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Abstract
This thesis aims to address the need for a fine-grained, linguistically-principled model for
describing voice and its development in specialised academic writing contexts. The study
develops and evaluates a model for analysing the voices and identities students need to
perform in the domain of pedagogical stylistics. The new theory is predominantly informed
by Systemic Functional Linguistics (SFL), and models voice as genre and the interpersonal
systems of Appraisal and Involvement. Appraisal, the principal analytical tool, maps the
resources associated with the construction of an effective voice, namely those that express the
writer’s views on the subject matter (Attitude), adjust their commitment to those views
(Graduation), and more authoritatively and/or persuasively align the imagined reader to the
argument being made (Engagement). Involvement features, such as technical terms and
grammatical metaphor, enable the writer to bond with the imagined reader by projecting their
reciprocal identities and shared affiliations and interests.
The new model offers two particular advances in relation to existing linguistic and theoretical
approaches to voice in academic writing. Firstly, a more balanced theorisation of voice
enables the analyst to show how the writer’s interpersonal choices enact and/or create an
impression of her/his individuality, as well as of her/his social identities. From an
intersubjective perspective, the combined lenses of Appraisal and Involvement provide
additional insights into the overt and covert ways in which the assumed reader is aligned to
the writer’s argument and the actual reader is invited to comply with this reading position.
Thirdly, extensions of the Attitude and Engagement systems within Appraisal have been
developed to account for discipline- and topic-specific characteristics of the data, and these
are incorporated into the model.
The primary data were the literary stylistic analysis arguments of ten international non-native
speaker (NNS) undergraduates enrolled in a subject that adopted a stylistics-based approach
to English for Academic Purposes (EAP) instruction. The study employed a discourse
analytic, case study methodology. In-depth, stage-by-stage analysis of a high-graded
argument made it possible to relate variations in linguistic choices to modulations of the
iii

writer’s voice and rhetorical positioning of the assumed reader, and corresponding shifts in
their projected identities and bonds. Comparative analyses of nine lower-graded arguments
and a small corpus of the case study participant’s writing across two genres respectively
provided a description of an effective voice in the domain of pedagogical stylistics, and
evidence of the writer’s unique voice traits. Lastly, evaluation of the model was informed by
interrogation of the analytical process and its outcomes, and specifically of the extended
Appraisal framework.
Although exploratory, the study makes an original contribution to research on voice in
academic discourse by its innovative theorisation of voice and detailed deconstruction of
voices privileged in a specific text, genre and discipline. The study has theoretical
implications for linguists interested in modelling voice, particularly through Appraisal theory,
in stylistics and related domains. Finally, it offers EAP teachers insights and tools for helping
students to fashion voices that conform to disciplinary conventions but also express their
individuality.
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Chapter one
Outlining the thesis
1.1 Introduction
The concept of ‘voice’ in written discourse has multiple and complex meanings. Simply
defined, it is used in this thesis to denote the linguistic means by which the writer establishes
her/his presence in a text and their relationship with the audience. The thesis starts from the
premise that language educators need a well-theorised, flexible model to describe voice and
its development in written academic discourse if they are to teach non-native speaker (NNS)
undergraduates to construct effective voices in their discipline- and genre-specific writing.
The central project of this study is to design and evaluate a linguistic model of voice that
makes a contribution towards addressing this need. In this chapter, I introduce the study’s
general context, that of academic literacy instruction, the diverse meanings attributed to the
term ‘voice’ within this context, and the practical, pedagogical and theoretical problems
associated with it. I then describe the pedagogic setting of the study, and overview the thesis
and its significance.

1.2 Context
1.2.1 English for Academic Purposes
The general context of this study is that of English for Academic Purposes (EAP), a sub-field
of both academic literacy and second language (L2) education concerned with the
development of the language and literacy skills NNSs require to successfully undertake their
studies in higher education. Over the past two decades EAP has gained significance as a
discipline as a result of the growth of English as a world language, the transition of
universities in developed countries from an elite to a mass model, and, more specifically, the
internationalisation of higher education. One indicator of EAP’s rise in stature has been a
marked expansion in the array of academic literacy provisions available to NNS international
students undertaking degree courses or exchange programs in universities in English-
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speaking locations like Australia, New Zealand, the UK and USA, as well as to students
enrolled in English-medium courses in countries where English is not the first language (L1).
At the same time, EAP has become increasingly important as a site for curriculum
development and for research in education and linguistics.
In Australia, where this study is set, EAP teaching practices and learning models have
changed in several respects over the last twenty years. There is still evidence of generic
approaches to teaching, both across the curriculum, and across the ‘hard’ (physical sciences
and engineering) versus the ‘soft’ (social sciences and humanities) disciplines. Importantly,
however, there has been a movement towards discipline-specific academic language
instruction, with input and sometimes team teaching by content area specialists. The trend
towards specialisation is one aspect of a more fundamental shift, namely, from thinking about
academic writing as a cognitive activity that enables the writer to ‘transmit’ her/his meanings
to the reader through ‘author evacuated’ prose (Geertz 1988), to seeing it as a social activity
in which the writer seeks to communicate and identify herself/ himself with an audience from
a particular disciplinary community. Underpinning this shift is a reconceptualisation of
academic knowledge and knowledge-making practices, from traditional empiricist and
positivist conceptions of knowledge as independent, objective ‘facts’ arrived at by an
individual researcher (see Cope & Kalantzis 1993), to a social constructionist view of
knowledge as collectively and competitively created (cf. Barton 1993) through the research,
discourse and peer review practices of specific disciplinary communities.
A corresponding evolution in approaches to academic literacy instruction involves a
transition from teaching writing as the decontextualised application of grammar and
vocabulary (the skills-based pedagogical model), to teaching it as the social and literacy
practices of a homogeneous ‘discourse community’ (e.g. Swales 1990) into which students
are inducted through the modelling of genres or text types (the text-based model).
Furthermore, writing is increasingly being viewed as a socially- and politically-situated
dialogue between real writers and readers and being taught as institutional practices
conventionalised by heterogeneous academic and disciplinary communities (the practicebased or ‘Academic Literacies’ model) (see Baynham 2000, Hyland 2002a, 2009, Jones 2004
for an overview of these approaches). Elements of each of these three EAP learning cultures
are present in Australian universities, and often within a single institution (e.g. Arkoudis &
Lang 2007, Arkoudis & Starfield 2007, Dunworth 2010). However, none is mutually
2
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exclusive, such that even in study skills workshops, instructors attempt to cater to the diverse
needs of their multi-disciplinary student cohorts rather than teaching a ‘one size fits all’
model.
These pedagogical approaches in the Australian context bear a number of points of
convergence with those documented in university settings in the UK, USA and Canada
(Coffin et al. 2003, Hyland 2002b, Johns 1997, Jones 2004). Nevertheless, when considering
the academic literacy landscape worldwide, a fourth trend can be distinguished in North
America, where many programs still resonate with the influence of the L1 Rhetorical College
Composition tradition, with its dual emphasis on helping students to express an individual
style or ‘authentic’ voice in their writing and on psycholinguistic approaches to writing
instruction through developmental (‘process’) pedagogies (e.g. Flower & Hayes 1981, Graves
1984), rather than text-based (‘product’) approaches of EAP and English for Specific
Purposes (ESP) classrooms (Atkinson & Ramanathan 1995). As discussed in Chapter 2, other
significant influences in the North American context are sociocultural theory (SCT)
(Vygotsky 1978, Wertsch 1991, Lantolf 2000a), sociological (e.g. Latour & Woolgar
1979/1986) and postructuralist theories (Bakhtin* 1934-5/1981, 1952-3/1986), and Rhetorical
Genre Studies (RGS) (e.g. Miller 1984/1994), which foreground the contextual over the
textual or linguistic dimension of genres (see Bawarshi & Reiff 2010).

1.2.2 The development of academic writing skills
More specifically, the present study adds to the already extensive body of pedagogical and
linguistic research related to the development of academic writing, the major focus of
instruction and research in EAP, and the academic literacy field more generally. Writing is
also the most challenging academic language skill for all undergraduates to master. In
particular, the study attends to the area of argument writing, since these genres are
fundamental to most disciplinary discourse domains. My interest in this subject stems from
my experience as an EAP lecturer involved in developing the argument writing skills, and
more generally, the voices, of international L2 undergraduates.

*

There are numerous attributions to Bakhtin in this thesis. I nevertheless note that a recent study by Bronckart
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Argument writing is fundamental to most academic discourse. Successful argumentation
involves fulfilling multiple and challenging ‘cognitive, linguistic and intellectual but also
deeply social and political’ activities (Casanave 2002: xii-xiv). From a linguistic perspective,
written argumentation can be viewed as involving:
• an informational function of stating a thesis and supporting it with appropriate, accurate,
and adequate evidence, based on the writer’s own ideas and information integrated from
other expert sources;
• an intertextual function of attributing the sources of evidence accurately and appropriately;
• interpersonal functions of creating an effective voice that portrays the writer as a credible
member of the discipline who takes a position in relation to the informational content of
the assignment – cited material included – and interacts with a projected disciplinary
reader to align her/him to this point of view; and
• an organising or ‘textual’ (Halliday 1985/1994, Halliday & Matthiessen 2004) function of
choosing appropriate and accurate linguistic resources to meet the first three challenges in
a clear, coherent and cohesive fashion.
An additional challenge is posed by the need to adapt these practices according to the
discoursal conventions of the particular discipline in which the writing is located, and the
expectations of the intended reader, usually the lecturer who has set the writing task and will
assess the student’s effort. This linguistic challenge is intensified by the student’s need to
‘play the game’ and write as if their authority were at least equal to that of their addressee
despite the actual power imbalance in the writer-reader relationship. Fulfilling this aspect of
the writing task entails a psychological challenge – that of effecting a shift in identity,
meaning one’s way of thinking about oneself and one’s relation to the world. For instance,
playing the role of the expert writer involves deft manoeuvring between commitment and
contingency i.e. knowing when to assume responsibility for an utterance and state it as a fact
and when to hedge or mitigate one’s expressed views or defer to other voices.

1.2.3 Definitions of voice and its treatment across the academic literacy landscape
The present study focuses on the skills involved in the construction of an appropriate and
authoritative voice in argument writing tasks across different disciplines. Within the EAP
context, the ability to express an effective authorial voice is generally considered to involve
4
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meeting all the challenges listed above, but especially the overlapping interpersonal, textual
and intertextual functions, and the political and psychological dimensions of the task.
However, as foreshadowed in 1.1, the term ‘voice’ is used with diverse meanings and
inflections across and within different academic literacy cultures worldwide, making it
difficult to define and grasp.
‘Voice’ is in fact a metaphor since written texts are literally silent (Elbow 2000). On the one
hand, in Composition theory and pedagogy, voice tends to be used to denote the actual writer
– the ‘autobiographical self’ (Ivanič 1998). Furthermore, in the Composition and neoRhetorical traditions, the term may describe the way a text ‘sounds’ to the reader’s inner ear
(its rhythm, flow, and phonaesthetic qualities), its style, or its intangible qualities, such as its
‘tone’ (Maingueneau 1999, 2002), or ‘resonance’, meaning the degree to which it ‘“rings
true”’ to the reader and appears to capture the ‘real’ writer’s character (cf. Elbow 1994: 24,
2000). Similarly, in writing approaches influenced by SCT, voice often signifies tangible
qualities of a piece of writing that characterise it as belonging to a particular type of text (the
voice of a medical consultation), a field of interest (the voice of medicine), a social role (the
voice of a doctor) or a centuries-old cultural and philosophical tradition (the voices of
Confucianism or Cartesian rationalism) (e.g. Wertsch 1991, Brodkey & Henry 1992). Thus in
North American academic literacy traditions, voice tends to be defined as ‘form’ or the
linguistic/ stylistic choices that collectively construe the writer’s style.
On the other hand, approaches to writing that are grounded in social-constructionism – such
as those in the text-and practice-based traditions – often adopt a conception of voice as the
reader’s impression of the writer created through her/his writing, that is, the writer’s ‘selfrepresentation’

(Cherry

1988/1998)

or

discoursal

identity

rather

than

her/his

‘autobiographical’ self (Ivanič 1998). Additionally, in more recent approaches to writing as
dialogue, the term ‘voice’ has also been applied to the impression of the reader construed by
the text – the ‘reader-in-the-text’ (Thompson 2001, Thompson & Thetela 1995) or ‘ideal
reader’ with whom the actual reader is invited, or rather, positioned, to comply. Where
practice-based and Critical approaches attend to linguistic aspects of voice, they foreground
the information and ideologies expressed by the writer – i.e. ‘content’ – in contrast to North
American stylistic notions of voice. However, text-based approaches tend to focus on the
interpersonal dimension of voice, that is, the writer’s point of view or attitudes to this
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informational content, and particularly her/his ability to sound authoritative in order to argue
convincingly.
Descriptions of voice as authoritativeness vary and entail overlapping subjective and
intersubjective dimensions. First and foremost, as Hyland notes, the subjective dimension is
recognised as central to successful academic writing, and involves the writer’s portrayal of a
persona that the disciplinary reader will perceive to be a credible one:
Scollon (1994: 34) suggests that academic writing ‘‘is as much the construction of an
authorial self as the presentation of a fact’’, and that this notion of a rational, uniquely
individual writer is a product of a culturally specific ideology.

(Hyland 2002c: 1110)
To date, most text- and practice-based approaches to voice in academic discourse have
equated the self-portrayal dimension of voice as involving the writer’s ability to speak ‘as an
insider’ to a disciplinary community (Hyland 2001a: 209) by:
1. citing and/or referencing the actual ‘voices’ of disciplinary experts, and so validating
her/his argument by situating it within the ‘ongoing conversation’ in the field
(Bazerman 1988) (intertextual and informational functions); and
2. adopting the abstract ‘voices’ of the disciplinary community by using specific patterns of
linguistic features in accordance with that community’s discourse conventions (e.g. Bloch
2003, Brodkey & Henry 1992, Clark & Ivanič 1997, Ivanič 1998, Prior 2001)
(intertextual and interpersonal functions). For example, text- and practice-based
approaches highlight the use of
•

first person pronouns and categorical propositions to construe assertiveness
and certainty (e.g. Clark & Ivanič 1997, Helms-Park & Stapleton 2003,
Hirvela & Belcher 2001, Hyland 2002d, Starfield 2004);

•

comment adjuncts (e.g. ‘Interestingly’), expressions of ‘affect’ (Ochs 1989),
and other evaluative resources to express the writer’s attitude towards the
topic;

•

Mood, evidential and ‘factive’ verbs (like ‘states’ Vs. ‘suggests’) that convey
the source of knowledge (a verbal report Vs. a hypothesis) (e.g. Chafe 1986,
Palmer 1986/2001), and epistemic modality (e.g. ‘might’, ‘perhaps’) and other
intensifying or attenuating lexis, termed ‘boosters’ or ‘hedges’ (e.g. Bybee &
Fleischman 1995, Hyland 1998, 2001b) to communicate the degree of the
writer’s commitment to her/his own arguments and those of others.
6
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Second, the intersubjective dimension of an authoritative notion of voice is described in terms
of the writer’s ability to establish a relationship with an audience, who may hold diverse
views on the subject matter at issue, by her/his:
1. construal of an appropriate authorial presence (as defined above);
2. enactment of rhetorical ‘moves’ (Swales 1990) – or ‘organising’ steps within each stage
of the text – that guide the reader through the writer’s argument; and
3. authoritative, strategic and/or deferential positioning of the ‘reader in the text’ through the
deployment of evaluative resources (e.g. Bondi 2007, Coffin & Hewings 2004, Fløttum et
al. 2006, 2007, Hood 2010, Hyland 2002e, 2007, Sanderson 2008, Thompson 2001).
While the present study is primarily located within these text- and practice-based traditions,
as elaborated below, I broaden the definition of voice beyond one of authoritativeness and
take account of the fulfilment of interpersonal functions of argument writing through
additional linguistic features to those mentioned above.

1.2.4 Existing theoretical approaches to voice
Heightened interest in academic writer identity over the past two decades has been linked to
the development of models of voice in the Critical (Ivanič 1998), Sociocultural (Prior 2001)
and Rhetorical/Pragmatic traditions (Helms-Park & Stapleton 2003, and in spoken academic
discourse, Johnstone 1996), and especially, to the refinement of linguistic tools for mapping
interpersonal styles through evaluation, particularly, models of stance (Biber et al. 1999),
metadiscourse in Pragmatics (Hyland 2005), Appraisal in SFL (e.g. Martin 2000a, Martin &
White 2005), evaluation in Birmingham School Functional linguistic approaches (e.g.
Hunston 1993, 1994, Thompson & Hunston 2000) and corpus-based interpersonal grammars
(e.g. the spoken grammar in Carter & McCarthy 2006). Furthermore, within Semantics,
interest in the identification of subject-specific ‘core’ vocabulary has been accompanied by
acknowledgement of the need to balance these lexical items with vocabulary that is
‘expressive’ of the individual writer (e.g. Carter 1988a). These advances have in turn been
influenced by the opening of a dialogue between a range of theoretical traditions including
Pragmatics, Functional and Critical linguistics, Rhetoric, ethnography, sociocultural theory
(SCT), and Bakhtin’s theory of dialogism.
7
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Key advances
This confluence of theoretical approaches has generated more complex, but equally more
comprehensive definitions of voice. Five key developments in evidence among these
definitions are sketched below and discussed in greater detail in Chapter 2. First, the adoption
of a dramaturgical conception of voice means that the subjective dimension of voice is no
longer simply envisaged as the writer’s intrusion of personal pronouns in the text, but rather
as the portrayal of a complex persona through the performance of voice roles characterised
by differing degrees of subjectivity or objectivity, assertiveness or deferentiality (e.g. Coffin
2002 from an Appraisal perspective, Bondi 2007, Fløttum et. al 2006 and Sanderson 2008
within Pragmatics, and Johnstone’s combined sociolinguistic, Pragmatic and Rhetorical
approach (1996, 2000, 2009).
Second, counterbalancing the traditional emphasis on the subjective dimension of voice,
greater attention is beginning to be paid to the intersubjective or dialogical dimension and the
writer’s finely-tuned interaction with the imagined reader across various linguistic and
theoretical approaches to voice. For example, dialogical models of voice in academic
discourse have been mapped from a Pragmatic perspective (e.g. Bondi 2007, Hyland 2005),
and from Functional perspectives as the Engagement system in Appraisal theory (e.g.
Chattergee 2008), and as the writer’s enactment of speech roles and projection of
complementary roles onto the reader-in-the-text (Thompson & Thetela 1995, Thompson
2001). Underpinning these analytical approaches is a Bakhtinian or intertextual conception of
writing as a dialogue between the writer and the actual reader, and simultaneously as an
exchange of the writer’s views on a particular subject and the related, past and/or potential
views of other specified or non-specified (heteroglossic) voices.
The third and most significant development involves meaning-based accounts of voice
modelled as implicit as well as explicit evaluations within Functional linguistics
(Birmingham School and Appraisal approaches) and occasionally Pragmatics (e.g. Bondi
2007, Fløttum et. al 2006). A meaning-based approach makes it possible to capture the less
visible, more coercive ways that academic writers ‘conjure an impression of objectivity’
(Sanderson 2008: 59) as they establish their presence prosodically and cumulatively
throughout the text and persuade the reader to their view. These models contrast with the
8
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traditional visible notions of the writer’s voice as the use of personal pronouns and explicit
lexis and grammar located at the sentence level.
Fourth, meaning-based models of evaluation afford a dynamic view of voice, allowing the
analyst to correlate variations in patterns of interpersonal resources as the text unfolds, with
shifts in the writer’s voice that are influenced by co-textual features and the fulfilment of
discoursal and/or genre-based functions (e.g. Coffin 2000, 2002, Hood 2004, 2010 within the
Appraisal framework, and Thompson 2001 from a Functional perspective).
A final development in more refined models of voice is an account of the fusion of
disciplinary and individual voices in academic texts. This feature characterises approaches to
voice based on sociocultural theory (e.g. Prior 2001), Rhetoric and theories of emergent
grammar (e.g. Johnstone 1996, 2000, 2009), Bakhtinian and Critical theories of
intertextuality (e.g. Ivanič 1998), and from a semantic perspective, models of disciplinespecific core vocabulary (e.g. Carter 1988a). In addition, in models of voice based on
Appraisal and other Functional approaches to evaluation (e.g. Hunston 1993), a writer’s
expression of attitude is treated as a personal assessment that is nevertheless shaped by the
prevailing value systems and epistemological conventions in the specific disciplinary context,
and by the writer’s need to display her/his social affiliations and so construct communality
with a disciplinary reader by the expression of shared values.

