '1970) - "on holiday from the
world's affairs...contemplating experiences, enjoying them,
v1v1dly reconstructing them. perhaps - but ..not taking part"
(p. 104) Rather than dOing something with 1anguage, they

- were making something w1th it (Britton, 1984) They were
standing back, getting . more distant perspective on their.

\ .
As a result of being in the spectator role, the;

- -~

students were free to pay attention in a way a part cipant

lives (Harding, 1972).

¢

' cannot (Britton, 1970) They had the opportunity to

" reassess their school experiences, an possibly to- see that

'school problems are solyablef~ Further, they had the ; °
epportunity to see:more;accurately what writing!can’be,fto .
" see that it‘can be a natural and useful way of using '
language._'In a sense;\they had an opportunity'to play with
their ideas, for they did not have to write any particular
thing. Britton (1977) suggests that a»dispassionate 1ook at

. one's experiences through play is a very important means by

oy . 3
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which a person assimilates the realities of the world of ,
shared experience and one s inner world. "The essential /
*purpose of activity in this area (play) for the individual
will be to relaté for himself -inner necessity with ‘the

Mdemands of the external world" (p. 46)

. as in play, in reflecbive writing, one is in the
spectator role - not the real &rtor at that time, not in the
thick of the iction. " The positive effects of this position
k are suggested in this statemeﬂﬁhby‘Britton (1970)

We have suggested that freedom from a -
participant's responsibilities allows &
spectator  to evaluate more broadly, to

savour feelings,:and to contemplate forms -

the formal arrangement of feelings, of events
"and... of ideas, and the forms of the language,
spoken or written, ‘in which the,whole is .
_expressed (P._121)w. . 4 . '

Britton's words are echoed’in other‘discussions of personal
’writing (Moffetti& Wagner, 1983, p. 297; Calkins, 1986,~p. |
3?,'and in‘the'following analysis=py Smith (1962) of the
unique function of writing,‘compared.with speech:

...not only can,writing separate the producer

of language from its recipient in time and space,
with'the possibility of reflection and review, but
writing can algo separate the producer from him or
herself, so that one's own ideas can be examined
more objectively (p. 16). a :

;r' | Britton suggests that while we sometimes take up the
role qf spdctator for the Pleasure of it, sometimes the
written language in the role of spectator is concerned with

something that needs to be said - "...the needs we have been

referring to arise from the challenge experience may present o

’wJ

4
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us with to reevaluate, to make changes in our value.systeme,'y
the organization of our feelings gbout things" (Britton,'
1970, p' 120 -121). The challenge to students who ‘are
diagnosed as nonwriters is to reevaluate their perceptions
ifabout writing, and about»themselves as learners Just as
'one child, for example, used the Ramona stories by Beverry
Cleary, and other stories that the child herself read and’
wrote, to identify her role in her own . family (Sanders,'

. 1988), 80 children in a tutoring situation need to write: and

”‘, read their stories,fso .as tOwidentify.more clearly their

roles in their families and in their classrooms. R

Telling of experiences is important, as children shape

their narratives they transfof!’!be experiences and

'.;1ntegrate them (Summerfield 1986 Martin, 1983) As

Britton (1970) notes, "we habitually use taik as a means of
coming to grips with current or recent<experience....1n

" doing so (we are) using talk to add the new: event to a body
‘,ﬁ\r -
of experience that exists very largely as the. outcome of

similar ‘talk on past.occasions" (p- 30). In- this regard,

'Bri aptly refers to the, following statement by the'

American psychologist Joseph church (1961), who touches on
the_familiar nature of this common convérsational habitr

It:is obvious that for many people the.

verbali%ation of experience must take place

retrospectively and that it requires the :
- help of ariother person. The morning after b
" the big dance, the telephone system is o

taxed while the matrons and adolescents .

exchange impressions until the event has
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been given vaerbal shape and so can enter -
into the corpus of their experience (p. 113) u
For many childh?n, schogl dogn not offer enough time or .

opportunity‘foéjsuc " verbal shaping*of experience. But it

* can be carried on throughfwritten language as well -as oral,

N |
in a form such as a dialogue journ Perhaps as stude
do this they can gain some of the ben its ascribed to

writing by Falkins.(1986): "Writing allows us to turn, the -

chaos ¢1h r lives) into something beautiful to frame

-

‘selected moments in our lives, to uncover a d to celebrate
i .

'165), in such writing, is theirﬁvery literacy, ehich depends
_on their willingness to see something beautiful i
themselves - to see themselves not as failuresbug\as

writers and readers.

Something is in it for us -teachers too, in functional

writing”activities such as shared dialogue‘journals}
4

’us, this is a chance to look beyond the children's errors to

their strengths, a chancefto see that" children s nu.sta;éée'c
"provide opportunities for insights 1nto the kinds of

sophisticated deciSions children are capable of making"
(Newman, 1985, p. 8l). Goodman (1986) notes that students
who have trouble in reading and writing "often show progress \

in. revaluing themselves as writers before they do as

S

readers" (p. 5%). In subsequent.comments about journal

I



\ 185

writing, Goodman emphasizes the importanco, inﬂthis

revaluing, of our recognizing the students .st}engths:f

' They start keeping journals and the entries
get longer and longer....And their writing
goes through the same remarkable rapi
development that younger writers show,
provided the teacher is there...to support
and cheer them on and hot wipe out theix first
efforts and early enthusiasm with re-penciled
sarcasm....If the writing continues, the: rest
will follow. If it @oesn't there won't be
anything to spell or‘punctuate (p. 58). \

>§3blq

Although the present students did not- show the rema

" development mentioned by Goodman, their consistent’

} monitoring of their own and their tutors' writing is some-
evidence that the "rest" indeediwould follow if the journals

were continued over a longer period of';ime.