1.3 Three interrelated problems around voice in L2 undergraduate writing
This thesis is motivated by three inter-connected practical, pedagogical and theoretical
problems related to voice in academic writing.

1.3.1 The practical problem: The difficulty involved in acquiring an effective voice
The practical problem is the particular difficulty experienced by international NNS student
writers in constructing an effective voice in specialised academic writing contexts. Meeting
these requirements is challenging for all novice academic writers (see NS vs. NNS corpusbased research, e.g. Römer 2009), but more so for NNS writers who have to overcome double
linguistic/cultural and identity hurdles. These difficulties are attested by students’ first-hand
accounts (e.g. Cadman 1997, Ivanič 1998, Shen 1989, Thesen 1997), empirical evidence in
9
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corpus-based studies (Hyland 2002d, 2002e, 2004), abundant anecdotal evidence (e.g. Bloch
2002, Cadman & Cargill 2007, Casanave 2003, Clark & Ivanič 1997, Chattergee 2007,
Coffin et al. 2003, Cotton 2010, Flowerdew 2001, Hyland 2000, 2002d, Kamler & Thompson
2006, McGowan 2009, McKinley 2006, Pho 2008, Tang 2009, C. Thompson 2005), and my
own experience of many student cohorts.
Calls for EAP instruction to address this problem have grown louder with the expansion and
diversification of higher education settings internationally over the last two decades.
Exceptions to this trend are confined to the North American context where the influence of
the ‘expressionist’ notion of voice as individual style inherited from L1 Composition
pedagogy has been critiqued as reflecting a prevailing individualist ideology and as
disadvantaging non-mainstream students, especially those from L2 ‘collectivist’ cultures
(Atkinson 2001, Cope & Kalantzis 1993, Helms-Park & Stapleton 2003, Ramanathan &
Atkinson 1999, and Stapleton & Helms-Park 2008).
Discussion of the absence of an authorial voice in the writing of L2 undergraduates is
frequently connected to issues of critical thinking, textual ownership and inadvertent
plagiarism (e.g. Cotton 2010, McGowan 2008, Pennycook 1996, Ramanathan & Atkinson
1999, Strauss et al. 2006, Tang 2009, C. Thompson 2005). Each of these concepts is the
subject of multiple definitions and requires student awareness of underlying assumptions in
academic discourse practices and their application of multiple skills (cf. Atkinson 1997,
Chalmers & Volet 1997, McGowan 2010, Pennycook 1996, Ramanathan & Atkinson 1999).
However, integral to each concept are writing practices associated with the subjective and
intersubjective aspects of an authoritative voice described above: namely, the expression of
ideas in one’s ‘own words’, the authorisation of one’s arguments through the inclusion of
other sources without over-relying on the quotations from the latter, and the articulation of
one’s own critical, endorsing or distancing stance towards the positions taken up by these
scholarly voices, and in culturally appropriate ways.

Significance of the practical problem
These interrelated issues of voice, critical thinking, textual ownership and plagiarism are of
concern for three reasons. First, they have a negative effect on the academic success of many
international L2 undergraduates. Although, as mentioned above, the combined challenges
10
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posed by written academic discourse affect the broader undergraduate population, anecdotal
evidence indicates that they are of greater concern among NNS students (e.g. Atkinson 2001,
Ballard & Clanchy 1991, Dunworth 2010, Lea & Street 2006, Ramanathan & Atkinson 1999
on these challenges in general; Atkinson 1997, Chalmers & Volet 1997, Cotton 2010 on
critical thinking specifically). Similarly, the prevalence of plagiarism among L2 international
students has been confirmed by small- (Bretag 2007) and large-scale studies (Kremmer et al.
2007, University of Waikato study on plagiarism discussed in ACODE 2005). More broadly,
large-scale studies indicate that language proficiency is salient among other factors that affect
the academic performance of international and local NNS university students (cf. Arkoudis &
Starfield 2007, Arkoudis et al. 2009). These studies show that international NNS students
tend to achieve lower level passes at the degree level (Morrison et al. 2005), and lower grades
on assessment tasks, and that their failure rates are higher than those of local L2 students
(ELSSA Centre 2001). Conversely, a correlation between higher grades and the presence and
use of evaluative features associated with having an authoritative voice has been reported in
smaller-scale research on the argument writing of L2 undergraduates (e.g. Cotton 2010, Hood
2010, Lee 2006, 2009, 2010, Mei & Allison 2003, Swain 2007) and pre-tertiary students (e.g.
Coffin & Hewings 2004, Coffin & Mayor 2003, Nakamura 2009).
Second, in the longer term these barriers to academic success contribute to the social
disempowerment of this student cohort, impeding their participation in further study and in
professional employment, and impacting on their career paths (cf. Arkoudis et al. 2009,
Hawthorne 2007), particularly in the case of former international students who migrate to
Australia. In response to these findings, the Federal government placed more stringent
language requirements on applicants to Australia’s skilled migration program (in 2007 and
2010), and higher education institutions in turn have found themselves with a greater
responsibility for implementing policies and practices that support the development of
international L2 students’ language and workplace readiness (Arkoudis et al. 2009).
However, it is still too early to know what impact these changes will have on academic- and
employment-focused language provisions offered to the target group.
Moreover, while most L2 international graduates return to their countries of origin, anecdotal
evidence suggests that inadequate language skills may also impede their career and further
study prospects overseas as well (Hawthorne 2007). If accurate, this information has negative
implications for Australia’s reputation as an international tertiary education provider, and for
11
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its economy, since the international higher education industry is the country’s largest source
of export income – it earned $18.6 billion in 2009 (AEI 2010) – and contributes 15% of all
revenue in the higher education sector (Phillimore & Koshy 2010).
Third, in addition to these potential socio-economic ramifications, the inability to meet the
challenges posed by written academic discourse – including that of constructing an
authoritative voice – poses a more fundamental, but less documented and less quantifiable
risk for the target group, that of psychological disempowerment. Having a voice, in one’s
first or second language, involves having the ‘power to impose reception’ (Bourdieu 1977a:
648), that is, being able to express one’s opinion in such a way that one is not just
understood, but actually listened to and respected. This sense of disempowerment accentuates
the obstacles to academic success experienced by all non-mainstream students (cf. Ivanič
1998), but doubly so for those from different linguistic and cultural backgrounds, ultimately
reinforcing their social disempowerment. From the poststructuralist perspective adopted in
this study, the nexus between identity and voice is such that learning a language ‘reorganises’
an individual’s sense of who they are (e.g. Hoffman 1989, Pavlenko & Lantolf 2000), how
they relate to the world and ‘their possibilities for the future’ (Norton 1997: 410). The
narratives of L2 university students (e.g. Shen 1989, Schneider & Fujishima 1995) are a
testimony to the struggle, loss and profound transformation entailed in reconciling different
identities required by different academic writing cultures. While the appropriation of new
identities may ultimately lead to an ‘expansion’ of the self (cf. Belcher & Braine 1995,
Casanave 2002, Pavlenko & Lantolf 2000), the journey to this point also involves
considerable displacement.

1.3.2 The pedagogical problem: The need for a suitable approach to teaching voice
The second factor motivating this study is the absence to date of an adequate pedagogical
approach to address the problems faced by L2 international students in acquiring an effective
and appropriate voice for their studies. Despite the chorus of concern mentioned above,
anecdotal evidence indicates that few of the insights from these studies have been taken up in
traditional EAP and ESP classroom practices (cf. Bloch 2003, Hyland 2002d, 2005,
McGowan 2007, 2010, Swain 2007, Tang 2009, Tang & John 1999, C. Thompson 2005, G.
Thompson 1996, 2001). A rare exception to this trend and a position advocated in this thesis
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is the approach adopted by Coffin and her colleagues (2003), who bring together text- and
practice-based instruction – informed by SFL particularly.
Most approaches to academic literacy instruction foreground the informational and textual
functions of writing (cf. Hyland 2005) over the interpersonal function. Within the four broad
academic literacy learning cultures described above (pp. 2-3), attention given to voice varies
depending on their particular conceptualisations of academic discourse and the discourse
community and on the linguistic theories that inform them. Figure 1.1 depicts these variations
as a continuum: at one end, skills- and text-based pedagogical approaches give least attention
to the writer’s voice, emphasising instead the ‘depersonalised’ nature of academic discourse.
These approaches tend to prioritise conformity to ‘reified’ (Johns 2002) voices of an abstract
disciplinary community as represented by genre and are predominantly informed by
Pragmatics (the ESP tradition), and more rarely by Systemic Functional Linguistics (SFL)
(Halliday 1978, Halliday & Matthiessen 2004).
At the other end of the continuum in Figure 1.1, North American approaches outside of the
text-based tradition teach voice most explicitly, but are also most varied: for instance
traditional Rhetorical approaches in the Composition tradition are acontextual, prioritise
individual over disciplinary voices (cf. Atkinson & Ramanathan 1995, Gillespie 1994). These
approaches are informed by stylistics and Aristotle’s theory of Rhetoric (1954), with voice
defined as portraying the writer’s social identities (personae) and ethical values (ethos). By
comparison, neo-Rhetorical (i.e. RGS) approaches are fully contextualised and privilege
social voices (e.g. Brodkey & Henry 1992) and, while genre-based, are less linguistically
theorised than text-based approaches. On the other hand, sociocultural (see Byrnes 2006a,b)
and ‘socio-literate’ (Johns 1997) approaches emphasise the fusion of social/disciplinary and
individual voices in texts. Theoretically these models are underpinned by SCT and tend to be
more linguistically oriented, drawing particularly on SFL (e.g. Byrnes 2006a, Kramsch 1993,
1996, 2000, 2002, Kramsch & Lam 1999, Orr 2005, Strauss et al. 2006).
Between the two ends of the continuum, practice-based (‘Academic Literacies’) approaches
embrace an emancipatory notion of voice, and seek to raise students’ awareness to their
positioning by disciplinary (‘discoursal’) voices and their need to take up diverse identities or
voices within their writing. Additionally, these approaches are sensitive to the fact that
students’ academic identities may conflict with more familiar identities they perform as
13
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members of social groups outside the academy (e.g. see Casanave 2002, contributors to Lea
& Stierer 2000a, Lillis 2001, McKinley 2006). Academic Literacies instruction is
underpinned by sociopolitical linguistic theories with their roots in social constructivism, i.e.
New Literacy Studies (NLS), SFL, Critical Discourse Analysis (CDA), and Critical Language
Awareness (CLA).

Figure 1.1 Continuum of pedagogical approaches to voice in academic discourse
Skills
Less

Textual

Academic Literacies

Sociocultural

Emphasis on the writer’s voice

Composition
More

Despite their differences, however, these instructional models share reductive linguistic
descriptions of voice in academic writing. In particular, all approaches focus largely on the
self-portrayal or subjective dimension of voice, which is viewed in terms of explicit lexis and
grammar only, and primarily the ‘intrusive’ use of the personal pronouns (e.g. I, my, me), a
practice that students are mostly taught to avoid. In study skills, text- and some practicebased approaches, other subjective aspects of voice, like the writer’s commentary on the text
and commitment to the validity of propositions, are mostly taught from a Pragmatic
perspective as attitude (‘stance’), hedges and boosters (epistemic modality) and ‘reporting’
verbs (evidentiality). On the other hand, the stylistic focus of the North American
Composition, neo-Rhetorical and SCT-based traditions means that voice is chiefly taught as
grammar and particularly vocabulary items that express the writer’s attitude (e.g. Woodworth
1994) and/or as the social voices of the disciplines in sociocultural approaches (e.g. Moore,
Schleppegrell and Strauss et al. in Byrnes 2006a, and Wertsch 1991: 138).
In addition, all four pedagogical traditions tend to overlook the interactional functions of the
relationship-building or intersubjective dimension of voice (Thompson & Thetela 1995),
namely the writer’s negotiation of her/his relationship with the reader that is at times
confident, authoritative, and assertive, but at others subtle, strategic, and deferential. Instead,
the construction of the writer’s relationship with the reader is taught from an organisational
rather than an interpersonal perspective as interactive textual functions of structuring the
discourse through the enactment of rhetorical moves, and guiding the reader by ‘signposting’
or ‘transition signals’ (e.g. Jordan 1999, Oshima & Hogue 2006) – i.e. using logical or
sequential discourse markers that explicitly signal the progression of the argument and
anticipate the imagined reader’s needs.
14
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In short, by highlighting a predominantly explicit, visible notion of voice rather than the
writer’s overt and covert positioning and persuasion of the reader, current models of
academic literacy instruction fail to explain to NNS students how an effective, ‘objectified’
voice is linguistically constructed, and so compound students’ difficulties with establishing a
voice in their writing.

1.3.3 The theoretical problem: The need for an adequate linguistic model of voice
The shortcomings of pedagogical approaches to voice identified above highlight a third
voice-related problem and the principal motivating factor for this study, which is that teachers
lack an adequate and appropriate, fully theorised linguistic model for describing voice in
argument writing in specific disciplinary contexts, for characterising its development and thus
for teaching it.
In a sense, the findings of the pedagogical overview in §1.3.2 are at odds with the accrual
over the past two decades of an extensive body of research on interpersonality in academic
discourse, as outlined in the review of existing theoretical approaches to voice in §1.2.4
above. However, despite their refinements, three main limitations reduce the usefulness of
most of these theoretical approaches as instruments for describing and teaching voice in
academic writing, namely:
i.

inadequate theorisations of the relationship between voice and the social context. In
particular, most approaches to voice lack sufficiently elaborated, linguisticallyprincipled accounts of both the disciplinary context and the more immediate context
of writing, and of the dual – L1 and L2 – cultural framework within which the L2
writer is operating;

ii.

an imbalance between attention to the social, disciplinary components of voice and
those aspects that enact and depict the writer’s individuality. Emphasis on the way
voice performs and projects the writer’s social roles and identities is important, but
not sufficient. Some attempt needs to be made to account for the unique, and indeed,
emergent or spontaneous qualities of the writer’s linguistic choices as well as for
those that resonate with disciplinary conventions ; and

iii.

incomplete, or even reductive linguistic descriptions of voice. The majority of
approaches index voice as first person pronouns and a select set of discourse markers.

These limitations are dealt with in greater detail in Chapter 2.
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Limitations of Functional approaches to voice
Of all existing linguistic models of voice, those that are most robust are based on Functional
approaches to evaluation (Birmingham School, and particularly, Appraisal in SFL, as
described in §1.6.2. below). Nevertheless, these models generally require further
development in three respects. First, their traditional emphasis on the writer’s social roles and
identities has left little space to attend to individual variation from a contextual or linguistic
perspective. From a contextual perspective, Functional descriptions of the context-language
relationship tend to assume the writer’s conformity to the values and discoursal conventions
involved in the construction of knowledge in specialised discourse contexts. Hence, their
theorisation of the sociocultural context, and particularly of the immediate context of writing,
requires ‘fleshing out’ in order to provide a more sensitive account of individual and
emergent aspects of the writer’s linguistic choices, and of the relationship of these choices to
the enactment and projection of a range of the writer’s identities, including those related to
her/his L1 backgrounds.
A second limitation, closely connected to the first, is that, from a linguistic perspective as
well, Functional models have tended to conceptualise the subjective function of voice in
terms of the disciplinary dimension to the virtual exclusion of the individual dimension.
Applications of these approaches to academic writing have prioritised the identification of
evaluative patterns or ‘voices’ that characterise particular genres and discourses. Although
studies of individuation are a recent development in Appraisal analysis (e.g. Martin & White
2005, Martin 2006, 2008, Bednarek & Martin 2010), to date none have examined academic
discourse and the individual writer’s portrayal of personal as well as disciplinary aspects of
her/his identities. Nor have any of these studies viewed the enactment of individual voices
from an L2 development perspective.
Third, a more complete description of the sometimes overlapping functions of interactive and
interactional resources that index voice would enable Functional approaches to voice in
academic discourse to better describe the way voice ‘works’, subjectively and
intersubjectively. Studies of voice as Appraisal or evaluation in the Birmingham School
tradition overlook other interpersonal features and the diverse modus operandi by which they
project the writer’s and imagined reader’s textual identities, and position the reader. For
instance, interactive features like rhetorical moves and ‘signposts’ described earlier are
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typically considered to enact logical or organising functions, but also establish solidarity
between the writer and her/his imagined audience and thus perform an interactional role (cf.
Fløttum et al. 2006, Hoey 2000, Thompson & Zhou 2000).

1.4 The project of this thesis
I argue in this study that current limitations in the theorisation of voice are largely responsible
for the pedagogical lacunae identified in §1.3.2 above. These limitations consequently
exacerbate the obstacles to academic success faced by the target group in the short term, and
their social and psychological disempowerment in the longer term. More simply expressed,
teachers need a well-theorised, linguistically-based model of voice that is sensitive to the
disciplinary roles students need to take up, but also to the individuality students bring to and
portray in their academic writing. Given the sheer complexity of the notion of voice, this
‘gap’ is unsurprising. Atkinson describes voice in L2 writing as a ‘devilishly difficult’
concept ‘which any single treatment can only scratch the surface of’, adding that any attempt
to tackle the subject is ‘both risky and commendable’ (2001: 110). Bearing this advice in
mind, in this study I explore the question of what constitutes an adequate and appropriate
linguistic model of voice for the purposes of (1) providing a fine-grained, comprehensive
description of the writer’s identities and social relations in specific written genres and
academic discourse contexts, and (2) an adaptable tool for EAP teaching and assessment
purposes. More precisely, I address this question by developing a model of voice that
attempts to improve on existing theories, by using and continuously refining the model to
analyse the argument writing of L2 international undergraduates and by evaluating its
possibilities and limitations on this basis.