CHAPTER ‘5

SUMMARY, CONCLUSIONS, AND IMPLICATIONS OF THE STUDY

. ‘The ultimate irony is that the brain's comnstant . &
. propensity to learn may in fact defeat learning;.
‘ the brain can learn that particular things are St
not worth Yearning or are unlikely to be learned .-
(Smith, 1983, p. 106).

zr

o

}

Summary of\the Study

uJournal'writing has been usEd increasingly'in schools
"to extend the amount and variety of writing studentsvdo.
Its power lies particularly in‘tne facts that it is
Self-sponsored writing and is viewedq‘even by stndents, as
first-draft writing. Thus, students draw on their own'.
knowledge of the world to explore both familiar and new
material, and tney use conventions of writing without the
anxiety that often accompanies school writing.

While the usefulness of dialogue journal writing in
mobilizing students’ Iangpage resources for learning has
“been observed in regular classrooms; it has not been
k'exploited in work with problem readersiand'writers. Yet
i»these students especially ‘need to experience written\
language in a purposefq& and natural framework The present

study was intended to explore ways of productlvely u51ng

journal writing with problem readers, in particular,
' e

Y

*
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" done during the entire period of tutoring
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students who went‘for tutoring only once a week, dutside a
reguiarlclassroom. ‘ y

The’study was'carried out in the Reading and Language
Center of the University of Alberta, within the framework of .
a graduate course in clinical reading, in which a

requirement is~to work for ten sessions with a clienuywho

has been referred because of reading or writing problems.

'From th& graduateﬂclass, three tutors were selected, who

were interested in using writing in their tutoring,‘ang

[

whose clients were at a mid-elementary level. Permission

was obtained from the‘tutors, their students, and the

students' parents to observe each. tutoring+session and -

record it, as well as to copy the dialogue journal writing

Both the tutors and their’ students seemed at ease with

the intrusion of a researcher and a small tape recorder, and

xthey indicated that they did not feel inclined to censor’

their dialogue Yournal writing because it was to be read by
éhe researcher. They understood that it would be

confidential though it would be discussed and. quoted

‘anonymously in the writeup of the study

At the end of the study, each tutor and each student -
was interviewed. The interviews were transcribed,ﬁas were
the parts of the weekly tutoring tapes dealing with dialogue

journal writing. 'The interviews provided a validity check

on the interpretations of the dialogue journal writing
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sessions and the descriptions of the dialogue journal texks,

'£n additicn, a continuing check on yaliditx was achieved
thropgh the-course instructor, who worked cloeely‘with each
of the tutors, and.whodread and qomnented on all ' of the
interpretations. , ' Ve

T:anscripts were’ read and reread, and exten?ive |
notemaking was used to identify aspects\of tutor and student
behavior that_appeafed critical. to, the egfectivenees of the
dialogue journal writing. The journal texts-were exanmined
3s uell‘ Through qualitative analysis, a ‘number of

{

dimensions of content and form of theg journal texts were

identified, as indicated belcw.

~ Content
subjects written about;

"amount of writing;
continuity:; . .
language functions - \\

2

S * o

organizational features;

sentences, .

vocabulary and usage, S
rhetorical devices, . :
mechanics. . .

FB§ the purposes‘ct analygis and discussion,'each of these~
dimensions was defined by specific descriptive categories}
these to? wexe derived from(the qualitative analysis of the
journal teth. o o , ‘a
Thf journal text of each writer was analysed separately

for entries and for responses. Entries were numbered

consecutively for the entire journal writing period;

-

S
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responses were as_yell. Entries and responses were
categorized, for each dimension, and tallied by weekly

writing ihtervals, according to the number of entries and

. responses containing instances of each category. For

example, fbr "subjects written about", tallies were made for

each weék of text, showing the number of entries and the

N

-number of resﬁonses that contained references to each of the

four subject gatggories that had Peen identified: home,
school, world {tfaifs, and tutoring; tallies were also made
of the nu@ber of entries in which more ‘than one of these
subjects was mentianed. To expedite the summarizing of
weekly tallieg, they were grouped sep;rately for the first