1.4.1 Requirements for an adequate and appropriate linguistic model of voice
The preceding summary of existing linguistic and theoretical approaches to voice and their
strengths and weaknesses makes it possible to posit seven inter-related criteria of an optimal
model of voice. Ideally, such a model would:
1. be context-based, that is, it needs to provide an elaborated description of the context
that encompasses the social, cultural, and ideological values, beliefs and practices of
disciplinary and wider sociocultural context, and of the identities and relationships of
the writer and reader in the immediate context of writing. In addition, the account of
17
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the relationship between the context and voice needs to be principled, such that it
explains how context shapes or constrains the writer’s voice; and conversely, how
particular discoursal forms not only index but enact the discourse participants’ social
roles, identities and relationship.
2. define the relationship between the actual writer, her/his performance of particular
roles and identities, the construction of her/his voice, and the projection of her/his
textual identities.
3. capture the dual, inter-related functions of voice, namely its subjective (self-portrayal)
and intersubjective (dialogical) dimensions.
a)

Theorisation of the self-portrayal function needs to account for a range of the
writer’s textual identities, both social and individual. For instance, the model
needs to explain the way the writer’s voice enacts and projects (i.e. creates an
impression of) particular social roles (e.g. a student or expert academic writer),
and identities (especially ethnicity and L1 background in this study), as well as
her/his individual disposition.

b)

Theorisation of the intersubjective function of voice needs to take account of a
range of interactive and interactional resources by which the writer constructs
relations of power and/or solidarity with and thus positions the projected
reader. For instance, as mentioned a writer who effectively uses interactive
features to structure the information flow also performs an interactional role of
establishing solidarity with the imagined reader, covertly positioning the
reader to align with her/his argument and to recognise the writer as an insider
to the discipline.
Furthermore, a more complete account of interactional linguistic resources that
index voice would need to include not only evaluative resources, but also
other features considered to perform a social bonding function. In particular,
these include features like abstract (e.g. ‘truth’), technical and/or specialised
(e.g. ‘parallelism’) lexis classified within the Involvement system in SFL
(Martin 1994 in Eggins & Slade 1997, Martin & White 2005)

4. be meaning- and linguistically-based. Rather than being tied to a narrow and fixed
selection of lexical and grammatical features, an adequate model of voice needs to
account for the multiple forms by which interpersonal meaning is construed in texts,
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both overtly and covertly, at the text level and at the clause or sentence level, in
conjunction with the values and understandings of a given sociocultural context. A
dual semantic and lexicogrammatical focus is essential for voice analysis of academic
discourse given the importance of strategic and implicit encodings of the writer’s
presence in this context.
5. be able to describe variations in voice within as well as between texts, an affordance
that is dependent on the dual focus on meanings and words. This dual focus gives the
analyst a line-by-line (online) perspective and a synoptic (overview) perspective of
linguistic features that construct the writer’s voice as they interact with other cotextual features.
6. factor in the agentive and emergent construction of voice, meaning that the individual
writer is seen as responding to the requirements of a specific interaction by
consciously and unconsciously choosing from her/his repertoire of conventionalised
forms accrued through repetition of similar interactions and by fusing these choices in
spontaneous and idiosyncratic ways.
7. contribute to our understanding of the socio-psychological process by which the
writer acquires a voice, and the relationship between this process and the ‘self’. This
last criterion is of particular significance in a model that attempts to describe L2
voice.
I discuss these criteria further in Chapters 2 and 3.

1.4.2 Delimiting the scope of the thesis
Fulfilling all criteria of the model theorised above is beyond the scope of this thesis, and
indeed of any one study. In particular, multiple, large-scale and longitudinal studies are
needed to adequately address the agentive and emergent construction of voice (Criterion 6)
and the development of L2 voices (Criterion 7). The same is true of certain aspects of
Criterion 1: an account of the immediate context of writing that satisfactorily theorises the
social and psychological variables responsible for individual differences (IDs) among writers
is a tall and possibly unattainable order. Accordingly, the theory of voice proposed in this
study primarily attempts, as far as possible, to meet the requirements outlined in Criteria 1 to
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5. In other words, I seek to develop a model of voice that helps to elucidate the relationship
between the actual writer and her/his textual identities, and provides a context- and meaningbased, dynamic description of the voices in texts. Above all, the model attempts to address
those aspects of Criterion 3 identified as gaps in the Functional approaches to voice: namely,
the need for a more complete theorisation of the individual dimension of the writer’s selfportrayal, and of the construction of intersubjective relations. Finally, I endeavour to
elaborate the notion of the sociocultural context to better account for the L2 nature of the
participants’ voices in this study (Criterion 1).

1.5 Background to the research
1.5.1 The specific pedagogic context
The thesis has its origins in a credit-bearing EAP subject offered through the Arts Faculty of
a major Australian university to first-year L2 undergraduates between 1997 and 2003. The
48-hour, semester-long subject called Exploring style and meaning in language (ESML)
brought together content- and text-based curricula and a sociocultural approach to teaching
language as culture and voice.
In ESML, the teaching of written and spoken academic texts was structured around content
drawn from pedagogical stylistics. The curriculum was inspired by an approach to
pedagogical stylistics in the language classroom developed largely by Professor Ronald
Carter. Stylistics uses techniques derived from linguistic analysis to explain the effects of
linguistic/stylistic features and patterns in the way meaning is made in texts (Carter 1995,
Hall 2005). In pedagogical or classroom stylistics, on the other hand, the teacher develops
activities that require students to examine and potentially lead them to ‘discover’ first-hand
how form and meaning are related. The discipline encompasses a continuum of approaches
ranging from language-based approaches to literature at one end – that is, ‘“preliminary”
stylistic analysis’ activities (Carter & Long 1991: 121) – to ‘more systematic and rigorous
scrutiny of language’ (Carter 1996: 4) characteristic of literary stylistic analysis and of more
contemporary discourse stylistics approaches that extend the notion of style beyond literary
texts and take account of the reader’s interpretation as well as of authorial intention. (See also
Brumfit & Carter 1986, Carter 1988b, Carter & McRae 1996, Carter & Nash 1990, Cook
1994, Hall 2005, Isaac 2002, Van Peer 1988).
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The ESML curriculum was designed by myself and another lecturer in 1997, but was
continuously revised giving it a stronger linguistic and sociocultural orientation after I
became the sole lecturer the following year. The aims of the subject were to develop the
students’ academic literacy skills and more generally, their linguistic and cultural awareness
and competence. Hence the subject was designed to maximise students’ opportunities to
develop their knowledge of English and control of written and spoken arguments and class
discussion, thus providing a bridge to understanding the discourse requirements of other
academic disciplines. At the same time it was hoped that broadening their understanding of
Australian society and culture would enhance their intercultural communicative competence
(ICC) – that is, their ability to reflectively evaluate the beliefs, values and practices of the
target culture in relation to the learner’s own culture, as well as to interpret and produce
meanings effectively and to express them in culturally consonant ways (cf. Byram 1997a).
Thus one of the objectives of ESML was to enable students to engage more fully with other
English speakers and so help to diminish the alienation that often defines the university
experience of L2 international students.
The ESML curriculum was made up of three overlapping content- and text-based language
components interrelated by the animating concept of voice (Figure 1.2). The content-based
curriculum comprised two components:
i.

a Knowledge about Language (KAL) (Carter 1995) component organised around
principles derived from SFL, namely, that language choices are connected to
particular social contexts and situations and that different choices create
differences in meaning, style and rhetorical effects.

ii.

a sociocultural component consisting of (a) an ‘anthology’ of mainstream and
‘alternative’ Australian voices in contemporary and traditional, mainly literary,
printed and audio-visual texts; and (b) a unique body of intercultural resources
created by the exchange of student voices and views, particularly in whole class
discussions, in response to the Australian texts.

The third, text-based language component involved the application of the KAL toolkit in
class-based activities and discussions, and in individual assessment tasks.
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Figure 1.2 The ESML content- and language skill-based curriculum
Content-based components
KAL content
Toolkit
•Knowledge about language,
style, rhetorical impact
•Modelling of genres
•Method for stylistic analysis

Sociocultural content
•Australian voices
(multimodal texts)
•Intercultural voices
(students’ spoken &
written texts)

Practice & feedback
•Written & spoken
arguments
• Class discussions
•Written narratives
& opinion pieces

Text-based language component

1.5.2 Emergence of the research focus
The pilot study
The current study began as an attempt to investigate the development of the voices of 17
ESML participants over the course of the semester in a pilot study in 2001. Participation in
the project was voluntary. The pilot study differed from the final study in two respects. First,
it was based on a broader concept of voice, which was defined as linguistic and cultural
competence, and modelled primarily as depth or quality of vocabulary knowledge. This
dimension of word knowledge involves having visual, phonological, morphological, syntactic
and lexical information about a word, and knowing when its use is situationally and
stylistically appropriate (Richards, 1976, Nation, 1990, Melka, 1997, Laufer, 1997; Laufer &
Paribakht, 1998, Moon 1997). Hence, depth of vocabulary knowledge includes the ability to
distinguish between formal and informal styles and to understand multiword items,
collocations, connotations, idioms and figurative language. Connotations in particular have
been associated with cultural awareness and group identity in anthropological (e.g. Agar
1991, Wierzbicka, 1992) and critical linguistics (cf. Walsh’s notion of voice, 1991).
Acquisition of these dimensions of meaning is difficult for L2 learners, and their
understanding of them is likely to be different from those of L1 speakers even when they gain
some access to this knowledge (cf. Lazar 1996, Saville-Troike 2003, Walsh 1991).
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Nevertheless, the focus on word choice in ESML stylistic analysis activities led one student
to say that the subject had helped her to ‘feel’ words and understand how ‘the shade of words
and the situation interact’ (Isaac, 2002: 23). Indeed, such feedback had prompted my
awareness of the need for a richer and more subtle model of voice, an intuition that turned out
to be more relevant than I initially realised.
Second, the pilot study differed from the final study in its methodology, which was an
attempt to provide evidence of a relationship between ESML and the development of the
students’ voices/vocabulary. Hence the study involved a quantitative component consisting of
a battery of tests intended to measure any development of the size and quality of the ESML
participants’ receptive and productive vocabulary knowledge over time, and to compare these
with the results on the same tests of undergraduate NS and NNS control groups. In addition, a
more open, qualitative component was designed to collect a range of data, including the
students’ perceptions of the development of their voices in audio-recorded mid- and postcourse interviews, their written and audio-recorded spoken, persuasive and narrative texts, the
ESML teaching program, and my own observations as teacher/researcher.
However, while the test results indicated overall improvements in the size and, in particular,
the depth of the students’ vocabulary knowledge, the instruments were insufficiently refined
to show the nature of any development that had taken place, an outcome which in part
reflects challenges that are inherent in the design of vocabulary depth tests (Schmidt, personal
communication, 4 July, 2001). Furthermore, no conclusions could be drawn about a
relationship between ESML and the students’ vocabulary development because of validity
issues (the unknown effect of taking the tests twice, and attrition of NNS control group
participants resulting in non-comparable sample sizes), and a reliability issue with the
productive aspect of the depth test. (See Appendix 1 in Volume 2 for a summary of the
vocabulary test component and the test results).
On the other hand, the qualitative data provided richer insights into the students’ perceptions
of changes in their voices in English as a result of studying ESML. The feedback interview
data revealed that vocabulary development remained central in the students’ perceptions,
although they also believed there had been improvements in their discussion skills and in
their ability to organise written arguments, and that these skills had been transferable to their
studies in other disciplines. A key finding was that a number of students attributed the
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development of their empathic awareness and intercultural engagement to their sensitisation
in ESML to the interpersonal dimension of language and to depth of vocabulary knowledge,
e.g.:
Tony

[citing the benefits of the literary stylistic approach in ESML over more
traditional informational approaches]:
… if we learn … [how the … Aborigines were treated and how they were discriminated] …
from a poem, we could feel that … the emotions and feelings directly, rather than [being] told.

Global analysis of a selection of the pilot study participants’ academic and creative writing
texts supported their perceptions of developments in the appropriateness of their language
choices and their confidence. In particular, the analysis of their final narrative pieces revealed
a change in the communicative quality of their writing, a rhetorical effect that was difficult to
attribute to improved cohesion, accuracy, or control of sentences structures alone, or to the
increased use of idiomatic or figurative language, imagery and/ or stylistic patterning.

The final study
Data collection and emergence of the study’s linguistic focus
The ‘thin’ description (Ryle 1949, in Geertz 1973) yielded by the quantitative component of
the pilot study led me to abandon the decontextualised attempt to capture voice through
vocabulary measurements, and to adopt a qualitative and contextualised approach to data
collection instead. There were fewer participants in the 2002 ESML cohort (11 versus 17)
and thus in the final study (10). Participation was again voluntary, and identical qualitative
data (feedback interviews and spoken and written student texts) were gathered, with an
additional 10 hours of audio-recorded class sessions. Further information about data
collection and selection in the final study is provided below, in Chapter 3 (§3.4.3 and §3.4.4)
and in Appendices 2 and 3 (Vol. 2, pp. 7, 8-9).
The emergence of a more defined, interpersonal concept of voice and the choice of evaluation
as the central linguistic focus of the thesis came about in two ways. On the one hand, during
the data-gathering phase, an introduction to Appraisal (Martin 2000a) had led me to read the
handful of existing studies on evaluation as the characteristic interpersonal styles or ‘voices’
of particular discourses (i.e. Coffin 2000, Eggins & Slade 1997, Iedema, Feez & White 1994,
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Macken-Horarik 1996, White 1998). In turn, the literature on Appraisal had directed my
attention to the less studied and inter-related Involvement system of resources for bonding
writers and readers socially (Martin 1994 in Eggins & Slade 1997, Martin & White 2005).
On the other hand, the decision to model voice as evaluation and Involvement was
‘grounded’ in my close reading, in the preliminary analysis phase of the final study, of the
narrative tasks of four participants with varying and representative proficiency levels. The
creative writing tasks had been the site where the ESML students most consciously ‘tried on’
different ‘voices’ and interpersonal relationships, as attested, for example, by the comments
of one of the students, Ayami, about her final narrative text in the post-course feedback
interview:
Ayami

I really wanted the readers to become involved in my story and I thought “easy
sentence, easy structure and easy language” would … perfectly match my intention.

As in the pilot study, there was a clear development over time in the communicative quality
of the students’ narratives, and above all, a sense for me, as a native speaker (NS) reader, of
increased solidarity with the writer. Viewed through the lens of my readings on evaluation
and Involvement, the changes in the students’ later narrative writing corresponded to
developments in their expression of attitudes and construction of solidarity with the reader in
a manner that was culturally-consonant and appropriate to the genre.
By way of example, consider the difference between the equivalent diary entries in the first
draft of Naomi’s first narrative (abbreviated as N 1):
The next two days, the Embassy was not open for inquiries.

and in the second draft of the same narrative, completed 10 weeks later:
For the next two days, the Embassy was not open. I could do nothing but wait. I wish I had the
magic power so that my visa was approved at once. But it was the Embassy who had the magic.
They were the POWER!

Whereas the first entry comes across as a statement of fact, the second entry conveys the
writer’s anxiety, and her helplessness in relation to the omnipotent Embassy, and at the same
time appeals to the reader to empathise with her situation. Moreover, in the context of the
story, which documents the final days of the narrator’s eleven-month wait to receive a visa
from the Australian Embassy in Beijing, these reflections add to a prosody of implied
judgements regarding the institution’s efficiency and ethics. In addition, Involvement
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resources are directed at creating intimacy with the ideal reader – for example, Naomi
confides her child-like wish with the ‘magic’ metaphor, and the anti-authoritarian metaphor
‘the POWER’ constructs narrator and reader as sharing ‘in-group’ membership. Having
identified these changes in the ESML students’ narrative writing over the course of the
semester motivated me to investigate changes over time in their academic writing using the
voice analysis tools of Appraisal, given its extended description of affect, and Involvement.

Evolution of the research design and choice of data
Decisions about the research design and data selection crystallised through preliminary
analysis of the first drafts of the same four participants’ first and second written stylistic
analysis arguments. The abbreviation A1 denotes the first draft of the first argument, and A2
the first draft of the second argument. While less striking than the development of their
creative writing, global analysis revealed a noticeable difference in the communicative
quality of the A1 drafts and the A2 drafts, completed 5 to 6 weeks later.
Preliminary Appraisal and Involvement analyses of the stylistic argument drafts focused on
two of the three Appraisal systems, namely, Attitude – the semantic resources for expressing
feelings, opinions and values – and Graduation – the language for amplifying or downtoning
evaluations (e.g. successful, very successful, quite successful). Each of the four students’ A 2
drafts showed an overall increase in the use of evaluation and Graduation, and specifically, of
aesthetic evaluations and assessments of significance, which have been found to be of key
importance in academic arguments (e.g. Coffin 2000, 2002), particularly in literary responses
(Macken-Horarik 1996, Rothery & Stenglin 2000, Zyngier & Shepherd 2003). Changes in the
use of Involvement or ‘bonding’ resources were less evident, although the presence of these
and evaluative resources was considerably more frequent in the higher-graded assignments.
Through the initial analysis process, I became aware of the complex nature of Appraisal
theory, and of the added complexity and limitations involved in its application to the stylistic
analysis argument, which is inherently ‘double-voiced’ (Bakhtin 1934-5/1981: 341), since it
involves a retelling of a ‘parent’ text with an interpretive and evaluative ‘voiceover’ by the
stylistic analyst. It became apparent that I would need to refine, extend and supplement the
Appraisal system if my theory of voice was to be sufficiently sensitive to characteristic
meanings and voices in the domain of stylistics and the ESML data. In particular, additional
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interpersonal resources that suggested themselves were personal pronouns and Involvement
features which index textual voices and identities more directly than the language of
Appraisal, as discussed later. At the same time, the interval of 6 weeks between the first
drafts of the two stylistic analyses was considerably shorter than that between the first and
final narrative drafts, and clearly not an adequate time span for measuring the development
over time of voice in academic writing. Lastly, of the eight argument texts analysed, those of
Aliénor, a French student, outshone the others and also demonstrated a distinctive use of
Appraisal and Involvement resources that led me to probe further to understand what made
her voice so effective.

1.6 Research design
1.6.1 Data
The final data set predominantly comprises the ten ESML participants’ first drafts of the first
stylistic analysis argument (A 1) submitted in Week 7 of the twelve-week semester, and the
extract from the narrative that was the subject of the analysis, ‘The Letter’, by Sally Morgan
(1990), a story that highlights the tragic transgenerational effects of the removal of fairskinned Aboriginal children from their families by the Australian government, a practice that
was implemented for over 100 years. The task required the students to interpret the extract’s
‘message’ and to evaluate specific linguistic/stylistic features used to construct this
‘message’, and their rhetorical effects. Secondary data includes a small reference corpus of
three of Aliénor’s written texts in the argument and narrative genres.

1.6.2 Goal, aim, objectives and components of the study
The study has a dual theoretical (linguistic) and pedagogical rationale. Its goal is to enhance
our understanding of what constitutes an adequate and appropriate linguistic model of voice
for theorising and describing the development of voice in academic discourse, and potentially
for teaching it. To this end, the aim of the study is to develop a model of voice that meets the
requirements specified in §1.4.2 and to evaluate its affordances and limitations from
theoretical and pedagogical perspectives by
i.

applying the model to the in-depth analysis of a A-graded written stylistic
argument text, namely, that of Aliénor the case study participant;
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ii.

comparing the results of the case study voice analysis with those generated by
comprehensive but less intensive voice analyses of:
•

the narrative extract from ‘The Letter’ (i.e. the focus of the ESML writing task);

•

the other nine participants’ A1 stylistic responses to the identical task and topic,
particularly those of Naomi and Helen whose writing demonstrated some trends
characteristic of B- and C-graded arguments; and
the texts in Aliénor’s reference corpus that attempts to capture her idiolectal voice

•

traits
iii.

carrying out an overview analysis of the process and outcomes of the application
of the proposed model of voice to the case study analysis.