, N

and last five tutoring sessions, and the groﬁped tallies

-were converted to percentages (e.g. percent of early entries

o~

.containing reférences to the topic "school"; percent of late

entries in which a topic was resurrected; percent of late
responses containindwéimple sentences) .
On the basis of the analyses of transcripts and journal

texts, comparisons were made of the patterns of approach to

dialogue‘gournal writing by the three tutors and three

‘students, and of their actual writing. These results were

discussed in the theoretical framework provided by the
writings of James Britton and Frank Smith, as well as other
researchers whé have focused on the importance of children's

having many opbortunitieg to use written language for



exploringytheir ideas in contexts that are familiar and
"nv7interésting’to{them;,' o

h3

Major Conclusions and.Implications.of the;§tudv
- . . 4“ R . . . - \‘ -

b

) : _ .
Since xhis study was exploratory, its results are not - A

;expected to bé‘broadly generalizable. I have taken this‘,
- into accpunt in discussing the data, and I offer these
_conclusions as pivots for further study and reflection.lw
N ' Perhaps the most important outcome of’ the study is: 1t;; t‘
\U reinforcement of}the importance,,to language learning, of aiﬁ
tf familiar social context in which a student feels relatively
at ease. The enthusiasm, consistency, and success wrth ’
fe. which the students participated in. the dialogue journal

\\\\\

‘freed them t\\\se\their experiences as a ba51s for genuine

I.a'_ ”

‘~_exploration of ideas.\\The comfortabie Situation seemed to
"fgencourage the students to- focus on the meaning of their -

Il

vlanguagekproduction wi thout undue concern about its
transcript&bn. Their ability to produce meaningful t%xt to .
;':a greater extent than might be expected of probﬁem‘readers
and writers seems to validate Smith's (1983) not on £o
sensitivity as a condition of learning, when not xpecting
fg\'~to fail the students seemed able to perform rela vely

effectivel{%(
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This‘outcomefsuggests'that in‘classrooms and}eSpeciallyf
. in cliniecal- settings, students' knowledge will be more

available to- them if thewywrite for purposes that are

familiar to them'as situations in which written language is
L »

~used pialogue Journals, along w1th letters, notes, memos,

-

‘and other interactive writing are . examples of such

~”s:.tuations.‘ But the dialogue has to be genuine. If a tutor -
| responds 1nhan evaluative way, & student may not benefit |
from the dlalogue gourral writing, for the most crucial -
element in a student's growth as a. writer is a reader who,

rather than asseSSing how the student writes, "will take up

thegdial gue oﬁ his 1deas" (Martin, 1983, p. '157). As Hunt:

J

_(1987) further points out it is a reader s response, such

- as an exclamation of understanding or an admission of fear,

.that shows a writer the impact of his writing, not an

analytic response about writing technique. Hunt suggests,}
1tha///s\long as our model of the writing situation ' s
empha51zes technique and form, or writing skills for their 1// '
" own sake,vwe create "a 51tuation in which any student' /

\ng can never be more than an artificial example of

a

text" (p. 231) i He describes the contrast this way

'If however - and only if - we can begin

‘creating situaﬁions in which students'’ writing

serves the real purposes of writers and readers, .

we ¢an respond ‘to students' writing as though-it - |
- were real, as though we were its’'readers serving

our own purposes. It will be real. We will.

be its readers. We won't have to pretend, to.

1magine how it wight be for someone.to read it o
“in a real sxtuation"'(p 231) . R Ly

~N
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~—talogue journal writing can bk real, if it is‘treated\as .

i B

real’communication by both'tutor.andistudentyi |
| ‘closely related‘to the facilitative sSé?:l nature of

' the dialogue journal are two other factors that seemed
important in this study. the sharing of respon51bility for
the dialogue journals, and the clarity of purposes for the 1 o
journals, When students shared-debision making about the |
journal writing) and knew what was expected their o J?ﬁﬂ i?f

- = b

involvement was reflected in heightened 1nitiative and

- 1ncreased self confidence both in the journal writing and

+in the tutoring generally The students spontaneously ;

offered suggestions about . procedures, for examplep and they (.
<« R
wrote regularly, independently They sometimes evaluated

their work stating directly, in therf writing, whether they
felt satisfied with thern)progress in school. They even
offered advice to their tutors, either about a particular
piece of writing or about some real~ life situation they had
d}scussed in their dmtlogue journals.' This confidence and
optimism likely stemmed from the students' implic1t
recognition that their. dialogue was real that they were
“taking part in a meaning-making activity with their tutors:
» - "an actiwe exchange from which meanings emerge and are seen‘
© to emerge" (Berthoff, 198&, p. 122) .
These observations support the notion that students
benefit by having responsxbility for many aspects of their
writing, including the establishment of purposes for

4_\!
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"-writingl This suggests,'for the‘teachér, the role of a"‘

" consultant, or perhaps an editor, who assists 8students with
vdecisions about writing purposes, formats, and procedures,
but does not prescribe them in specific terms. While this '
requires a. comprehen51ve vision of learning goals,‘and a
close understanding of indigidual student strengths and
backgrounds, the payoff is that students' involvement in the
ﬂplanning and ewaluation of their writingﬁds likely. to
increase the degree of their engagement in the writing ‘
| itself, leading themrto want to write and do the best they
"can to create meaningful text. ‘

At the same time as the study affirms the desirability
'&Bf an emphaSis on meaning, it also indicates that form is
important to students when they write for purposes to which
thew are committed. The students in the present,study used
_their tutors not only%as convérsationalwpartners in‘writing,
J.but also as coaches in the writing; and, as in many |
coach-nov1ce relationships, the students seemed free to
‘raise problems and ask for help. In turn, the tutors
encouraged, helped, and praised the students, and showed
them how to write in the journals, by doing so -themselves
and expecting the students to do so. As a result the
students adopted some of the patterns of writing and format
whichfthey saw in their teachers' texts. 1In addition, the
students spontaneously‘demonstrated knowledge about various

’aspects of ]language, knowledge that was not previously
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apparent in so-called structured learning settings. For
example, Frank'predicted unfamiliar words in a text and n
identified particular‘wdtd patterns;'and Allison sometimes.
used an obvioudsly new type of expression or.language
structure,fapparently uncbncerned‘that-it.might come out
somewhat awkwardly in her'writing.ﬂ ‘  \ . |

R These observations® again have 1mplications for the\
teacher's role. While the notion of teacher as a consultant
indicates'the teacher's ultimate responsibility for the
effectiveness of\students' learning experiences, the image
"iof a coach suggests that on a moment ~to-moment basis, the
teacher functions more like an equal in the writing |
enterpriSe‘with students. The teacher indeed becomes a
fsenior pértner, as suggested bnymith»(1984a) in his
discussion,of literacy‘development in terms of childrenfs‘
being made janior members of the.literacy clﬁy; ‘And, in the
-framemork,ofuthe partnership,,the relationship of teacher to
students is a‘collaborativeione,‘not so much a hierarchical;
- one in whicﬁ‘the teacher instructs the students through
pre-planned and carefully controlled lessons. AW1th-help-
from a trusted adult partner, students can correct some of

their errors themselves, ‘as they recognize ‘and try out -

various conventions of writing that suit their ends. In the

course of writing, evaluation can be a part of helplng,

rather than being entirely a bureaucratior function.
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Finally, this study reminds us that a dialogue journal
can provide .an extensive~sample of a student's natural
writing, spontaneous writing done when the student is not

»

under @ressure of evaluation. "The usefulness of such a

O

writing sample in béth the journal writing and the\\utoring
" generally was reflected in comments made by the tutors in "

\

their interv1ews, and it also became obvious through the
analysis of ‘the journal texts - It is likely that dialogue f
journals can. be useful, to classroom teachers too as a
source of,informationgand insights about their students.
i'The journals can help teachers understand the social
Acontexts for the studentsi‘out-of-school'learning, and the
- particular language strengths and iddosyncrasies of
- individual students.. )
While these outcomes seem'to offer_several general
'guide ines for'using dialogue journal wri;ing to help

chillren discover the connection of reading and writing. to

own language, the degree to which this occurs clearly

depe ds on the. authenticity of the dialogue. lpteractive_
writing is truly a social situation only if both tutor'and
student view it as real dialogue and.respond genuinely to
© what each other says. Even- if procedures are clear, and are
e tablished jointly by a tutor and a student the" dialoguev
riting can become just a language arts exercise, an
activity "tagged on" to- other school work. The procedures

are only as powerful as one's belief that real dialogue is
> -
@ 3
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“ﬂﬁosSible between a student and a tutior. Moreover, different

lpf@cedures‘may be‘more effective for different students and

tﬁtors, depending on their purpeses.

!/ +

Implications for Research

]

In addition to noting severai implications for teaching

‘ that.have arisen from the present ' study, it is possible‘to

investigating specific aspects of dialogue journal writing.
-
Some of the follOwing suggestions for research may be N

proﬁgtably cOnsidered together,'though they are listed,

-- somewhat arbitrarily, .as separate items:

'l.i Investigate the use of dialogue Journal writing in a
‘more intensive way; usind one journal, not two separate 5
ones, and'exchanging journals more often,fhan once a week:;

2. Investigate their-use over‘an exte&ded period‘of time,

i

usingmpne journalaand exchanging only once a week;

;fé, .3nvestigate the intentional and systematic use. of

LTy
-".ea

n,modeling, in a dialogue jburnal, as a:means of helping

students with writing conventions th&t ogcur in their
journal texts, |

'4. Investigate the use of focused dialogue journals used
specifically as learning logs, ‘in which studgnts write daily
about their progress and problems with particular reading .
and writing events, includfhg their feelings about these

.1earning events - i.e. 1earning to;read and write by

\ ’ »

« -
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systematically writing about, and receiving written feedback
on, . one's reading and writing,

5. Investigate the use of classmates as'dialogue writing
partners for students, or the use of others in the community
who, as writing partners,lmay facilitate -the students'
'efforts to frelate their school,experiences to other’ aspects"

of their lives. E .

Final Word - j

This study is a reminder that even students who have

©

‘ been identified as problem readers and writers have
extensive language knowl:dge and considerable competence,
which become apparent when the students write in functional
settings. This reaffirms the need for us. to.continually and

. pers1stent1y scrutlnize our educational decision making, so
as to acknowledge two things: first, students' .strengths,
and second, the importance of studentsl'social |
relationships, in educational contexts, to their. learning
Through interactive writing with students,'we have -
opportunities tobdi5cover many of their strengths,;and to“

’ reflect these.to the5students. We have_opportunities to see
theistudents"learning experiences from the individual:

_students' perspectives, at least to some extent. |

Gaining the students' perspectives is critical to the
students' literacy, for . it affects our very notions of what

it takes for our students individually to become literate.
o . ] s

.
v
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For students such as the ohes‘in the present:study,-becomihg

literate is cohing to see?themselves'as capable peopl: -

learners,.notgfailures in our society; As Malicky (1985)
states, in referring to recent research on literacy

development, "Rather than, learning how to read and write,
i 4

literacy‘development Ais more an act of 'becoming someone' in
our literate culture....The context of learning needs to

receive;at least as much attention as methods and materials"

(p. 137-138).