A specific theoretical objective of the study and overview analysis is to assess the capacity of
Appraisal as a voice analysis tool. A specific pedagogical objective of the comparative voice
analysis of Aliénor’s argument and her peers’ lower-graded arguments is to identify
correspondences between particular constellations of interpersonal resources and the
construction of more or less effective voices, thus adding a developmental perspective to the
study.

1.6.3 Research questions
Hence, the primary research question addressed by this thesis is:
What is an adequate and appropriate linguistic model for the characterisation of voice
and its development in academic writing?
Three further questions are posed to shed light on the central question. From a theoretical
perspective, I ask:
i.

What are the strengths and weaknesses of the model of voice developed in this
thesis? In other words, how well does it describe voice in the stylistic analysis
argument?

A related sub-question is:
ii.

How viable is the Appraisal system as an analytical tool for describing voice?

A further question posed from a pedagogical perspective is:
iii.

What constitutes an effective voice in the domain of literary stylistics, and
specifically in the stylistic analysis argument?
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1.6.4 Analytical approach to the data
The approach to data analysis is discourse analytic and predominantly qualitative. The
construction of the students’ voices in their arguments is traced through genre analysis in
conjunction with the dual focus on specified interpersonal meanings throughout the text and
their realisations at the sentence level. In addition, the logogenetic or phase-by-phase analysis
of the interaction of interpersonal resources with other features as the text unfolds offers a
detailed, delicate and dynamic account of qualitative variations in voice corresponding to
genre- and discipline related roles performed by the writer, and their associated rhetorical
effects.
From a quantitative perspective, information about the frequencies of specific types of
interpersonal features offers a more objective rather than impressionistic basis for describing
variations in voice qualities within and between the texts of individual writers. Nevertheless,
it is important to acknowledge at the outset that while frequency data foreground overall
trends, in the final analysis, variations in the volume, intensity and assertiveness of a voice
are the ‘amalgamative effect’ (Matsuda 2001: 40) of constellations of interpersonal features
and their realisations, in combination with other textual features; and that it is only a fully
contextualised, discourse analytic, logogenetic perspective that allows the analyst to perceive
these unique coalescences.

1.6.5 Limitations of the research design
Two key limitations of the research design and approach to data are that the small size of the
corpus (10 texts) precludes any generalisable findings, and that the in-depth discourse
analysis is undeniably complex. To some extent, I am able to compensate for the first of these
limitations by drawing on the findings of relevant quantitative (e.g. Fløttum et al. 2006,
Hyland 1999, 2002 c,d,e) and qualitative studies (e.g. Macken-Horarik 1996, 2003a, 2006,
Rothery & Stenglin 2000) to complement the predominantly qualitative analytical approach
adopted in the study. Moreover, quantitative and qualitative approaches each offer particular
advantages and disadvantages. Thus, the non-generalisability of qualitative studies like the
present one is counterbalanced by the fact that the discrete, quantitative approach of corpusbased linguistics provides an incomplete picture of how texts work. For instance, Pragmaticsbased research on stance in academic writing typically focuses on a few explicit evaluative
resources at the clause level, or in a specific stage of texts (usually the introduction), whereas
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an intensive, meaning-based, qualitative analysis provides insights into what is special about
an individual text, and about how these particular contingencies ‘texture’ discourse as it
unfolds:
… it is important to analyse instances in individual texts. What is unique about a specific text may
be just what matters; we don’t want to lose what’s special by only valuing generalizations across a
text corpus.

(Martin & Rose, 2003: 272)
Given that the individuation component of the present study is designed to capture what
makes Aliénor’s voice unique and effective in the disciplinary context of pedagogical
stylistics, the intensive, fine-grained discourse analysis of her argument by comparison with
those of her peers is apt and necessary.

1.6.6 The theoretical framework
SFL
The model of voice developed in this study is primarily underpinned by the SFL theory of
language within which the Appraisal and Involvement systems have evolved. The key SFL
principles that inform the study and their affordances are introduced in this section, and taken
up in further detail in Chapters 2 and 3. A primary advantage SFL theory offers this thesis is
its a conceptualisation of language as simultaneously serving three over-riding functions or
metafunctions: an interpersonal metafunction that enacts our social identities and
relationships, an ideational metafunction that construes the world and our experiences of it,
and a textual metafunction that organises interpersonal and ideational meanings into cohesive
text. Thus, although this study focuses on the interpersonal dimension of language, all
metafunctions are viewed as integral to voice: a writer’s identities are considered to be
portrayed by the ideas and arguments s/he expresses, as well as by her/his organisation of and
realisation of attitudes towards this informational content. In contrast, Pragmatic/
metadiscoursal approaches to language treat interpersonal meanings as outside the discourse
proper (e.g. Crismore et al. 1993, Vande Kopple 1985).
A second advantage is SFL’s fully theorised, linguistically-principled, meaning-based
account of language and of its interrelationship with the social context. A distinctive tenet of
SF theory is that language is conceptualised as a semiotic system that enacts and construes
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the practices and values of the social context rather than one that simply reflects social
reality, as in more traditional linguistic approaches. From the perspective of the interpersonal
metafunction, Halliday posits that ‘[B]y their everyday acts of meaning, people act out the
social structure, affirming their own statuses and roles, and establishing and transmitting the
shared systems of value and of knowledge’ (1978: 2). Hence, context and language, and thus
the actual writer and her/his voice are considered to be mutually constitutive. In other words,
the actual writer’s situated social identities (e.g. her ethnicity and gender, social roles as an
expert or apprentice writer) and more habitual individual dispositions (e.g. her thoroughness
and unique aesthetic sensibility) shape the her voice and textual identities. At the same time,
the writer’s voice enacts her actual social and individual identities and projects her textual
identities, that is, the impression of her social and individual identities drawn by the reader.
A third advantage is that social reality and language are conceptualised as stratified or
composed of multiple layers, that provide different perspectives for viewing the same
phenomena. Layers or strata are depicted in Figure 1.3 as a series of concentric circles,
following conventions for depicting stratification adopted by Martin (e.g. 1997, 2010),
Matthiessen (2007) and others. Solid lines represent the two planes of context and language,
and dashed lines indicate sub-levels within each plane. Moving from context to language, the
relationship between each plane and each successive layer is explained as one of realisation,
where each layer is encoded by the next with decreasing degrees of abstractness.
Seen from a distance, the context of culture represents the context as a system or ‘reservoir’ in
Bernstein’s terms (2000: 158) of a culture’s meanings or ways of doing things with language,
as encompassed by the concept of genre. Seen from close-up the context of situation
represents one instance or enactment of particular cultural practices. For Halliday, every
context of situation involves three variables (Halliday 1985/1994): tenor or the discourse
participants, field or the topic of discourse, and mode or the channel of communication. In
terms of this study, the context of culture primarily involves the disciplinary community of
Anglophone stylisticians and its reservoir of knowledge-making and discoursal conventions,
among them the stylistic argument genre. The context of situation centrally consists of the
ESML student writers and the lecturers who read and assessed their writing (myself and a
moderator), the stylistic analysis of a specific narrative, and the written form of the task.
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On the other hand, context is understood to be encoded by three language strata, each less
abstract than the previous one, and each providing a different platform for viewing language.
These levels are: meaning (discourse semantics), which is realised through wordings
(vocabulary and grammar or lexicogrammar) on the Content plane, and their realisation by
sounds and writing (phonology and graphology) on the Expression plane. Thus, stratification
systematises the interdependent relationship between context and language, and between
meanings and their linguistic realisations.

Figure 1.3 Multiple perspectives in SFL for viewing language in use
Context of culture:
genre
Social context

Language
CONTENT

Context of situation:
tenor, field, mode

EXPRESSION
phonology
&
graphology
lexicogrammar
discourse semantics

Based on Halliday 1985/1994, Halliday & Matthiessen 2004, Martin 1992, Martin & White 2005

Fourth, an important construct in the SFL account of the social shaping of an individual’s
voice is the concept of register, which Halliday (1985/1994) defines as configurations of
interpersonal, ideational and textual meanings that respectively realise the contextual
variables of tenor, field and mode*. Hence register and genre represent two lenses for viewing
the context-language relationship. A close-up perspective is provided by registers, which are
made up of characteristic patterns of linguistic choices that enact particular situations and
enable us to predict those situations. A more abstract perspective is offered by genres (Martin
1992), which are realised as overarching patterns of typical sets of linguistic resources shaped
by registers. Moreover, previous research has shown that a selective focus on interpersonal
*

A different interpretation of register formulated by Martin (1985) treats register as encompassing both the

contextual variables (tenor, field and mode) and their linguistic realisations (interpersonal, ideational and textual
meanings). I elaborate on this difference in Chapter 2.
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meanings can provide salient indices of registers and genres (cf. Coffin 2000, 2004). In terms
of this study, for instance, a written response to a literary text for an academic audience is
likely to contain fewer instances of first person pronouns than a face-to-face book club
discussion of the same text.
Consequently, a fifth and crucial construct in the model of voice I develop is that of tenor,
meaning the discourse participants, their social identities and relations of power and
solidarity. In Martin’s extension of Halliday’s tenor theory (1985, 1992), the subjective and
intersubjective functions of voice are realised in different but overlapping ways by
patternings of interpersonal meanings classified as three interrelated discourse semantic
systems: the two systems that form the principal voice analysis tools in this study, namely,
Appraisal (evaluative meanings) and Involvement (social bonding resources), and
Negotiation (speech functions and the turn-taking structure of dialogue, realised
lexicogrammatically by Mood) (Figure 1.4).
The location of Appraisal and Involvement within the overall SFL theorisation of context and
language outlined above brings two important advantages. First, it means that each system
provides two vantage points for viewing the explicit and often implicit and ‘objectified’
expression of voice in academic writing:
i.

a discourse semantic perspective, which highlights patternings of interpersonal
meanings at strategic points and cumulatively throughout the text; and

ii.

a lexicogrammatical perspective, which offers a clause-level view of the explicit
and implicit realisations of these meanings.

In addition, the systematised nature of Appraisal and Involvement increases their reliability
and efficacy as voice analysis tools. The concept of the system network enables different
lexicogrammatical choices to be classified, sub-classified and displayed as choices in
meanings. As a result, a writer’s actual linguistic choices are interpreted against the
background of what s/he could have written (their potential choices). For instance, in the
ESML data, Aliénor evaluates the Australian government’s treatment of Aborigines as ‘a
painful problem’, while a less proficient student, Susanne, describes it as ‘an inhumane
cruelty’. Aliénor’s choice focuses on the negative consequences of the situation, constructing
her voice as sensitive and discerning but restrained, whereas Susanne’s doubly judgemental
lexis expresses a criticism of those responsible for the situation, portraying her as accusatory
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and involved. Hence, making discourse analysis accountable to systems of network options
affords a fine-grained, but linguistically-principled deconstruction of voices in texts.

Figure 1.4

The realisation of tenor variables, viewed from the context of situation to the
discourse semantic strata
Tenor: Power & Solidarity

Social context
Context of
situation

Language
Appraisal,
Involvement,
Negotiation

Based on Martin & White 2005

Appraisal
The Appraisal system has evolved from the work of Martin (1997, 2000), White (e.g. 1998,
2001a,b) and others, as discussed in Chapter 2. Appraisal maps evaluative meanings along
the axes of Attitude, Graduation and Engagement as shown in Figure 1.5. Attitude is
modelled as the resources for expressing feelings (Affect), judging people and their
behaviour (Judgement), and assessing the value of natural or man-made phenomena
(Appreciation). Graduation involves the linguistic means for adjusting the force (e.g.
‘particularly important’ Vs. ‘trivial’) or precision (e.g. ‘physically present’ Vs. ‘a kind of
courage’) of these attitudes. Engagement encompasses the resources for aligning readers to
the writer’s views and values, more authoritatively or persuasively, by adjusting the certainty
of a statement and thus excluding or admitting the existence of other voices or views within
the text.
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Figure 1.5 Basic outline of the Appraisal system
Affect …
ATTITUDE
APPRAISAL

Judgement …
Appreciation …

GRADUATION
ENGAGEMENT
Based on Martin & White 2005

From the point of view of this thesis, each of the three interrelated Appraisal systems enacts
and projects the subjective and intersubjective functions of voice. Attitude and Graduation
resources chiefly construe the self-portrayal dimension. More implicitly, they establish
communality and thus solidarity with the projected (and intended) audience by the sharing of
values, particularly if their expression conforms to the conventions of the relevant discourse
community. The intersubjective dimension of relating to and positioning the ideal reader is
largely construed by Engagement in conjunction with Graduation. Appraisal is discussed in
further detail in Chapters 2, 3 and 4.

Involvement
A mentioned earlier, the Involvement system (Martin 1994 in Eggins & Slade 1997, Martin
& White 2005) is composed of a range of resources, such as specialised technical terms,
abstract lexis and nominalisation, that are primarily viewed as serving an intersubjective
voice function of negotiating social relations, particularly solidarity, through group
membership. Nevertheless, more overtly than Appraisal resources, with which they often
overlap, Involvement features also portray the writer’s social identities and identifications,
and create bonds of affinity with the projected reader primarily on the basis of their reciprocal
identities and affiliations. For example, Aliénor’s appropriate use of metalanguage such as
‘understatement’ and ‘hyperbolic metaphors’ in her stylistic analysis construct her as an
experienced discourse/stylistic analyst who identifies with a community of stylisticians and
projects and creates bonds of affinity with an identical, peer readership. Further discussion of
the Involvement system and its role within this study can be found in Chapters 2, 3 and 4.
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Other approaches
Supplementation of the SFL theoretical framework has largely been aimed at ‘filling the
gaps’ related to the characterisation of the individual dimension of the writer’s voice as
mentioned above (§1.3.3). To this end, I draw on social interactionist and neo-Rhetorical
approaches to voice that accord more attention to the emergent, agentive and thus unique
aspects of the individual writer’s voice than does SFL’s social constructionist account of
language. In particular, I adopt aspects of Tracy’s (2002) classification of identities, and
Goffman’s (1959) dramaturgical distinction between the actual writer-performer and her/his
textual identities or characters. These theories are brought into dialogue with Johnstone’s
theory of linguistic individuality, which attempts to redress the balance between approaches
that prioritise the social dimension of voice to the exclusion of the individual dimension. In
addition, the model I develop is influenced by sociocultural approaches to voice (Vygotsky,
Bakhtin, Wertsch), particularly research on the relationship between the dual cultural
contexts and ‘selves’ that L2 learners bring to their writing in a second language (e.g. Byrnes
2006a, Kramsch 1993, 2000, Pavlenko & Lantolf 2000). More generally, I incorporate recent
Pragmatic research on personal pronouns and other self- and reader-reference markers (which
are not adequately dealt with in Appraisal), and practice-based and Rhetorical
conceptualisations of the more immediate disciplinary context (e.g. Ivanič 1998) that enable
me to ‘flesh out’ the SFL theorisation of the context.

1.7 Significance of the study
1.7.1 Theoretical significance
The study’s exploration of the requirements of an adequate theory of voice makes an original
contribution to analytical approaches to interpersonality in academic writing, and specifically
to studies that conceptualise voice as evaluative meaning. First, the study demonstrates a
number of affordances of the Appraisal- and Involvement-based model of voice proposed in
the thesis through its application and rigorous interrogation of the analysis process. The new
model is tailored to fulfil the requirements of the discourse domain (pedagogical stylistics)
and the stylistic analysis genre. It builds on and extends existing Appraisal-based studies of
voice and offers specific advances over approaches to voice in academic writing in the
Pragmatics and Rhetorical, Critical and Sociocultural traditions. These advances include:
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i.

above all, more elaborated modelling of the subjective functioning of voice.
Unlike most theorisations of writer identity in academic texts, the model
relates ‘syndromes’ of interpersonal choices (Martin 2003: 175) to the
enactment and projection of the writer’s individuality, as well as to the
enactment and projection of her/his social roles and identities. Moreover, by
comparison to approaches to voice based on evaluation only, the combined
tools of Appraisal and Involvement produce a sharper delineation of the
identities performed by the writer, particularly social identities (e.g. expert
stylistician), and of her/his group memberships and mutual interests or
attributes.

ii.

a more comprehensive view of the intersubjective functioning of voice that
captures different modes by which the reader is positioned or aligned and the
imagined reader’s identities are projected. On the one hand, the prism of
Appraisal reveals how the writer aligns the imagined reader to her/his
argument – overtly through rhetorical strategies (Engagement) and covertly
through the sharing of values (Attitude) – and indirectly projects the reader’s
identities and affiliations. On the other, the supplementary prism of
Involvement foregrounds the writer’s creation of bonds of affinity with an
ideal reader through the projection of their reciprocal identities, affiliations
and attributes, covertly inviting the reader to align with the writer’s argument.

iii.

a dynamic view of voice that traces variations in voice qualities within texts to
different constellations of interpersonal choices, and their interactions with cotextual features. Variations are relate to a hierarchy of levels of voice (voice
types, voice roles and stance) that make up the writer’s overarching voice in a
text as s/he performs certain genre- and discipline-related discoursal functions.

iv.

an attempt to develop a more balanced and articulated account of the linguistic
and contextual dimensions of voice, making it possible to relate patterns of
interpersonal resources that construct the writer’s voice to the influence of the
values and knowledge- and meaning-making conventions of the disciplinary
and wider cultural contexts, and also to factors in the immediate context of
writing, such as the writer’s L2 status and individuality.

v.

a semantic and lexiogrammatical account of the overt, covert, prosodic and
cumulative expression of voice in academic texts. This bifocal view of
patternings of interpersonal meanings and of their linguistic realisations
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generates a delicate description of voice qualities e.g. degrees of subjectivity
or objectivity, solidarity, forcefulness or loudness, making it possible to
account for voice qualitatively, quantitatively and in a systematic and
linguistically-grounded manner. In particular, the lexicogrammatical view of
realisations of Appraisal and Involvement make it possible to capture the
individual dimension or ‘grain’ (Barthes 1977) of the writer’s voice.
Second, the voice analysis of Aliénor’s stylistic argument represents the first in-depth study
of individuation in academic writing among linguistic approaches to voice as interpersonal
meaning. The fine-grained, logogenetic discourse analysis highlights what is special and
particularly effective in her writing (the instance) as well as contributing new understandings
of voice qualities and roles characteristic of the stylistic analysis (genre and register-shaped
meanings and linguistic patterns). In addition, the case study has generated a catalogue of
voice qualities and rhetorical effects related to patterns, types and realisations of Appraisal
and Involvement resources, and their conjunction with other co-textual features.
Third, the study makes an original contribution to linguistic research by testing the robustness
of the Appraisal system in terms of its ability to describe characteristic uses of language in
the specific context of pedagogical stylistics. Key outcomes include:
• significant refinements and extensions of the Appreciation sub-system within Attitude, and
an extension of the Monogloss category and a review of the use of Attribution within
Engagement. These developments are designed to account for language choices privileged
by the disciplinary context, the stylistic analysis task, and in some instances the specific
topic addressed by the task. In addition, the incorporation of self-and reader-reference
resources within Engagement has a more general application, and generates a more
streamlined account of degrees of authoritativeness or negotiability in the writer’s voice;
and
• the development of a systematic, linguistically-principled framework for coding implicit
evaluations in literary and derivative texts, thus reinforcing the reliability and potential
replicability of the analysis.
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1.7.2 Pedagogical significance
The complex nature of the topic (voice), the model and its primary analytical instrument (the
extended Appraisal framework) and the data (the ‘double-voiced’ stylistic analysis genre)
means that this thesis makes a more direct contribution to linguistics than to language
teaching. Nevertheless, the study makes an original contribution to pedagogically oriented
research on voice in undergraduate argument writing in general, and continues the SFL
tradition of analysing socially privileged literacy practices in order to make their salient
features more accessible to disadvantaged students. In particular, the study represents the first
in-depth analysis of developmental differences between students’ voices in the stylistic
analysis argument, adding to SFL work on interpersonal meaning in narratives and secondary
literary text responses by Macken-Horarik in particular (1996, 2003a, 2006).
More specifically, the study is pedagogically significant in several respects:
i.