-

“  pialogue journal. writing is one strategy that'can’helﬁ

v . R (
a tutor to take students'and their experiences into -aecount.

. ‘ "

§‘1Whether students focus on their own liveix and use dialogupe .

1;1
) t-yz

writin&*to shape their thoughts about their experiances, or

1\ focus on schovl subjects, and use the journal writing to |
reflect on other people s ideas, as suggested by Fulw1ler

- (1980), the dialogue journal writing can serve as a means of
reiating personal experiences,and persohal language to
school learning. A tutor, as a senior partner in‘learnihg,

- can help the students to see beyond the written words to the
.context in which the words; are used to read -the world along

with the words, as Friere (1983, 1985) 'suggests is essential

" for literacy.
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. Tally Sheet for Content

Entries
Responses

—

Y
Dimension b .atogorlon

Week | .. ..‘Voek See

A )
Total

Notes

Sub jects*
Scehoo

—
&

World Affa

Tutoring

More than one

Lang. Functions*
Rep. genl, aqts

Rep. pecs. facts

Rep. opinions

Maintaining dial.

Explaining

Request. info./actn.

Exploring/retlecting

to ques;/conlont

Resp.

Acknowledging

Modeling

Caorrecting

L -

7

}J)

More than one

‘Amount

Total T-units

Ave. T/entry

Total words

. Ave. wds./entry
1]

«

Ave. wda./T-unit

f-nqe {wds.)

Continuity®
Con. for ; entries

Con. more than 2

Topic cesucrected

xwuy in resp. to partner

1

‘Tallies o’

_*‘Tallies continue on a second sheet tor weeks 6 10.

entries and responses that cdhtaxn particulag lte-s.
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R , Suﬁnnty Sheet for Content * Entries
v Responses
Name!
Dimensions & ] f.ate Wéeks®
Cateqories 7
No.** Pecrcent Notes

Subjects*
- Schoo

oy

1)

=3
' 7™ .

Home

World Aftairs

Tutocing

.
More than one
L)

Lang. Functions*
Rep. genl. tacts

Rep. pers. facts
>

Rep. opinions

Maintaining dial.

Explaining

‘ R
Request. info./actn.

Exploring/retldécting

.

Resp. to ques./comment | %

Acknowledging

Modeling

Correcting \

o

More than one

Amount

Total -T-units

Ave, T/entry

Total words

<

Ave., wds./entcy

Ave. wds,./T-unit

R,‘;ge {wds.)

Continuity*
Con. for 5 entcies -

Con, motre than 2

Topic resurrected

Con. in resp..to partner

*Barly:

2

ficst five weeks;

late:

last five weeks of journal wciting.
**Total nuambers of entries or cesponsés tallied in each category.
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o Tally Sheet tor Organization & Expression Entries
Responges
Name: ’ . ) L
Dimension & Categoriex wWeek | ...... Week 5** Total | Notes
bentences
Slmpls - . ’ 3
& umpound ' ~
L

Complex : &

Comp.-Compl.

More than one

VOcabular% ) \
Abstract/figurative

connotative terms

¥

Slang or jargon

More than one

Rhet. Devices
Emphasis

Interactnl. features ) .

More than ‘one

Orq. Peatures . .
Leads/Conclusions

Transitions

Indenting

Dates

More than one

: - s g
*Tallies of entries and responses that contain particular items.
**Tallies for weeks 6-10 recorded on a second sheet. N



Summary Sheet for Organization & Expression ‘Entries

Name: .

-

. Responses

Dimensions &

EarlY Weokn® Late Weeks*

Cateqouries

No.**

Percent No.** Percent Notes

sentences
Simple

Compound

Complex

o

Comp.~Compl.

More than one

Vocabular
Abstract/figurative/

tonnotative terms

Slang or jargon

-

B

More than one

Rhet. Devices
Emphasis

Interactnl. features

More than one

Org. Peatures
Ceads/Conclusions

Transitions

Indenting

‘Dates

More than one

*EBarly: first five weeks; late:
**Total numbers of entries or responses tallied in each category’

last five weeks of jourpal wrjiting.

.
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Name: -

) Tally"Shéet for Mechanics

,—-\;>.

v

Entcies
Responses

Dimension & Categoried

Hee. 1

seeeoss Week s+*| Total

Note§

Sentence . Structure
.Over V correct i

50%-75%

"Undec 50%

Punctuatnon o
Over 5% b

‘Inder - 50%

v

.

. Capitalization
Ov 5%
Ovec 75 ]

- L)

504-75%

Under "SO0M

Spellirg
ver: 75%

508-75%

iinder . 50%

word errors

Unreadable wacrds
e .

. *Good* errors

‘Mon{toring.‘

More than' twice

Once o twice

.'NPne

A

. Appearance . .
-Letter size consiste

nt

~Spacing consistent
between words,; lines

Non-print features

» ‘complementacy .. ,

_Non-pzxnt Eaatures
dxstract nq

S

T

'Tallxas based on entrlea and. responses (no. of entries or tesponses Eallxng

in.each cateqory. or contaxnxng A partxcular xteu).

v

“‘Tallxes Eor ueeks 6-10 recorded on a second sheet.

A >
LA

v

3.
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Name:,

Entries | 219

Responsdes

Dimensions & -

Categories

Late wWeeks*

.

No.‘;

Peccent

Sentence Sttucture

‘ QOver 75% correct

50%-75%

"Under 50%

Punctuation
Ovec 7T5%-

50%-75%

T

Undec: 50%

Capitalization
Over .75%

50%-75%

Undet SO\,

Spelling
Over 1)

© 50%-75% -

Under 50%

Word errors

Unceadable words

*Good* ercors

Moce than twice

Once oc twice

-None

etter -size consistent

Spacing. consistent
between.words, lines-

‘Non-print featuces
comp lementacy .

Non-pcint featuces
distracting

N .Egrl{:' first five weeks; late:
**Total numbers of entri

P

%
v

last,crﬁe'voeks of " journal writing.

es or responses tallied irf each categocy.
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h ' Tablg 3. Subjects Written About in Early.
and Late Entries and Responses

Subjects ‘Allison Joan Frank’ Pat ’ Tim Phil ) ‘
: ) . .
(Entries) Early-Late Early-Late Early-Late Early-Late Early-Late Barly%Lage
School 443-69%*  651-72% 26%-21¢% 324-28% ° B3%-50% 16%-61%
Home L ‘ 70~-50 73-67 61-63 32-44 10088 71-36
Tatoting 7-13 35-44 35-17 24-40 50-12 ° 29-21
& ‘ .

World Affairs| 7-0 31-¢ 0-0 . 0-0 0-0 0-0 .

More than one| - 33-31 81-67 17-0 0-16 100-38 +  71-18

(Responsés)

Schaol 25-33 39-80  © 8-25 33-50 '0-0 . 33-33
Home . 45-56 64-47 42-40° 17-25 318-0 " 67-58 '
Tutoring 10-17 14-7  58-35 50-38 §3-0 13-9
World Affaics 20-6 7-0 0-0 0-0- 0-0 0-0
. 'w:ﬁ.‘ui\l -
. B “ ¢ B j 3" R -
More than one| 20-11 }25-33 ‘ 8-0 0-13 . 0-0 ﬁﬁf: .

*Percentages based on entries and responses -~ i.e. percent of early and late
entries and responses in which each subject is -entioned. (Early-late:
. Eirst and last five weeks of journal writing.)



K

Amount of Writing in Early

Table 4.
¥ and Late Entries and Responhses .
p) ] .
Amount Allisan Joan Frank .Pat. . Tim Phil
Categories S .
LR B \ ] , N
- (Bntries) 2 ‘&,-Late' Barly-Late Early-Late Early-Late Early-Late-Early-Late
. Sl . o )
t‘ 3 . N - f
Total T-units, | 171‘197 482-302 37-32 -97~-121 - 25-58 - 217-168
1 ‘ \
Ave. T/entry - 6.3-6,7 18.5-16.8 1.6-1.3 3.9-4.8 4.,2-2,2 7.8~-6
Total words 1409-928 5810-3221 199-194 991-1201 194-446 2006~1491
- ’ ) , ) PRy )
Ave.vdd./enc?y 52.2-58 223.5-178.9 8.6-8.1 39.6-48 32.3-17.2 71.6-53.3
‘Ave.wdsgléf&hib 8.2-8.7; *12.1-10.7 5.,4-6.1 10.6-9.9 7.8-7.7 9.2-8.9
Range (wds.) | 12 22 148 77 T 19 21 10 8 26 17
: to - to” to - to to - to to ~ to to - to to - to
155 137 305 294 18 21 65 112 57 33 157 159
(Responses)
Total T-units 37-30 116-51 23-36 17-16 14-0 19-31
" Ave. T/response| 1.9-1.7 4.1-3.4  1.9-1.8  2.8-2  1.8-0 3.2-2.6
) . . =3 : . .
Total words 333-~267 ,1181-537 ~18-154 181-132 103-0 f 150~203
v
Ave.wilis /responsd 16.7-14.8 42.2—§S.B 6.5-7.7 30.2-16.5 12.6-0 25~-16.9
Ave .wds./T-unit 9-8.9 10;2-10.5 3.4-4.3 10.7-8.3 7.4-0° 7.9-6.6
Range (wds.) 6 6. 16 19 1 1 16 6 2 } 7 5
’ to - to td - to to - to to - to to' - 0 to - to
. 313 38\\ 122 76 18 28 66 ) 51 26 68 41

*Early: ficst Eive Qeeks of journal\writing.
Late: last five weeks.
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Table S. Languigi Fuhcgiohl Evident in:
Eat an ate Entries and Responses
[

CLanguage
Functions

Allisbni

"Joan

Frank

Philt '

(Eniries)