it provides teachers of stylistics-based approaches to EAP with a linguistic
model that could be simplified to demonstrate the dialogical nature of voicing
in written texts;

ii.

it contributes insights and resources for teaching students to deconstruct voices
and reader positioning strategies in narratives;

iii.

it sheds light on the construction of effective voices in stylistic analyses, and
provides a compendium of resources for sensitising students to the rhetorical
effects of their self-portrayal;

iv.

it suggests that the teaching of argument writing could be enhanced by
focusing on voice types and roles (discipline- and genre-related functions like
retelling and interpreting the narrative) in addition to traditional genre-based
approaches to writing instruction in pedagogical stylistics and potentially in
other disciplines; and

v.

it highlights the need to teach depth of vocabulary knowledge and connects
with the genesis of this project in confirming the importance of this knowledge
as a salient indicator of the effectiveness and stage of development of a
writer’s voice.
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1.8 Thesis outline
This thesis comprises seven chapters. Chapter 1 locates the study in the general context of
EAP instruction and more specifically in a stylistics-based EAP subject. The chapter
foregrounds the need for a linguistically-principled, discipline-specific model for describing
and teaching voice in L2 undergraduate writing and proposes a set of criteria for such a
theory of voice. The aim of the study is defined as being to develop a model that addresses
most of these criteria, and particularly to improve on existing approaches by providing a
systematic and more comprehensive account of the subjective and intersubjective dimensions
of voice.
The chapter outlines the study’s objectives of using the model to analyse L2 international
undergraduates’ written stylistic analysis arguments and thereby assessing its ability to
describe their voices and to distinguish those features that characterise an effective voice in
this discourse domain. An overview of the discourse analytic, case study and comparative
research design describes its ‘grounded’ evolution and limitations, and highlights the central
SFL principles that form the theoretical foundations of the new model of voice. The chapter
closes with a synopsis of the study’s original and salient contributions to linguistic research
on voice in written academic discourse and to EAP pedagogy
In Chapter 2, I define key terms in the study and review the literature on theoretical
approaches to voice as interpersonal resources in three EAP/academic literacy and associated
linguistic traditions, foregrounding those approaches that inform the theory of voice I
develop, and assessing their strengths and weaknesses in relation to the criteria for an
adequate model of voice established in Chapter 1.
Chapter 3 outlines the study’s research design and elaborates its theoretical framework –
namely, the new model of voice that emerged from my readings about theoretical approaches
to voice across the academic literacy landscape, my concurrent engagement with the ESML
data, and my continuous application and refinement of the Appraisal and Involvement
frameworks to Aliénor’s stylistic analysis.
In Chapter 4 I describe in greater detail the study’s discourse analytic, qualitative and
quantitative methodology, the participants, and the texts that comprise the data – i.e. the
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stylistic analysis task, the relevant literary extract, and the ESML students’ texts, especially
Aliénor’s. Then I present the three key voice analysis tools, namely genre theory, and the
combined interpersonal resources of Appraisal and self- and reader-references, and those of
Involvement.
In Chapter 5 I introduce the extract from the narrative that is the subject of the ESML
students’ stylistic analyses and examine the results of the application of the newly-developed
model of voice to the passage. Chapter 6 reports the findings of the case study and
comparative voice analysis of the stylistic arguments of Aliénor and her peers, and comments
on their relevance to the pedagogical and methodological questions posed by the study.
Chapter 7 draws on the overview analysis findings and the criteria for an adequate model of
voice to evaluate the strengths and weaknesses of the theory of voice developed in this study,
and specifically of the revised Appraisal framework. The evaluation outcomes are discussed
in terms of their contribution to answering the principal research question posed by the thesis,
which asks what constitutes an appropriate and adequate linguistic model for describing voice
and its development in academic writing. The second part of the chapter evaluates the whole
study in terms of its key contributions to and implications for linguistic research and then,
drawing on pedagogical insights from the case study and comparative voice analyses, in
terms of its principal contributions to and implications for stylistic approaches to
EAP/language teaching.
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Chapter Two
Mining theories of voice across the academic literacy landscape

2.1 Introduction
This chapter reviews the theoretical foundations of the model of voice developed in the
current study. The chapter has three foci. First, it begins with a conceptual toolkit, and
definitions of key terms as they are used in this thesis. Second, the discussion that follows
maps theoretical and especially linguistic approaches to voice and writer identity across the
academic literacy landscape, and ‘mines’ those that contribute directly to my model of voice.
As far as possible, the scope of this overview is narrowed to highlight linguistic accounts of
voice as interpersonal, and particularly evaluative meanings in the Pragmatic/ESP,
Functional, practice-based and other North American traditions (i.e. Composition/neoRhetorical and sociocultural traditions), with a particular focus on studies pertaining to the
disciplines of stylistics and literary criticism. The review foregrounds SFL concepts of voice
since, as foreshadowed in Chapter 1, these form the basis of the new model of voice. In
addition, it examines those approaches from other academic literacy traditions that enhance
the SFL contributions to the new model and/or its application, or that compensate for the
limitations in SFL descriptions of voice. Finally, given that one of this study’s research
objectives is to develop a model capable of describing the development of voice in L2
academic writing, the review takes note of studies of academic literacy development,
particularly in the sub-field of undergraduate EAP, and studies of second language
acquisition (SLA) among advanced learners.

2.2 Key concepts and terms of use
The conceptual toolkit provided below begins with a working definition of voice and other
key terms within the reviewed literature, namely discourse/s, discourse community, genre and
register, and explains the way they are used in this thesis.
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2.2.1 Voice
The concept of voice adopted in this project is multi-layered and shaped by several
theoretical traditions. At the most basic level, voice entails the discursive and non-discursive
means (e.g. formatting and presentation – cf. Matsuda 2001, Starfield 2004, Tang 2006) by
which a writer construes her/his presence in a text and her/his social relations with the reader.
Nevertheless, in light of the already-complex nature of Appraisal as the central voice
analytical tool, and as signalled in Chapter 1, I use the term to refer to the writer’s linguistic
and stylistic choices only. More specifically, while voice, like language, is tri-metafunctional,
the model of voice developed here focuses primarily on interpersonal meanings, and
specifically the writer’s use of evaluative (Appraisal), bonding (Involvement) and self- and
reader-reference features as they interact with genre.
Next, I adopt a dramaturgical or ‘performative’ (Butler 1990) notion of voice, making a
distinction between voice and textual identity. Thus ‘voice’ or rather ‘voices’ signifies the
qualities of the words and meanings in a text that enact the actual writer’s social roles and
dispositions. At the same time, these qualities project or evoke an impression for the reader of
the writer’s identity/ies, since voice varies across texts and within them depending on the
discourse domain, genre, social role and discourse function performed by the writer. Seen
from the reader’s point of view, voice entails those characteristics of a text that result in ‘the
feeling-hearing-sensing a person behind the written words, even if that person is just a
persona created for a particular text or a certain reading’ (Bowden 1999: 97-98, cited by
Hirvela & Belcher 2001: 85). These text qualities are treated as simultaneously enacting the
writer’s social relationship with the reader. Seen from the writer’s perspective, voice realises
her/his social and individual identities and expresses her/his attitude to the subject matter and
to the reader, in a particular text and in response to a particular social situation. As such, the
writer’s self-representation and the reader’s impression of the writer may differ (cf. Benwell
& Stokoe 2006, Harré 1998, Maingueneau [1] 1999, [2] 2002).
In addition, for analytical purposes, I separate the subjective or self-portrayal function of
voice from the intersubjective or social relations function, unlike Halliday who includes both
functions within the notion of ‘interpersonal’ meanings (1978). Nevertheless, in this respect I
conform to certain Functional approaches which distinguish between the ‘expressive’
(subjective) and ‘conative’ (intersubjective) functions of language (e.g. Bühler 1934/1990 in
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Halliday 1978: 48) and to Critical linguistic approaches, for instance Fairclough’s ‘identity’
and ‘relational’ functions (1992: 64). These definitions also subsume literary and stylistic
approaches to voice as:
•

the narrator’s point of view (e.g. Chatman 1990, Simpson 1993, 2004, Uspensky
1973) and ‘mind style’ (Bockting 1994), as indexed by linguistic features that range
from modality and epistemic stance (e.g. Fitzmaurice 2000, Kirkham 2011),
attribution and free indirect discourse (e.g. Bockting 1994, Bray 2007, Currie 1993)
and overlapping speech (Ivanchenko 2007);

•

the relationship between the writer and reader (e.g. Sanger 1998: 108); and

•

the linguistic features that construct an individual or personal style (see Sebeok,
1960).

Furthermore, I use the terms ‘subjective’ and ‘expressive’, and ‘intersubjective’ or ‘conative’
interchangeably in this study.
Finally, I treat voice as simultaneously social and individual in nature, drawing on two
sources: Vygotskian theories of voice in SCT, which view the social origins of voice as
preceding its individual origins (Wertsch 1991: 13); and Bakhtin’s dialogical perspective of
voice from literary studies, as ‘filled with others’ words’ and shaped by the individual’s
agency or ‘speech plan’ (what s/he wishes to say), and through the ‘expressive’ aspect, that
is, the speaker’s subjective emotional evaluation of the referentially semantic content of his
utterance’ (1952-3/1986: 89, 84). Moreover, I define the dialogical or intertextual component
of voice as including the voices of specified others, and non-specified, abstract voices, as
expressed by the linguistic styles characteristic of particular genres, fields of discourse and
social roles.

2.2.2 Identity/ Identities
As stated in §2.2.1, I theorise identity* as distinct from voice and as referring to the writer’s
textual identity/ies, ‘discoursal self’ or self-representation in the text rather than to the writer
as a person, or her/his essential or ‘autobiographical self’ (Ivanič 1998). Moreover, within
this thesis, the identities projected in a text are not only those of the writer, but also those of
*

I have chosen ‘identity’ rather than sometimes overlapping terms that include ‘self’, ‘selfhood’, ‘person’,

‘personhood’ and in critical theory ‘subject position’ or ‘subjectivity’ (Weedon, 1987).
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the imagined reader. In other words, the relationship between voice and identity can be
described in terms of the following dynamic: (1) the writer’s or narrator’s/protagonist’s voice
is constructed by the interaction of her/his interpersonal choices with the particular genre of
her/his writing. (2) Specific voice qualities simultaneously perform and create an impression
of the writer’s social and individual identities or character and in turn project a
complementary imagined reader. (3) At a more delicate level, changes in patterns of
interpersonal meanings within narrative and argument texts bring corresponding inflections in
the writers’/protagonists’ voices and in the projection of their foregrounded identities as well
as those of the imagined reader.
My use of the term ‘identity’ is underpinned by postructuralist theories, particularly
•

social constructionist views (e.g. contributors to Shotter & Gergen 1989), which
conceptualise identity as plural, fluid, conflicting, and co-constructed between
discourse participants;

•

social interactionist views (e.g. Goffman 1959, LePage & Tabouret-Keller 1985) that
consider identity to be created in the moment through social, and specifically
discoursal interaction; and

•

social identity theory (e.g. Tajfel 1982, Tajfel & Turner 1986) according to which an
individual’s linguistic choices are motivated by her/his identification with, and wish
to be identified with, certain social identities and groups.

Thus, linguistic choices represent fleeting ‘acts of identity’ (LePage & Tabouret Keller 1985)
and identification, performed as the text unfolds and as the writer negotiates discoursal roles
and functions in genres that index particular social situations.
Nevertheless, a fundamental difference between constructionist and interactionist positions is
that the former tends to treat the individual in terms of her/his social roles and as possessing
less agency, whereas the latter treats the individual as an embodied psyche or ‘self’
(Luhmann 1984/1995) with more agency over their linguistic choices. Similarly, the term
‘self’ in SCT is used to describe the individual consciousness or ‘white blank center … that is
always there before the Babel of our multiple selves is constructed’ (Hoffman 1989: 275).
Following Ivanič (1998) and Johnstone (1996, 2000, 2009), I blend both positions with social
identity theory, making it possible to theorise an individual writer’s linguistic choices as
agentive, but at the same time as shaped and constrained by the discourses and institutional
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structures to which s/he has access and by her/his personal disposition. This position contrasts
with the essentialist notion of identity held by early composition theorists according to which
writing is sourced to a unique, singular, stable and coherent pre-existing self and the postmodernist view that “the person” does not exist as a reality but only as a ‘sea of portrayals’, a
‘chorus of competitive voices’ (Gergen 1991: 140 in Freisinger 1994: 255).
A second difference is that constructionists tend to define identity as a lens for looking at the
person in terms of their commonality – ‘the group class or type to which they belong’ (Harré
1998: 6). However, drawing on Tracy’s broader classification of identity from a social
interactionist perspective (2002: 18-20), I define identity as including the writer’s social
(shared) and individual (unique) traits. Accordingly, a person’s identities encompass both
her/his context-specific social roles (e.g. language student or lecturer) and Tracy’s ‘master
identities’ (her/his generation, ethnicity, gender, capacity and class), and her/his individuality,
that is, her/his distinctive, seemingly consistent attributes or ‘personal identities’. This
concept of individual identities is consonant with SCT views of ‘the self’ noted above and
Harré’s view of the ‘person’ as a singular psychological being with shifting personal
attributes, but who is conditioned to respond in characteristic ways to particular situations
(1998).
Furthermore, I treat the writer’s social and individual identities as being related through their
mutual influence and common location in her/his person or autobiographical self; and as
respectively enacted and/or projected by the social and individual dimensions of the
subjective function of voice. Hence, a person’s performance of a social role will always be
shaped by their unique traits and habitual or sedimented ways of responding to that role and
situation – or what Goffman calls the ‘personal touch’ (1959: p74). For instance, each ESML
student’s uptake of her/his stylistic analyst roles in their academic writing task is shaped by
her/his self-esteem (or ‘sense of self’) and her/his unique lingual biographies, ‘emotional
intelligence’ and aesthetic sensibilities that have developed through her/his individual life
experiences, challenges and opportunities – particularly those related to learning English and
reading and responding to literature and other aesthetic artefacts. Moreover, each person’s
autobiographical experiences are dependent on the social status and language backgrounds of
the families into which s/he was born. (I discuss these ideas further in Chapter 3).
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Lastly, I interchange the terms ‘social identity’ and ‘social role’ with the term persona, drawn
from Rhetoric studies and meaning the writer’s ‘ “theatrical mask” ’ or ‘ “fictional self” ’
(Cherry 1988/1998: 390, 397). However, I describe the writer’s individual textual identities
as her/his ‘individual identities’ or ‘individuality’. Although my account of the writer’s
enactment or portrayal of individuality in her/his writing has been influenced by neoRhetorical understandings of ethos (e.g. Cherry 1988/1998, Maingueneau [1] 1999), I have
avoided this term because of potential confusion with both the narrower, traditional
Rhetorical concept of the ethos, meaning the ethical character of the actual writer, and with
the term ‘ethical voices’, which refers in this thesis to the writer’s expression of ethical
discernment, and thus encompasses only one aspect of her/his individuality. Hence, I define
the writer’s individual identities from the reader’s perspective as an impression of the writer’s
autobiographical self, and from the writer’s perspective, as a portrayal and potentially an
enactment of her/his individuality that may be unconscious, or consciously created to
complement and complete her/his social identities or personae.

2.2.3 Discourse/s
The term ‘discourse’ is used in two ways. First, following Carter’s most general definition,
‘discourse’ refers to a stretch of naturally occurring text (1995: 39). This is the predominant
meaning given to the term in textual approaches to academic writing and voice, as it is within
the present study. The second principal meaning of ‘a discourse’ or ‘discoursal’ relates to the
ideational content or field and associated language types involved in particular institutional
contexts, what Bakhtin called ‘social languages’ (1934-5/1981: 331). In this sense, a
discourse refers to the way beliefs, values and attitudes of different social and sub-cultural
groups are construed and enacted through their social, cultural and epistemological or
knowledge-making practices. For instance, I frequently use the expression ‘discoursal roles’
to signify the discipline-shaped roles that writers perform in order to fulfil the requirements
of a specific task type in a particular discipline and so to represent themselves as members of
that discipline.
This second meaning of discourse is foregrounded in contextually-, and especially criticallyoriented practice-based and sociocultural approaches to academic writing and voice
(following Foucault 1972, and Fairclough 1992 in particular). In the critical and practicebased (New Literacies) traditions, the term discourses has a primarily ideological meaning
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that extends beyond language to explain how individuals are positioned socially by the
values, beliefs and, especially, the power relations embedded in the social practices of
particular groups. In this study, however, I take a broader sociological, rather than
specifically political, approach to discourses as institutionalised social and linguistic
practices, arguing that the kinds of discourses with which an individual has contact shape and
constrain her/his likely fields of interests, the social identities to which s/he has access, the
voices s/he may appropriate, and the ways of being or portraying her/himself with which s/he
identifies.
On the other hand, I take up practice-based and Critical approaches to the role of discourses
in identity construction. The discourse of science, for example, involves writers in adopting
‘depersonalised’ voices to construct and communicate scientific knowledge and their own
stance towards the subject matter, and to thus represent their identities as professional
scientists and be recognised as such by their peers. At the same time, to speak of the
discourse of science also conveys the ways in which scientific texts shape knowledge and
constrain scientists to take up certain identities, and to construe them through specified
voices. In addition, following New Literacies and Critical approaches, and Johnstone (1996,
2000, 2009) from a socio-rhetorical perspective, I argue that all writers, including those from
L2 backgrounds, have some degree of agency to choose from among the repertoire of voices
culturally available to them. Finally, where this second meaning of discourse is concerned, in
the interest of clarity, I usually opt for the terms ‘disciplinary’ or ‘social’ voices.

2.2.4 Discourse or disciplinary community
The notion of the discourse or disciplinary community is integral to a view of academic
writing as socially situated and constructed, and therefore closely connected to the second
sense of discourses as institutional practices elaborated above. The idea of a shared
professional context with specific ways of understanding reality, and constructing and
describing knowledge has played a vital role in informing research on academic writing and
thus voice in the last 20 years. Hence, having an effective voice is dependent on a writer’s
ability to demonstrate her/his membership of a disciplinary community through the use of
specialised knowledge- and meaning-making practices, and to have her/his meanings
understood and her/his identity recognised by other members (cf. Blommaert 2005: 4-5, 6878). Hyland calls the discourse community ‘a powerful metaphor joining writers, texts and
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readers in a particular discursive space’ (2005: 139), while Becher and Trowler characterise
the practices that bind scholarly communities as analogous to tribal structures (2001).
The concept of discourse community is important to this study because it provides a way of
thinking about the influence of the cultural and disciplinary contexts on the voices that L2
international students take up when writing a stylistic analysis in English. The notion is,
however, a controversial one, and is used with varying degrees of strength, abstraction,
homogeneity, stability and localisation in different academic literacy research and
pedagogical traditions.
Although it is not a part of SFL theory/terminology per se, the notion can be equated with
Halliday’s ‘context of culture’, resulting in a strong, although relatively homogeneous and
abstract version of the term, with context and text seen as mutually constitutive, systematised
and predictive. However, ‘interanimating’ this concept with aspects of weaker, more concrete
versions of the concept of community, makes it possible to conceptualise discourse
communities ‘… as human institutions where actions and perceptions are influenced by the
personal and interpersonal, as well as by the institutional and sociocultural’ (Hyland, 2005:
140). To this end, I adopt the distinction between global and local discourse communities
made by Killingsworth and Gilbertson from a Rhetorical perspective (1992). Thus, the global
community in this study involves Anglophone scholars in pedagogical stylistics worldwide,
and their discoursal voices as manifested in their publications in specialist books and
journals. On the other hand, ESML represents the local ‘community of practice’, in which
communication between discourse participants depends on particular interpretations of
stylistic practices worldwide.