Early-Late Barly-lLate Early-Late EBarly-Late E‘rly-late Early~Late

3

Rep.genl.facts| 1008-100% _ 100-100 65-71 92-80  100-100  100-100
Rep.pers.facts|  63-56 77-94 13-113 52-64 ‘.o-o 46-54
Rep. opinions '33-59 81-67 9-4 20-12 0-23 29-32
Maintaining dial. ;-13 31-61 17-0 12-40- ,  0-0 21-18
sxp1gining 11-6 19-6 0-0 0-0 .+ = 0-0 18-4
Requeak.info/act;. 0-0 69~28 13-13 64-84 0-0 21-1;
Exploring/reflect 11-6 77-12 0-0 4-0 io;g la—xa
Responding 18-88 S4-56 17-17 12-8 0-0 0-0
Acknowledging 0-0 23-44 0-0 8-24 0-0 14:lé
Mode ling 0-0 12-44 0-0 0-0 0-0 -4
Correcting R 0-~0 0:0 0-0 0-0 0-0 0-0
More than _one 70-88 100~100 35—215\ 92-96 0-25 86-71v
(Responses) )
Rep.genl.facts|  15-17* J1-1 8-0 . 50-0 25-0 17-33
Rep.per;:facts 35-33 16-73 (3'é—5 50-25 13-0 0-17
Rep. opinions Lo-11 25-7 Zb—o 17-0 38-0 1759
Maintaining 10-17 21-13 42-10 17-25 0<0 17-0
Explaining ‘0;6' 0=0 ‘0-0 0-0 0-0 6;0
Redues;ing 0-17 39f67 , 17-0 67-75 0-0 67-92
axplqring/cetleét 15-22 'sxFﬁo 00 17-13 13-0 0-9

. g ‘ -
Responding 40-33 111 75-95 17-0 25-0 0-0
Acknowledginq 20-17 2?-40 0-5 17-13 . 0-0 11-0

~ Modeling 1016 57-87 0-0 0-¢ 0-0 0-0 _
Correcting . '0-0 0-0 8-5 0-0 -0 0-0
More ‘than one 45-67 75-100 . 42-10 84-25 13-0 17-42

o

*Percent of entries and responses in vhlch ‘each language function was app.ront.

(Eatlx-Late: first and last five weeks of journal wtltlnq-)
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Table 6. ‘COntinuitg of Subjects Written About
n_Early and Late Entries

Cateqorieé Allison Joan . Frank Pat Tim phil

of Continuity

Pl

Early—-Late EBarly-Late Barly-LaEeiEarleraze Early-Late garly-Late’

Con, for 2 s . .

entries 158~6 * 0~39 - 9-13 4-4 0-4 18~21
e —————————————— .

Con, more than 2 0-0 0-6 0-4 0-0 . 0-0 4-4
B . —a——

Topic : T
resurcected 11—38‘, ' 50-50 17-8 28-44 0-0 32-29 .

Con.’ in response . ) . .
to parctner . 26-88 54-67 26-17 12-18 0-0 0-0

*Percent of entries falling in each category.

v

Table 7. Organizational Features of
. " Early. and Late Entries

Allison Jonn - Prank Pat . - Tim Phil
Orqanizational% S .
Featuces  learly-Late Birly;Lateanrly-Late Early;Late Early-Late Eariy-Late
- ~
[+}
‘ Leads, ’ R : . LT ,
conclusions 853-88v* 100-100 0~-0 84-100 0-0 ' 82-100
. N ‘ . \
\ . < °
Transitions 67-69 84-100 0-0 5-20 100-65 T 21-57
- Indenting ©15-69  100-100 78-67 .100-10Q 0-0 . 64-19
Datbs- - 100-100 100-100- 100~100 100~100 100-100 100-190
More ‘than one 89-94 100-100 78-67 . 100-100 100-65 100-100

"Percent of entries containing pacticular features. E
(Early~-late: first and last five veekg of journal writing. )

x

224"



o

Table 8. Types of Sentences Appearing in
EarIy and Late Entries and Responses

225

Sentences

G

Allison Joan' Prank Pat: Phil
(Entries) Barly-Late Early-Late Early-Laté Early-Late Early-Late RBarly-Late
Simple 964-94%* 96-1Q0 / 100-100 95-100 S0-41 100-100
Compound 59-50 88-100 0-0 5-26 §7-19 71-57
Complex 56-36 100-83 0-0 26-39 17-8 46-32
Comp.-Compl.” | = 26-19 65-39 0-0 5-10 0-0 4-7
\ H
Mord than one 89-88 100-100 0-0 32-65 33-4 82-71
‘ ) : AW
(Responses)
Simple 85-67 89-73 100-95 '53-39 88-0 100-100
Compound 20-17 19-13 0-5 17-0 '25-0 17-0
Complex 20-22 64-80 0-14 50~10 0-0 17-0
Comp. -Compl. 0-6 19-0 0-0 0-0 0-0 0-0
L] /‘ ) T
" More than one 25-17 57-67 b-14 50-0 T 130 17-0

*Percent of entries and responses containing particular types of senténces.

(Barly-late:

tirst and last five weeks of journal writing.)

i 1
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Table 9. Types of Vocabulary Appearing in Early
.and Late Entries and Responses j

‘Vocabulacy

;Y Jpan Frank Pat Tim : Phil

Alliso

(Entries) Early-Late Early-Late éirly-Laté Early-Late Early-Late Early-Late
) O
TN
Abstract/ ~ .- - . '
figurative/ 74%-88%" 100~100 jo-21 84-90 17-35 100-100 -
connotative - . .
tecms N
~ . X . :

30-19 42-39 0-0 0-0 0-0 ©57-32

Moce than one 26-19 42-39 0-0 0-0 . 0-0 36-7
[}
{Responses)
Abstract/. \ ' .
figurative/ 70-72* 96~87 - 45-53 100-33 75-0 33-67
connotative :
terms
- . .