2.2.5 Genre
I choose the term ‘genre’ over ‘text type’ although the terms are sometimes used
synonymously by SFL theorists (cf. Coffin, Hewings & O’Halloran 2004) and distinctively
by others (e.g. Paltridge 2002). The notion of genre is important in this study because, along
with the concepts of discourse and community elaborated above, it provides a way of
explaining how language use, and therefore voices and their evocation of identities are
socially constructed. At the most general level, genres may be defined as ‘schema’ or ‘frames
for social action which offer users guided principles for achieving particular recognized
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purposes by means of language’ (Hyland 2009: 21). Defined in relation to the concept of
discourse community, a genre can be understood as ‘… a relatively stable class of linguistic
and rhetorical events that members of a discourse community have typified in order to
respond to and achieve shared communicative goals’(Bawarshi & Reiff 2010: 211).
My working definition of genre is primarily drawn from the SFL tradition. Thus genre is ‘a
staged, goal-oriented, purposeful activity in which speakers engage as members of [a]
culture’ (Martin 1984: 25), and an abstract level of discourse patterning that is realised as
characteristic patterns of meanings and features shaped by the context of situation. Moreover,
because they are seen as indexing particular social settings, certain genres are considered to
be privileged within the social structure of any sociocultural context, for instance those
associated with institutions and discourses of the law, medicine or academe (following
Fairclough 1992). Secondly, the concept of genre employed in this thesis is informed by an
understanding of genre drawn from SCT (Wells 1999), which sees genres along with
discourses as key mechanisms by which social voices are acquired and thus shape individual
voices
Although the SFL notion of genre has been criticised as static and prescriptive (e.g. Freedman
& Medway 1994, Ivanič 1998), I follow contemporary SFL approaches to genre analysis in
adopting a topological perspective that emphasises the similarities and differences between
‘agnate’ genres e.g. argument and story genres (e.g. Martin 1997, 2002, Rothery & Stenglin
1997), rather than a strictly typological approach that classifies features as a series of ‘eitheror’ choices (Bednarek 2010b: 109). I elaborate on the topological classification of the stylistic
analysis genre in Chapters 4 and 6.

2.2.6 Register
The term register as defined in Chapter 1 refers to characteristic patterns of meaning and
language use that relate directly to the immediate context and function of a text, and
indirectly, through genres, to the broader social context. In this study, I take up Halliday’s
understanding of register as characteristic ‘configurations’ of ideational, interpersonal and
textual meanings that realise the three key situational variables of field, tenor and mode, or in
other words, ‘… the underlying social activity, the persons or “voices” involved in that
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activity, and the particular functions accorded to the text within it’ (Halliday 1991/2007:
277).
Halliday’s definition of register as the linguistic realisations of the context of situation
contrasts with Martin’s register theory in which the term ‘register variables’ is applied to
contextual variables as well as to their linguistic realisations. However, I combine Halliday’s
concept of register with Martin’s explanation of the hierarchical and ‘metaredundant’ (Lemke
1995: 168-169) relationship between genre and register (Figure 2.1 below), meaning that
patterns at one level redound with patterns at the next level with decreasing levels of
abstractness (Martin & Rose 2003: 254). From this perspective, language choices and, hence,
voices are considered to be shaped on two hierarchical planes of experience: the context of
culture/ discourse community determines the choice of genre required to achieve certain
social goals, and the context of situation determines the text’s ‘register variables’. As such,
the context of culture accounts for variations across disciplines, tasks, text types and thus
voices at the more abstract level, while the context of situation provides a less abstract, more
detailed view of the interweaving of privileged ideational, interpersonal and textual meanings
within these texts.

Figure 2.1 Genre, register and language on a cline of abstractness
More abstract
genre

register

language

Less abstract
Martin 1985: 250

Bringing Martin’s concept of the relations between genre, register and language into dialogue
with Halliday’s linguistic conceptualisation of register enables me to view context and
language in two separate, though closely interrelated frames. In this way, I can use tenor to
develop a richer account of the social identities, roles and relations at play in a given context
of situation and then capture the linguistic realisation of tenor, i.e. interpersonal meanings, in
a separate move.

51

Chapter 2 Mining theories of voice across the academic literacies landscape

2.2.7 Other frequently used terms
Intercultural vs. cross-cultural
I prefer ‘intercultural’ to ‘cross-cultural’ to describe communication across language and
cultural boundaries. Among other differences, the term intercultural assumes a meeting at
social boundaries (i.e. one social group corresponds to one culture and one native language),
whereas cross-cultural assumes a meeting at political boundaries (i.e. a correspondence
between one nation, one culture and one language or political (Johnstone 1999).

The writer vs. the author
I use the term ‘writer’ in reference to the ESML student writers and writers in general. In
contrast, I reserve the term author for published writers e.g. Fløttum et al. (2006), and Sally
Morgan, the author of ‘The Letter’.

She/her
Up to this point, I have used ‘s/he’ and ‘her/his/him’ for singular generic reference to writers
of both genders and ‘they/their/them’ for plural references. Nevertheless, given that 9 of the
10 participants in this research project were female, in the rest of the thesis, the terms
‘she/her’ are chosen to refer to writers in general, and where appropriate to specific writers.

The reader: Actual and imagined
‘The reader’ is used in reference to the actual reader of a specific text or the readership of
texts in general. In contrast, the terms ‘projected’, ‘imagined’, ‘assumed’ or ‘ideal’ reader and
‘reader-in-the-text’ are used to describe the reading position ‘naturalised’ or evoked by the
text itself, and with which the actual reader is invited to comply. In other words, the writer
positions the reader by making particular reading positions more or less likely or ‘preferred’
(cf. Macken-Horarik 2003a: 287, following Chatman 1978).

2.3 Analytical approaches to voice across the academic literacy landscape
In this section, I briefly review influential linguistic and theoretical approaches to voice and
writer identity across the academic literacy landscape worldwide. I group these theories under
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the ‘umbrellas’ of three of the academic literacy and linguistic traditions identified in Chapter
1, moving from text-focused (Pragmatic and Functional) traditions to more context-focused
(practice-based and North American neo-Rhetorical/ Sociocultural) traditions. Nevertheless,
because of considerable cross-fertilisation among different traditions, the reality is less clearcut: certain traditions embody dual or multiple orientations – e.g. Hunston’s concept of voice
brings textually-oriented Functional linguistics into dialogue with contextually-oriented
ethnographic research (sociology of science) -- while others have evolved over time – e.g.
some later Composition approaches move away from an expressivist writer-centred,
acontextual view and take on poststructuralist sociolinguistic, RGS, and SCT orientations,
bringing together psychological and social views of language acquisition.
The overview evaluates theories of voice within each tradition in terms of their ability to
meet the requirements for an adequate linguistic model of voice outlined in §1.4.1 –
foregrounding those criteria that this study seeks to address (i.e. Criteria 1-5) – and
consequently in terms of their contribution to the model I develop. To recap, I argue that a
theory of voice ideally needs to:
1. provide a comprehensive, principled articulation of the relationship between voice
and context;
2. define the relationship between voice, the actual writer and her textual identities;
3. capture the inter-related subjective and intersubjective functions of voice, attending to
the social and individual dimensions of the writer’s self-portrayal, and her alignment
of the imagined reader by a diverse range of strategic and linguistic means;
4. index voice as meanings (i.e. semantics) at the whole text level and the realisation of
these meanings (i.e. lexicogrammar) at the clause level;
5. describe variations in voice, within and across texts;
6. account for the emergent and agentive nature of voice; and
7. propose new understandings about the acquisition of voice, and specifically of voice
in a second language.
2.3.1 Text-based approaches to voice
The two major text-based approaches to voice in academic discourse are informed by the
ESP-Pragmatics and Functional (Systemic and Birmingham School) linguistic traditions.
Despite growing convergences of these approaches in the last decade, each tradition has
adopted distinctive approaches to voice that reflect the linguistic theories that inform them,
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and particularly their theorisation of the relationship between text and context as symbolised
by conceptions of the discourse community and genre.

2.3.1.1 ESP-Pragmatics
The review begins with ESP-Pragmatic corpus-based approaches since, next to Functional
approaches, they are most linguistically-grounded, and make up the most sizeable body of
text-focused research on voice in academic writing, particularly cross-disciplinary and
intercultural studies. Research in this tradition has also had most influence on EAP pedagogy,
as mentioned in Chapter 1. However, most ESP/ Pragmatic research on voice only partially
meets three of the requirements for an adequate model of voice, and so contributes less to this
study than other analytical approaches reviewed in this chapter.

Contributions to the proposed theory of voice
ESP-Pragmatic research on the writer’s presence in academic discourse makes two
contributions to the current study. First, I draw on contemporary Pragmatic approaches to
self- and reader-reference features, which have tended to receive less attention in SFL
research on voice (apart from Coffin & Mayor 2003), and are not specifically accounted for
in the Engagement system (cf. Miller 2004), as discussed below. Whereas ESP-Pragmatic
research has traditionally foregrounded the need to depersonalise academic writing, there has
been a recognition over the last decade that the appropriate use of explicit self-reference –
particularly in the subject (Theme) position – is a powerful resource for establishing a
convincing and authoritative scholarly identity (cf. Hyland 2002c, d):
In constructing their texts writers also construct themselves, and self-reference represents the
confidence to speak authoritatively rather than concealing authorship behind the impersonality
options the genre provides. … This expression of self is an important way of creating one’s own
voice, of speaking with authority, and of securing reader support.

(Hyland 2001a: 224).
In particular, a number of recent studies have highlighted the presence of genre-related writer
roles through qualitative analysis of collocations of personal pronouns with certain verb types
in particular stages of research articles (e.g. Fløttum et al. 2006, Hyland 1999, Lorès-Sanz
2011, Sanderson 2008), and in the argument writing of L2 undergraduates (Hyland 2002c, d)
and pre-tertiary L1 and L2 student essays (Hyland & Milton 1997). For instance, the KIAP
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(Cultural Identity in Academic Prose) project conducted by Fløttum and her colleagues draws
on a large corpus of research articles across the three languages (English, French and
Norwegian) and three disciplines (economics, linguistics and medicine). These researchers
identify four author roles Writer, Researcher, Arguer and Evaluator, each constructed by
collocations of self-reference and verbs or verbal constructions of various types (Table 2.1).

Table 2.1 Author roles and accompanying verb types
Verb & verbal construction types

Discourse
Research
position or opinion
emotional or evaluating verbs
Adapted from Fløttum et al. 2006

Example
summarise, turn to
Analyse
Claim
be sceptical about, feel

Role

Writer
Researcher
Arguer
Evaluator

What is important about these different self-performances is that they construe differing
degrees of authority – for instance, at one end of the scale, Arguer roles are most authoritative
and at the other, Writer roles are least authoritative – they frequently perform an overlapping
interactive function of structuring the text and guiding the reader. As a result, the distribution
of these roles across disciplines and languages varies considerably within the text as a whole
and within specific parts of a text. For example, according to Fløttum et al. (2006), the
Arguer role tends to be used less frequently in research articles, indicating that authors are
cautious about direct involvement in arguing a position.
Following these approaches and that of Coffin & Mayor (2003) reviewed below, I
incorporate self- and reader-reference resources into my model of voice, and as elaborated in
Chapter 4, I use them to capture degrees of subjectivity and negotiability construed by the
writer’s voice when they intersect with Engagement strategies, the sentence and discourse
structure and the genre-based staging of the text. However, whereas the focus of Pragmatic
analyses of author roles is on the performance of genre-related functions, my primary
emphasis is on shifts in degrees of subjectivity connected to the fulfilment of other discoursal
roles, some of which overlap with the stages of the argument genre.
The second contribution to this study of ESP/Pragmatic approaches to voice relates to a body
of predominantly quantitative findings from large-scale corpus-based cross-disciplinary
and/or intercultural studies of interpersonality in academic writing. These findings provide
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important background data against which to compare the results of the analysis of the ESML
data. In particular these trends are helpful in benchmarking the characteristics of
i.

successful voices, since most of this research concerns published research
articles – and often only the abstracts of these texts – rather than
undergraduate writing. (Some exceptions are Hinkel 2002, Hyland 2002c,d,e,
2004, Silva 1997, Vassileva 2000.)

ii.

disciplinary voices, since most Pragmatic research on academic writing has
prioritised disciplinary differences, which were found to be the single most
important influence on variations in voice and interaction styles in large-scale
studies (see Fløttum et al. 2006). For instance self-reference, hedges and
boosters were found to be more frequent in the ‘soft’ disciplines (e.g. Applied
linguistics, Marketing and Philosophy) (Hyland 1999, 2001a, 2002d),
especially in texts that are more interpretive than data driven (cf. Fløttum et al.
2006, Hyland 1999, MacDonald 1994). Conventional use of such resources is
considered to enable the writer to construe her credibility and authority,
develop solidarity with her readership and construct her identity in disciplinespecific ways.

iii.

voices across cultures. The analytical focus of Pragmatic studies in the
‘Intercultural Rhetoric’ tradition (Connor 2004) has broadened to include
aspects of writers’ master identities (e.g. linguistic/cultural background,
gender, age) and their academic status (e.g. Fløttum et al. 2006, Lorès-Sanz
2011, Hinds 1987/2001, Sanderson 2008, Vassileva 2000). Among such
studies, the comparative analysis of metadiscourse in French and English
research articles by Fløttum and her colleagues is of particular interest to the
present study given the French language background of Aliénor, the case study
participant. Similarly, I draw on the KIAP findings with relation to Hinds’
classification of texts as more reader- or writer-responsible. Hinds’ proposed
that in some languages (e.g. English) the onus for effective communication
primarily is on the writer, whereas in others (e.g. East Asian languages) the
responsibility for understanding the meaning in texts is assumed to belong to
the reader. Although Hinds cites Suzuki’s classification of French as writerresponsible in contrast to reader-responsible Japanese (1975), the analysis of
the KIAP corpus revealed that apart from the use of ‘let us’ constructions, the
writing of ‘writer-oriented’ French authors was less explicit and overtly
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interactive than that of ‘reader-oriented’ English authors (Fløttum et al. 2006:
213).

Limitations
Despite their strengths, several limitations of ESP-Pragmatic approaches stand out. First, with
respect to Criterion 1, despite more recent conceptualisations of the discourse community as
heterogeneous and localised (e.g. Swales 1998), theorisation of the context-text relationship
is largely limited to a view of genres as the linguistic realisations of the shared
‘communicative purposes’ of members of rather abstract discourse communities. Moreover,
genres in the ESP tradition have mainly been analysed in terms of their conventional staging,
lexical and grammatical features, but not in a systematised manner. In addition, ESP
theorisation of the context-text relationship is weaker than in SFL and RGS approaches,
because genres are regarded as reflecting the practices of a discourse community, but not as
actually constructing them.
The second limitation is that with rare exceptions (e.g. Bondi 2007, Fløttum et al. 2006,
Sanderson 2008), ESP-Pragmatic approaches adhere to an explicit, lexicogrammatical view
of voice rather than a semantic view (Criterion 4). This highly visible notion of voice is the
result of the notion that academic discourse is characterised by a ‘faceless’ or voiceless, noninvolved informational style (Biber 1988) composed of clusters of grammatical features such
as high frequencies of nouns, prepositional phrases, attributive adjectives and relatively long
words. Thus voice in academic writing has traditionally been defined as ‘stance’ (Biber &
Finegan 1989) and indexed as:
• subjective (‘I’, ‘we’, ‘my’) and objective (‘it is possible’) person markers (e.g. Hyland &
Tse 2005).
• hedges (e.g. Bybee & Fleischman 1995, Palmer 1986/2001), or epistemic modality
expressing degrees of probability, such as ‘possible’ (vs. ‘certain’), and signalling the
writer’s assessment that an utterance is an opinion rather than a fact;
• evidential modality (Palmer 1986/2001) or ‘modal auxiliaries, adverbs, and miscellaneous
idiomatic phrases …’ (Chafe 1986: 261). These features identify the writer’s ‘modes of
knowing … BELIEF, INDUCTION, HEARSAY AND DEDUCTION (Chafe 1986: 263),
and source of knowledge (belief, evidence, verbal reports, and hypothesis), enabling her to

57

Chapter 2 Mining theories of voice across the academic literacies landscape

raise or lower her commitment to the ‘truth value’ or factuality of her own or cited
utterances (through ‘reporting’ verbs like ‘states’ vs. ‘suggests’);
• ‘boosters’ (e.g. Barton 1993, Hyland 1998, 1999, 2001b, Hyland & Milton 1997, Myers
1989), such as ‘clearly’ and ‘demonstrates’ vs. ‘suggests’, that strengthen an argument by
construing the writer’s confidence in and commitment to text content;
• markers of Affect (Ochs 1989) such as expressions of surprise or assessments of
importance performed by comment adverbs (‘remarkably’) and adjectives (‘important’,
‘apt’), and by verbs signalling agreement or disagreement; and
• ‘informal’ elements, like imperatives, and contractions (cf. Chang & Swales 1999).
Moreover, stance markers are modelled as ‘metadiscourse’ (e.g. Crismore et al. 1993, Vande
Kopple 1985), and with the exception of Hyland’s interpersonal model of metadiscourse
(2005), are considered to be outside of discourse proper. This paralinguistic classification
reflects the privileging within Pragmatics of informational and organisational competence
over interpersonal meanings and consequently, voice. In other words, it is considered more
important for writers to ‘manage the presentation of their information before managing their
presentation of themselves’ (Hyland 2002d: 357). This contrasts with the SFL trimetafunctional approach to language adopted in this study, whereby voice infuses ideational
meanings and is integral to the text.
Thirdly, because they lack a meaning-based lens for analysing voice (Criterion 4), Pragmatic
approaches are unable to account for the ‘objectified’ and strategic ways writers express a
‘socially defined persona’ (Hyland 1999: 101) and align their readers in academic discourse
(Criterion 3). In addition, this body of literature overwhelmingly foregrounds social aspects
of voice, that is, the way the writer’s metadiscoursal choices reflect disciplinary conventions
and so construct her ‘collective’ identity as a member of a specific community, rather than
attending to her idiolect or personal stylistic preferences that point to her individual uptake of
particular social roles or voices. As Candlin states:
[E]very act of writing is ineluctably connected to a message with … a sense of personal identity.
At the same time however, this identity is not singular since writing serves as much to seek, to
acknowledge and to retain writers’ membership of communities as it does to express individual
and personal creativity.

(Candlin 2000: xv)
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Rarely is there recognition in this research tradition that ‘the academic author … is also an
individual, sometimes displaying discoursal behaviour that goes against cultural norms and
traditions’ (Fløttum et al. 2006: 24).
A further limitation in relation to Criterion 3, is that, with some exceptions (e.g. Bondi 2007,
Fløttum et al. 2006, Hyland 2002e, 2005, 2007, Sanderson 2008), Pragmatic approaches have
foregrounded the expressive function of voice over the conative function of relating to and
positioning the imagined reader, again making them less informative for the purposes of this
study than Appraisal-based research on academic voices.
Finally, apart from a handful of studies (e.g. Barton 1993, Pho 2008), the overall
prioritisation of quantitative text analysis over a discourse analytic approach means that
studies in the Pragmatic tradition generally do not provide a picture of the subtle, cumulative
and shifting construction of the writer’s voice and her deployment of changing interactional
strategies as the text unfolds (Criterion 5).

Summary: Pragmatic approaches to voice
The preceding review highlights two contributions of Pragmatic corpus-based research on
voice to the present study, the first being a focus on the construction of writer roles through
the interaction of explicit self-reference features with genre-based functions, following
contemporary, more qualitative studies in this tradition; and the second being background
information about frequencies and variations in patterns of metadiscoursal features in written
academic discourse across genres, knowledge domains, disciplines and cultures. In particular,
I draw on the findings of the KIAP project in relation to intercultural differences concerning
Hinds’ writer- and reader-responsibility theory. However, relatively few studies in this
tradition focus on undergraduate or student arguments as opposed to research articles by
professional NS/NNS writers and none specifically examine stylistic literary responses.
On the other hand, the review indicates that important shortcomings of Pragmatic analytical
approaches to voice limit their usefulness for the project of this thesis. Above all, this body of
research lacks an adequately theorised account of the relationship between context and voice,
and a meaning-based analytical approach. With a few recent exceptions, the majority of these
studies still adhere to a very visible definition of voice that foregrounds the writer’s
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disciplinary self-portrayal through explicit stance markers and neglects the creation of an
impression of her individuality, and her construction of relations with the imagined reader.
While this explicit sentence level approach suits the corpus-based and computer-analysed or aided nature of much metadiscoursal research, it contradicts the reality that academic writers
construct their textual identities by subtle, and ostensibly ‘impersonal’ means, as
demonstrated in Appraisal-based and other Functional voice analyses discussed above.

2.3.1.2 Functional approaches
Both SFL and Birmingham School Functional approaches to voice are less mainstream than
those in the ESP tradition. Nevertheless, SFL in particular has had a considerable influence
on recent conceptualisations of voice across the academic literacy landscape, and as already
stated, provides the fundamental framework for the model developed in this study.
A. SFL
1. Voice as speech roles
Halliday
Although SFL models of voice have evolved over time, they all have their roots in Michael
Halliday’s concept of tenor, one of the three significant variables in the immediate context of
language use. Halliday regards tenor, on the contextual plane, as encompassing the ‘voices’
or discourse participants, their social identities, and relations in the social action, all of which
are semantically enacted as interpersonal meanings on the textual plane (1978: 144).
Elsewhere, he describes tenor in more detail as the individual participants in a particular
social activity and their identities, relationships and speech roles within that activity (Halliday
& Hasan 1985/1993: 12). Speech roles are defined as the four basic functions or moves in the
Mood system, namely, statements and questions in the exchange of information, and
commands, and offers in the exchange of goods and services.
In addition to this overarching definition of voice as the writer and her utterances, Halliday
describes identity as social, multiple and discursively constructed:
A society … does not consist of participants but of relations, and these relations define social
roles. Being a member of society means occupying a social role; and it is … by means of
language that a ‘person’ becomes potentially the occupant of a social role.
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Social roles are combinable, and the individual, as a member of society, occupies not just one role
but many at a time, always through the medium of language. Language is again a necessary
condition for this final element in the process of the development of the individual, from human
being to person to what we may call ‘personality’, a personality being interpreted as a role
complex.

(Halliday 1978: 14-15)
From this social constructivist perspective, a person’s social identity involves her/his
performance of social roles through linguistic interaction, and it is through this ‘humanising’
process that s/he becomes an individual.
Strengths and limitations
Halliday does not propose a model of voice such as that which I am attempting to develop.
Nevertheless, his powerful theorisation of the context-language relationship, and the concept
of tenor within this theorisation provide the building blocks for meeting each of the criteria
for a viable model of voice, although elaboration of a number of aspects is needed. First, as
outlined in Chapter 1, Halliday’s account of the sociocultural context and its relationship with
voice is fully theorised (Criterion 1). Crucially, his register theory posits a principled
correlation between situation types, their meanings (in the semantic stratum of the Content
plane) and their realisation as wordings (in the lexicogrammatical stratum). Central to this
thesis, tenor is described as being concerned with
… the social, expressive and conative functions of language, with expressing the speaker’s angle:
his attitudes and judgements, his encoding of the role relationships in the situation, and his motive
in saying anything at all.

(Halliday & Hasan 1976: 26-27)
This statement neatly sums up Halliday’s concept of tenor and its realisations as voice, laying
the foundations for meeting Criterion 3 (i.e. the need to provide an account of the subjective
and intersubjective, ‘expressive and conative’ functions of voice). On the one hand, tenor is
primarily defined as the social roles enacted by the writer/speaker in specific situations (the
social dimension of the expressive function), her/his interaction with the reader/hearer, the
relations of power and solidarity that s/he establishes. Within language, social roles (e.g.
those of teacher and student) and interaction are realised as the voicing of speech roles
through Mood and modality choices. For instance, Halliday cites research showing a
correlation between the teacher’s voice and the role of questioner, and the student’s voice and
the role of respondent (1978: 144).
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On the other hand, despite his predominantly social and somewhat normative concept of
tenor and voice, and his focus on the exchange of meanings through Mood, Halliday also
leaves space for the development of an account of the individual dimension of the selfportrayal in his reference to the writer’s/speaker’s perspective on the exchange – ‘the
speaker’s angle’ – and its linguistic realisation through the expression of attitude and
modality. Furthermore, Halliday’s theory of ontogenesis represents an affordance of the SFL
framework that relates to both the self-portrayal function of Criteria 3 and 6 (an account of
the emergent nature of voice) and to Criterion 7 (i.e. the need to provide understandings
about the acquisition of voice). While the context of culture represents a discourse
community’s ‘reservoir’ of meaning potential, individual variation in language use is
explained by ontogenesis, which represents the development of ‘a personalised meaning
potential (‘idiolect’)’ or ‘repertoire’ (Matthiessen 2007: 540). Moreover, Halliday’s
commentary on the process by which a repertoire of ‘meaning potential’ is built suggests an
emergent theory of language acquisition: ‘How do you construe this potential, and how do
you use it when you’ve got it? You build it up, and you act it out, in the form of text’
(1991/2007: 274). However, the idea that the learner ‘makes do’ with her existing meaning
potential to accrue a system is not developed further.
In addition, because Halliday is concerned with L1 acquisition, his explanation of differences
in individuals’ access to meaning potential is limited to social factors only, and specifically to
social class following Bernstein’s code theory (e.g. 1971, 1990). Bernstein posits that
particular classes use different ‘fashions of speaking, linguistic codes and forms’ and ‘these
codes essentially transmit the culture and so constrain behaviour’ (original italics, 1971:
122). He identified a ‘restricted’ code used by working class students and an ‘elaborated’
code characteristic of students from higher socio-economic backgrounds. The restricted code
is more condensed and dependent on shared background knowledge by in-group members,
while the elaborated code is more articulated, likely to be easily understood by most people,
and more conducive to educational success. However, as discussed further in Chapter 3, in
the SLA context, variables that dilute the effect of social factors on individual differences
(IDs) also need to be accounted for.
A second strength of Halliday’s modelling of the context is the distinction he makes between
two layers or orders of the context of situation (1978, 1991/2007). The first material order of
the context of situation entails the immediate social situation, while the second order
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concerns the context of situation evoked by the immediate social reality through language.
Thus a 1st order situation such as the language learning classroom and its participants, social
activities and spoken and written texts may construe a 2nd order situation in the wider context
of the second or foreign language culture – e.g. an appointment with the doctor. Similarly, the
reading of a narrative constitutes a 1st order situation, with its tenor involving the
interpersonal relationship between the writer and the reader, while the world construed by the
narrative, its characters and their spoken and written interactions represent a 2nd order
situation. This internal layering of the context of situation is relevant to my model of voice
which needs to account not only for the shaping of the ESML students’ voices by the
disciplinary context of pedagogical stylistics, but also by the wider Australian sociocultural
context and specific context of situation evoked by ‘The Letter’.
Third, Halliday’s theorisation of the cultural context does not specifically account for the fact
that L2 learners bring to the act of writing a different set of social voices, shaped and
constrained by their L1 context of culture. Yet his acknowledgement that we all participate in
several cultures simultaneously (1978: 284) allows me to ‘flesh out’ the context of culture to
relate the ESML students’ voices in their stylistic analysis arguments to the influence of their
knowledge of L1 discoursal practices.
Finally, Halliday’s stratification of the Content plane provides the foundations for Criterion 4,
namely the bifocal semantic and lexicogrammatical view of voice. Where the discourse
semantic perspective is concerned, he theorises the prosodic, cumulative, explicit and implicit
nature of interpersonal meaning:
[I]nterpersonal meanings cannot easily be expressed as configurations of discrete elements … The
essence of this part of the semantic system is that most of the options are associated with the act
of meaning as a whole … interpersonal meaning … is strung throughout the clause as a
continuous motif or colouring … the effect is cumulative … we shall refer to this type of
realisation as ‘prosodic’, since the meaning is distributed like a prosody throughout a continuous
stretch of discourse.

(Halliday 1979: 66-67).
These early insights into the dispersal and accumulation of interpersonal meaning throughout
the text are crucial to the subsequent mapping of voice as Appraisal, and thus to this study.
Nevertheless, Halliday focuses on lexicogrammatical realisations of tenor as Mood, and
articulates a predominantly explicit notion of voice as the writer’s ‘ongoing intrusion’ of her/
his ‘perspective on the exchange’.
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Thompson and Thetela
More recently, Halliday’s emphasis on the realisation of tenor as speech roles has informed a
dialogical and dramaturgical approach to voice and writer and reader identity proposed by
Geoff Thompson and Puleng Thetela. Their approach contributes to the model of voice I
develop by elaborating the intersubjective function of voice and one of the mechanisms by
which the writer invites the actual reader to bond with her and covertly to align with her
argument (Criteria 3). The approach brings together the dialogical function performed by
speech roles and Bakhtin’s conception of the internal dialogism of texts to show how the
deployment of interpersonal resources project a ‘reader-in-the-text’, and also how the actual
reader is invited to identify with the ideal reader.
In their discourse analytic studies of interaction in ostensibly ‘monologic’ advertisements
(Thompson & Thetela 1995) and written arguments (Thompson 1996, 2001), these authors
draw a distinction between interactive and interactional resources. Interactive resources
foreground ‘the (imagined) readers’ expectations, knowledge and interests’ (Thompson &
Thetela 1995: 104), especially the writer’s need to ‘signpost’ or include information to signal
the logical relationships between parts of the text. On the other hand, interactional resources
concern the writer’s commentary on and evaluation of the message and positioning of the
reader to persuade her/him to the same views. However, elsewhere, Thompson emphasises
that the interactive and interactional aspects of interaction ‘are essentially the two sides of the
same coin’ (2001: 61). Hence a question in a text may serve an interactional function of
anticipating the implied reader’s question and then answering it, and so establishing power
over this reader by ‘manipulatively’ positioning her/him to align with the answer provided.
At the same time, however, this move performs an interactive function that appeals to the
reader’s solidarity, since it demonstrates the writer’s sensitivity to the reader’s ‘processing of
the text’ (2001: 61).
Thompson and Thetela map interpersonal resources as fulfilling a personal (expressive)
function through modality and evaluation, and an interactional (conative) function through
the speech roles (within Mood) that the writer assigns to herself and the projected reader. In
their analysis of advertisements, they further distinguish between roles enacted by the writer
– e.g. giver or demander of information – and the complementary, projected roles assigned to
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the reader by the use of explicit features such as personal pronouns. These analytical tools are
used to show how the writer’s ‘shares’ the identities she projects onto the reader-in-the-text,
particularly in terms of their relative status, social identities and affiliations. At the same
time, the analysis indicates how the actual reader is positioned to converge with the identity
of the projected reader and less directly with the reading position naturalised by the text.
The model of voice I develop is enriched by the findings of Thompson and Thetela.
However, I focus on Involvement and self- and reader-reference resources rather than on
speech roles to demonstrate the same ‘affinity-bonding’ dynamic by which the writer creates
an impression of ‘likemindedness’ (Brown & Gilman 1970: 258) between herself and her
projected reader and covertly positions the actual reader to converge with the imagined one. I
detail these aspects of the model in Chapters 3 and 4. In addition, I draw on Thompson’s
insights regarding the overlapping functions enacted by interactive and interactional
resources in the dialogue between writer and reader, and argue that a more comprehensive
model of voice needs to account for these complementary functions and their rhetorical
effects. Again, however, whereas Thompson principally examines Mood choices to illustrate
this dynamic, I foreground the role of self- and reader-reference resources, particularly, first
person pronouns, singular and plural, which shorten the distance between interlocutors,
indirectly and/or directly acknowledging the reader and building ‘a sense of communal
intimacy’ (Hyland 1999, 113) with her/ him roles as a fellow individual, e.g.:
In this essay, I would like to concentrate on a central aspect of the text …

Here, the writer, Aliénor, uses the first personal pronoun and the expression of explicit Affect
irrealis (‘would like’) to interpersonalise an interactive, structuring move. The same proposal
might have been construed more objectively – e.g. ‘This essay will focus on a central aspect
of the narrative …’. However, by sharing her wishes/intentions and foregrounding her
individual subjectivity, Aliénor both asserts her authority, and implicitly invites the reader to
participate more fully in the unfolding of the argument, simultaneously establishing relations
of power and solidarity with her imagined reader. Similarly, I include phrases, clauses or
clause complexes that elaborate on a proposition, and so can be seen as establishing relations
of solidarity by fulfilling an interactive function of facilitating the imagined reader’s
understanding of the message, and answering the latter’s anticipated questions or reactions,
e.g.:
The text broaches universal themes, [[such as the suffering of a mother …
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In the above example, the embedded phrase is one of a series of phrases and clauses that
elaborate and justify the proposition in the main clause.
Hence, building on but supplementing the work of Thetela and Thompson regarding the
intersubjective function of voice, enables me to more adequately address Criterion 3. These
moves make it possible to more fully account for a range of resources by which the writer
establishes social relations with the reader-in-the text and consequently invites and/or
positions the actual reader to converge with this projected reader.

2. Voice as Appraisal
Foundations: Martin, the WIR project, White
The theorisation of voice as Appraisal resources that informs the present study has principally
emerged from extensions of tenor theory, in particular by Martin (e.g. 1997, 2000), and
White (e.g. 1998, 2001a,b). Additionally, however, the framework has also evolved from a
variety of sources, starting in the 1990s with the Write it Right (WIR) project which
researched literacy practices across secondary school subjects as well the relationship of
typical written genres in these contexts to those in non-professional workplaces (media,
science industry and administration). In the process of this research, the analysis of
interpersonal, and specifically evaluative meanings was found to provide a highly sensitive
and principled method for profiling ‘voices’ of different discourses and their characteristic
genres and registers (cf. Matthiessen 1993: 275, in Coffin 2000: 385). This work was
influenced by Pragmatic studies of ‘styles of stance’ (Biber 1988, Biber & Finegan 1989),
which index the explicit expression of attitude across a range of texts and contexts. Martin’s
theorisation of the explicit and implicit ways that Attitude is expressed and intensified
(Amplification) builds on the WIR work, and Labov’s identification of evaluative techniques
in narratives and their grammatical make-up (1972). In addition, he draws on Poynton’s
extension of the conative dimension of tenor (1985), and treats social relationships as
characterised by power, involving the relative equality or inequality of the discourse
participants’ social statuses; and solidarity, or the degree of empathy or alignment between
participants and their positions in discourse. Finally, development of the Engagement and
Graduation systems by Peter White (1998) and of Graduation by Sue Hood (2004, 2010) also
extends the WIR ‘Voice theory’ work, bringing it together with the semantics of evaluation,
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modality, attribution and intertextuality, and Martin’s theories of intersubjective positioning
(1995) and Amplification.
The APPRAISAL framework brings together evaluative meanings that are realised as a range
of lexicogrammatical, phonological and graphological features. Principal lexicogrammatical
realisations are evaluative lexis, modal verbs and adjuncts, intensification, repetition and
figurative language. These resources are further sub-categorised or regionalised within three
sub-systems Attitude, Graduation and Engagement. Given their complexity, these three
domains of Appraisal are nevertheless referred to as systems (cf. Martin & White 2005).
Like Negotiation and Involvement, the other interpersonal discourse semantic systems within
Jim Martin’s model of tenor (1992), Appraisal is considered to encode the expressive and
conative (power and solidarity) functions of voice in different but overlapping ways and to be
realised by inter-related linguistic features. The sequencing of the Appraisal systems in
Tables 2.2 and 2.4 (p. 83) reflects the fact that although each system constructs relations of
power and solidarity with the reader, among Appraisal resources, Engagement strategies are
more oriented to establishing the writer’s power vis-à-vis the reader, whereas Involvement is
primarily oriented to the creation of solidarity. Located mid-way between Engagement and
Involvement in the tables, the mood-based resources of Negotiation serve to exchange
information and services and are also predominantly attuned to establishing relations of
solidarity.
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Table 2.2 Appraisal in Martin’s model of tenor and systems of interpersonal meanings
(across strata)
Register

Discourse semantics

TENOR

APPRAISAL

- Engagement
Power
(status)
- Attitude
- Graduation

Solidarity
(contact)

Lexicogrammar

Phonology/graphology

- modal verbs
- modal adjuncts
- logico-semantics
- polarity
- ‘evaluative lexis’
- intensification
- numeration
- repetition
- manner; extent
- figurative language

- loudness
- pitch movement
- voice quality
- phonaesthesia
- formatting
e.g. fonts,
underlining,
capitalization

- mood
- tagging

- tone

NEGOTIATION

INVOLVEMENT

Based on Martin 1997, Martin & White 2005, Coffin 2000

Appraisal offers several affordances to the modelling of voice. The location of Appraisal
within the SFL co-constitutive and principled theorisation of the context-text relationship
described above means that Appraisal-based approaches to voice, unlike those in the
ESP/Pragmatic tradition, fulfil Criterion 1 in the list of requirements for an adequate theory
of voice. In addition, the discourse semantic conceptualisation of Appraisal (like that of
Involvement and Negotiation) builds on Halliday’s understanding of the prosodic and
cumulative nature of interpersonal meaning mentioned earlier, contrasting with sentencelevel, lexically-based Pragmatic notions of stance: The ability to model voice as patternings
of explicit and implicit interpersonal meanings dispersed throughout the text and as encoded
by specific lexicogrammatical choices at the clause level satisfies Criterion 4 and so
represents a significant development in terms of the project of this thesis. At the same time, a
discourse semantic theorisation of voice makes it easier to capture changes in patternings of
meanings as the text unfolds, and corresponding variations in the writer’s voice and her
projected identities (Criterion 5). Furthermore, the performance of specific but interrelated
expressive and conative functions by resources of Attitude, Graduation and Engagement
provides the basis for a complex but rich, fine-grained description of voices in texts
(Criterion 3).
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Attitude
The Attitude system regionalises evaluative resources according to whether they convey an
individual’s feelings (Affect), their opinions about people’s social and/or moral behaviours
(Judgement), or their assessments of natural and man-made phenomena (Appreciation).
Going beyond the Pragmatic approach to evaluation as stance, Attitude resources are
conceptualised as implicit as well as explicit, and as crucial to a writer’s self-expression and
self-portrayal, but also additionally to her ability to construct solidarity with interlocutors:
… the resources of Appraisal are not simply a means for the speaker or writer to make ‘personal’
comments on the world but rather can be viewed as interpersonal tools for developing solidarity
between the speaker/writer and their audience.