Slang or ' ‘o v
jargon 10-17 1-17 0-5 0-0 0-0 ‘17-8
More than one S-11 . 7-0 0-0 0-0 0-0 -+ 0-0

*percent of entries and responses containing particular types ot;vocabhlsry.

/
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Table 10. Rhetorical Devices Appearing in
. Early and Late Entries and Responses
Rhetorical Joan Tim Phil

Devices

Allison Frink

Pat |

(Entries)

E;rly-Late ESrly-Uate Early-Late Earlj—Late Early-Late Early-Late

Emphasis.

33v-190* 73-67 - 0-0 21-45 0-4 46;46
Interaction ) . :
features 48-44 .100-100 30-4 89-90 0-0 16-12
) : Py
- (Responses) B «(/
A
Emphasis 30-+39 39-33° . 9-0 33-11 " oxo 17-50
; .
. .-
In action \
eatdres 25-61 100-100 45-~5 100-100 ‘' 0-0 50-83
'Percg' of entries and responses in whfcﬁ particylar rhetorical devices
appearéd. T :

.(Early-late:

,

first and last five weeks oijournal writing.)



performance Levels for Mechanics of

Table 11. .
I wrhlng in EM’I! and Late Entries 228
Purtormance -Allison Frank Tim
categories Early-Late Barly-Late Early~Late -
= T
. Sentence Structure :
Over A\ correct ?9\-69\' 100-100 50-81
G
S0V - 75% 11-31 0-0 0-8 -
T . s.
Undec 50\{' 0-0 0-0 . 50-11
punctuation * ', , )
vec 59-38 56~135 33-11
——————
508-75% 19-62 11-3 - 17-19
e S ———
Under SO0% 22-0 33-62 50-70_
Capitalization
Over 75% 63-75 56-59 17-4
—e .
50%-75% 37-25 27-24 66-58
———
Under 50% 0-0 17-17 .4 17-38
S ;llin .
Over 758 ¢ 100-100 39-35 83-70(\
)
—_—e 2
50%8-75% 0~0 50-52 17-30
———
Under 50% - 0-0 11-13 0-0
Y .
Any word errocrs 15-38 39-28 50-3%
k)
Y -
Any unreadable words 7-13 22-10 0-0
1Y
Any "good® ercors 100-100 . 67-69 83-92
Monitoring \B P .
More than twice 63-56 0-7 { 67-92
— . .
S
Once or twice 26-31 89-62 33-4
— e i
None 11-13 11-31 0-4 »
. - [
Appearance ’
etter size consistent 93-88 100-96 . 33-42
. * r : .
Spaakng consistent . . -
betveen words, lines 100-100 100-86 83-100
' -
Non-print features Margins; happy bozxes Margins;
cosplementary face sign. around double
i dates spacing

Non-print features
distracting .

vavy lines
around dates;
often no
macgins

} .
*Percent of entrjes falling in particular categocies.
(Barly-late: f£jicgt and last five veeks of journal writing.)
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Table 12. Performance Levels for Mechanics of 229
———— an esponses
Parformance @ Allison k Frank Tim O
4 N . \
Categories Early-Late BarlyrLate . Early-Late

" Sentence Structuce |

Gver TS\ coctrect 95%-948% A 100-95 100-0 :
508-75% . 0-0 0-0 ' 0-0
Undet 50% . 5-6 0-5 . 0-0
,'Punatuatlon . -~
Over T5% 60-67 9-29 13-0
, ‘ ‘ u
504-75% . 30-22 : 27-5 37-0
. . ) -
Under 50% 10-11 . ‘ 64266 . §0-0

Capitalization

Over 75% ' 70-72 ) 55-62 . . 50-0
50%-75% 30-22 : 18-19 37-0
Under 50% 0-6 : 27-19° - 13-0
Spellin .
Over 75% o8 90-78 T, 55-52 ' 63-0
T . » .
S0%-75% ' 10-22 o 36-43 17-0
Under 50% 0-0 -  9-5 : 0-0
Any word ercocs C 15-0 : o 45-19 0-0
; . - . .
- . . ' . <2
Any unreadable words 0-0 . 0=-0 0-0
‘Any "good" errors . 70-83%* . 82=~57** 62-0
Monitoring - . .
More than twice 6 10-6 : 0-5 50-0
Once or twice 45-38 45-43 o 13-0
None . 45-56 T s5-52 37-0

.

A arance
Letter size consistent 100-100 100~-100 25-0

Spacing consistent . “
between words, lines © 100-100 ’ 100-100 63-0

Non-print [eatures B . . ‘
complementary . yes o yes yos :

Non-print features . . . o
distracting =~ | —a--- C ieme s

A
*percent of responses falling in particular categories.

**Some responses contained no errors of any kind. Thus, the percentages do

not fully reflect the high level of performance. Likewise, there was often

no nced to monitor, so the monitoring 'pogccnts are lov. ‘
. ) 15
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