(Coffin 2002: 511).
By disclosing her attitudes, the writer indirectly portrays her social identities, displays her
identification with a particular social group that is likely to share the same views and values,
and implicitly appeals to her interlocutor to join this ‘axiological’ and ideological community
and align with her position. Martin refers to this solidarity-building dynamic as the
construction of communality (cf. Martin 2004).
Thus, from a voice perspective, Attitude overtly performs a subjective function of expressing
the writer’s feelings and opinions, and covertly performs an intersubjective function, since
her evaluations position her in relation to existing heteroglossic views and voices, and
attempt to persuade the audience to her point of view. In this sense, evaluations are the point
at which the social and individual dimensions of voice fuse, since they are shaped by the
individual’s point of view, as well by prevailing values in the social context and by the
conventions for the linguistic realisation of those values. For instance, although all
evaluations are communally based, expressions of Judgement are especially sensitive to their
cultural contexts (White 2001a) and therefore to ‘the ideology which lies behind the text’
(Thompson & Hunston 2000: 6). As a result, in certain cultural contexts, Judgements, and
particularly moral evaluations, are more likely to be realised implicitly than explicitly (e.g.
Belz 2003, Don 2007, Painter 2003a, Sano 2011). For example, Aliénor (from France) uses a
form of irony to implicitly judge by the Australian government – given their treatment of the
Aborigines, the conventional meaning of ‘justice’ is overturned:
… justice was in the hands of the white people.
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In contrast, Susanne (from Germany) uses intensified explicit moral Judgement (‘racistic’) in
evaluating the narrative as
a powerful accusation against the racistic [sic] so called Aboriginies Protection Board.

The example from Susanne’s text illustrates a pattern identified by Belz among German
speakers in her study, and one that she found to be a source of intercultural
misunderstandings (2003).
Graduation
The Graduation system is made up of lexical and grammatical features that amplify or lower
(Force), sharpen or blur (Focus) the writer’s expressions of Attitude. These features
simultaneously adjust the degree of the writer’s commitment to the reliability of propositions,
so contracting or expanding the heteroglossic space of the text within the Engagement
system. From a voice perspective, graders serve expressive and conative functions,
constructing the writer’s voice as louder or softer, more or less authoritative, and her views as
more or less negotiable. In the final analysis, however, the expressive and conative
dimensions of voice are realised through varying but characteristic combinations of Appraisal
resources across all three systems in different text types. A more detailed explanation of
Graduation is provided in Chapter 4.
Engagement
The Engagement system encompasses Pragmatic approaches to evaluative resources
modelled as evidentiality (Chafe 1986) and epistemic modality (e.g. Lyons 1977 and Palmer
1986/2001), hedging (Lakoff 1972) and ‘vague’ language (Channell 1994) in the ‘truth value’
tradition (see §2.3.1.1 above). In Pragmatic models these resources are viewed as fulfilling an
expressive function of voice – i.e. as construing the writer’s individual commitment to the
truth of her own propositions or those of others and so adjusting the negotiability of these
propositions. In contrast, within Engagement they are seen as primarily serving a conative
function of acknowledging the potentially divergent or opposing positions of actual and
anticipated readers and so aligning the imagined reader to the writer’s views.
This approach to reader positioning is underpinned by the notion of intertextuality from
Critical language awareness (CLA), specifically Bakhtin’s theory of dialogism, Lemke’s
explanation of heteroglossia (1992) and Fairclough’s concept of ‘manifest intertextuality’
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(1992), meaning the overt (e.g. citation and paraphrasing) or covert (e.g. irony) referencing of
external voices within a text. Depending on the degree of potential alignment or divergence
of a particular audience, the writer needs to deploy intersubjective strategies that are more or
less assertive, persuasive and/or manipulative (Coffin 2002: 520), and so establishes relations
of power and solidarity vis-à-vis the audience. The intersubjective positioning function of
Engagement strategies makes them particularly important in the analysis of ‘objectified’
discourse of academic texts. However, because these resources also explicitly or implicitly
express the writer’s commitment to her own views or those of other heteroglossic voices,
they imbue the writer’s voice with varying degrees of force and so portray her as more or less
authoritative and confident, disciplinary expert or novice.
Summary
The overview of the foundations of Appraisal and its use in early approaches to voice
highlights the theory’s affordances in relation to the criteria for an adequate model of voice
and several advances over Pragmatic modelling of voice as stance. First, the framework
offers a complex, inter-related and linguistically-principled set of tools for mapping voice as
explicit and implicit evaluative meanings that are encoded in a wide range of
lexicogrammatical features (Criterion 4). Second, the dual semantic and lexicogrammatical
lenses make it possible to capture the variations in the writer’s self-portrayal and positioning
of the reader within texts (Criterion 5), while the location of Appraisal theory within the
general SFL account of the relationship between context and language makes it possible to
characterise variations in voices across specific discourse domains and genres, and thus to
account for the social shaping of the writer’s voices (Criterion 1). Third, in relation to
Criterion 3, the three Appraisal systems illuminate the diverse means by which the subjective
and intersubjective functions of voice are enacted. Attitude and Graduation resources
foreground the expressive function and indirectly construe the conative function, namely the
writer’s covert attempts to align the imagined readership to her argument by building
solidarity with them based on the sharing of views and values (communality). On the other
hand, Engagement and Graduation foreground the conative function – the writer’s alignment
of the imagined reader to her argument – and less directly project her identities, particularly
her expert or student writer status. Finally, although early Appraisal approaches to voice
focused only on genre- and discourse-specific social voices as mentioned above, the
dialogical theorisation of evaluation – meaning that Appraisal resources are seen as ‘half
someone else’s’ (Bakhtin 1934-5/1981: 293) – provides the space needed for developing the
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individual dimensions of the subjective function of voice and thus for capturing the portrayal
of the writer’s individuality.

3. Ongoing approaches to voice as Appraisal
Ongoing modifications and extensions of the Appraisal framework have been generated by
research aimed at describing characteristic interpersonal styles or voices of genres and
discourses as diverse as political speeches (e.g. Miller 2004) and wine reviews (Hommerberg
& Don 2010). Of greater relevance to this thesis are Appraisal-based voice analyses in studies
of narratives and literary text responses in secondary education (e.g. Macken-Horarik 1996,
2003a, 2006, Page 2003, Rothery & Stenglin 2000), research on argument genres in various
academic disciplines in the secondary and tertiary contexts (e.g. Coffin 2000, 2002, Hood
2007, 2010, Lee 2006, Nakamura 2009, Zyngier & Shepherd 2003), and Bednarek’s corpusbased study of Affect in a range of discourse domains (2008). Other than the voice
framework proposed by Martin and White (2005), and unlike this thesis, these existing
Appraisal studies do not attempt to build a model of voice. Instead, their primary focus is to
capture the voices of discourses (e.g. Macken-Horarik’s narrative voices, 2003a), or of genres
(e.g. Hood’s voice roles in the introductions of research dissertations, 2004, 2010) or of
discourses and genres (e.g. Coffin’s voices in the historical argument, 2002). Nevertheless,
this body of work provides my study with a rich source of comparative data regarding
correspondences between evaluative choices and effective voices, and intercultural and
developmental trends, and in some instances – particularly Bednarek’s study on Affect
(2008) and Hood’s work on Graduation (2004, 2010) – these studies make specific
methodological contributions to my voice analyses (as discussed in Chapter 4).
In the section that follows, I focus only on those Appraisal-based studies that contribute to
this thesis by directly informing my theory of voice (Macken-Horarik), or by shaping my
thinking about Appraisal as a voice analysis tool (Coffin, Martin and White), or by their work
on individuation. I evaluate these studies in terms of their satisfaction of the requirements for
an adequate model of voice.
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Macken-Horarik
My study was initially inspired by Mary Macken-Horarik’s fine-grained linguistic
descriptions of voices in the narrative and patterns of Appraisal resources in the literary
responses of secondary school students of subject English (1996, 2003a, 2006). Her work
contributes to my study in three important ways. First, her analyses of the expression of
feelings, values and dispositions in psychological narratives shed light on the presence of two
voices that position the ‘ideal reader’ and fulfil the ‘instructive’ function of the narrative,
which is to reflect and construe the morals of a society: an empathic voice that invites the
reader to align emotionally with the narrator or a particular character (an intersubjective
position); and an ethical voice that invites the reader to pass judgement on the moral values
of the narrator or a particular character as evidenced by her/his motives and actions (a
‘supersubjective’ position) (2003a: 287).
Secondly, I use Macken-Horarik’s model of narrative evaluation structure (1996) and
hierarchy of reading responses (1996, 2006) to assess the quality of the ESML students’
abilities to recognise the narrative’s central axiology or value orientation and to reconstrue it
in their stylistic analyses. Labov & Waletzsky originally theorised the primary genre-based
structure of narratives as consisting of four essential and discrete stages: Orientation,
Complication, Evaluation and Resolution and two optional stages (an initial Abstract and a
final Coda stage) (1967). Narratives centre on the Complication which involves ‘some
disruption to usuality’ (Rothery & Stenglin 1997: 233) posing a problem that the protagonists
need to resolve. However, Labov later argued that evaluative devices are spread throughout
the narrative and that the Evaluation stage is ‘the focus of waves of evaluation that penetrate
the narrative’ and possibly its the most important element (1972: 369). In her thesis (1996),
Macken-Horarik develops Labov’s proposal that ‘[T]he evaluation of the narrative forms a
secondary structure which is concentrated in the evaluation section but may be found in
various forms throughout the narrative’ (1972: 369). She elaborates this idea of a secondary
structure overlapping the story’s experiential trajectory in a three-staged model of higher
order axiological (value orienting) meaning in narratives, as depicted in Figure 2.2, below.
The model represents the interweaving of more abstract and dynamic higher order functions
with the lower order Labovian Orientation, Complication and Resolution stages, but at the
same time depicts the higher order (less accessible) meanings as transcending the local (more
accessible) meanings of the story to underscore its problematic and universal human
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significance. Hence the stages chart the protagonist’s movement from a Habitus, or habitual
way of responding to life (based on Bourdieu’s concept 1977b: 72), as the result of a
Challenge, to a final ‘Metastability’ stage which documents the protagonist’s adaptation to a
new order or the reinstatement of the old order.

Figure 2.2 Interweaving of the narrative’s higher and lower order meanings
Higher order

Habitus

Evaluation
Lower order

Orientation

Challenge

Vector

Metastability

Through

Complication

Narrative
Resolution

(Macken-Horarik 1996: 204)

Drawing on her evaluative structure of narratives and her analysis of nine high, mid- and lowgraded student literary responses, Macken-Horarik develops a hierarchy of student readings
of the narrative (1996, 2006). She relates the hierarchy to Bernstein’s notion of the fulfilment
of ‘recognition and realisation rules’, meaning the students’ ability to recognise the
specialised requirements of a context and to realise its specific linguistic requirements
(Bernstein, 1982: 306 in Macken-Horarik 1996: 72). Based on her findings of consistent
variations in students’ use of evaluative, ideational, textual and logical meanings, she
categorises three grades of response (or three qualities of fulfilment of recognition rules) as
reflecting ‘symbolic’, ‘mimetic’ or ‘tactical’ readings of the narrative under study. Using an
interpersonal ‘slicing’ approach, each reading type can be seen to be encapsulated by the
writer’s use of Appraisal resources (Table 2.3).
Thus symbolic readings are typical of A-grade student writers who view the narrative as a
symbolic and semiotic construct and are sensitive to the evaluative stance naturalised by the
narrative. Accordingly, the Appraisal preferences in their responses tend to mimic those in
the narrative. Mimetic readings are found in the writing of C-grade students who treat the
narrative as ‘an imitation of life’ (Macken-Horarik 2006: 15), retelling its events and the
characters’ motivations. Evaluations in these responses reflect the students’ affective
involvement in the world of the narrative and their ethical judgements of the characters’
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actions and interactions. The term tactical reading is used by Macken-Horarik following de
Certeau (1984) to describe ‘a partial and often idiosyncratic reading of a narrative’ based on a
student’s personal response to the text (2006: 11). In other words, it is a ‘misrecognition’ of
the requirements of the context. Readings of this type predominantly feature evaluations of
Affect that construe the reader’s subjective reactions to a particular character in the narrative
rather than reconstruing evaluative meanings in the narrative or its higher order axiology.

Table 2.3 Interpersonal features in Macken-Horarik’s hierarchy of reading types
Probe

Symbolic reading
(high-graded texts)
How does the student The student interprets
evaluate the text?
characters’ responses to
events and interactions
and discerns the ethical
significance of the story.
Based on Macken-Horarik 2006: 24

Mimetic reading
(mid-graded texts)
The student explores
characters’ reactions to
events and interactions
and
identifies
the
message of the story.

Tactical reading
(low-graded texts)
The student explores his
or
her
subjective
reactions to characters
and/or events.

In the 1996 study, Macken-Horarik extends the notion of tenor by relating these differences
in reading practices, text responses and interpersonal styles or voices to differences in the
students’ social identities and roles following Bernstein’s code theory. As noted above,
Bernstein asserts that students use restricted or elaborated linguistic codes depending on
whether they are from lower or middle class backgrounds, and that these codes partly explain
their educational outcomes (e.g. 1971). However, unlike the present study, the context of
Macken-Horarik’s study is that of mainstream school English and her sample mainly involves
L1 rather than L2 student writers. Hence in the case of the ESML participants, any
correspondence between social positioning and the effectiveness of their readings of the
narrative and thus of their voices is necessarily diluted by other factors such as their L1
background and psycholinguistic factors as discussed in Chapter 3.
Finally, from a methodological perspective, Macken-Horarik highlights the need to extend
Halliday’s theory of tenor by incorporating Bakhtin’s conception of the text’s ‘internal
dialogism that has such enormous power to shape style’ (1934-5/1981: 279):
A conception of tenor which faces towards the ‘internal dialogism’ of a work also takes us beyond
isolated, micro-level analyses of grammatical reflexes of a writer’s ‘intrusiveness’. It demands
that we account linguistically for the ways in which the text (as a whole) positions its (ideal)
reader so as to accept certain values (solidarity, empathy, ethical endorsement etc.). And it
necessitates the study of what Kress calls ‘larger’ discourse-units of text.

(Macken-Horarik, 1996: 123)
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She uses the concept of the phase (Gregory & Malcolm 1981/1995) and develops the idea of
metarelations to capture how evaluation functions at the whole text level (1996, 2003a). A
phase is a ‘larger’ semantic unit of text between the genre-based stage and the clause, akin to
a paragraph in the formal, logical structuring of a text. The concept of metarelations captures
the relationship between different phases of the text in which meanings may be confirmed,
opposed or transformed. These metarelations between phases contribute to the ‘coercive’
interplay at the lexicogrammatical level, of explicit and implicit Affect and Judgement values
which position and persuade the ideal reader by engaging his/her empathy and eliciting
his/her ethical discernment (Macken-Horarik 2003a). For instance the prosodic structuring of
interpersonal meaning within texts is such that it can ‘saturate’ ideational tokens that would
otherwise have no intrinsic connotative loading, colouring whole phases of texts and
confirming these meanings in later phases (1996: 224-5).
Summary
This study builds directly on Macken-Horarik’s research on evaluation in narratives and
literary response texts, her hierarchy of readings for benchmarking students’ relative literacy
development levels, and aspects of her methodological approach. However, there are three
main differences between her study and the current one. First, the ESML students’ responses
have a stylistic rather than a literary criticism focus. Analyses in the stylistics tradition
require the analyst/writer to provide a more or less systematic account of linguistic/stylistic
patterns that construe foregrounded or culturally significant meanings in the literary text. In
contrast, interpretations in the literary criticism tradition require the analyst to explain the
construal of these meanings by reference to the portrayal of events and characters in the text
(Rothery & Stenglin 2000). Carter crystallises this difference when he says that stylistic
criticism requires principled analysis based on ‘… explicit and systematic knowledge of
communicative and linguistic norms …’ making it ‘less impressionistic and subjective’,
whereas in literary criticism ‘[T]he relationship between language and the text and the world
is essentially taken for granted and unproblematic’ (1982a: 4-6).
Second, as noted above, the participants in the present study are from L2 rather than
mainstream backgrounds and at different educational levels to those in Macken-Horarik’s.
Thirdly, Macken-Horarik’s main objective, like that of the majority of approaches to voice as
Appraisal, is to describe what makes an effective voice in school English and to focus on its
reader positioning strategies, whereas the current study tests out the ability of a model of
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voice firstly, through the case study analysis, to provide an in-depth description of the social
and individual dimensions of the voice of a single student; and secondly, through the
comparative analysis, to describe the development of voice in the stylistic analysis genre as
interpreted by an additional nine students.

Coffin and colleagues
The present study is also informed by Caroline Coffin’s methodical Appraisal analysis of
voices in mainstream school history texts, since like literary and stylistic response texts, they
include a narrative and an interpretive component. Her thesis (2000) provides a compendium
of the rhetorical effects of individual and combined Appraisal choices and extends and
confirms the WIR voice theory studies (Iedema et al. 1994). Coffin identified four
characteristic voices and positioning strategies in each of four written genres [including:
i.

a highly subjective Emoter voice in personal recounts that relies on the expression
of 1st person (authorial) Affect to create solidarity between the writer and reader;

ii.

a ‘factual’-sounding, ‘objectified’ Recorder voice in historical recounts that is
more monoglossic and assumes solidarity between writer and reader;

iii.

a more heteroglossic Interpreter voice in explanations, in which the writer’s
worldview is more noticeable and expressed as explicit Appreciation and social
Judgement, but attributed to others; and

iv.

a more subjective Adjudicator voice in arguments that comprises explicit
unattributed moral Judgement, and attributed explicit Appreciation and social
Judgement.

Of greater relevance to the analysis of the ESML arguments is Coffin’s dynamic and
dramaturgical approach to voice analysis of historical arguments in a later study (2002). She
argues that although one voice is predominant in a particular text type, writers take up
different voices in different stages of the text in order to persuade their readers. Such shifts in
keys or voices are shown to be an effective positioning strategy. Similarly, I draw on Coffin’s
approach in using joint discoursal- and genre-related functions as the basis for identification
of what I term ‘voices roles’ within the stylistic analysis argument.
In addition, research by Coffin (2004) and her colleagues is also a source of information on
intercultural differences in interpersonal styles in the argument writing of L2 pre-tertiary
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candidates in the International English Language Testing System (IELTS) exam. Coffin’s
2004 study demonstrated the candidates’ tendency to deploy modality resources produced
more personally involved, persuasive or hortatory arguments rather than more interpersonally
distant analytical arguments. Similarly, the other two corpus-based IELTS studies trace the
construction of a strong authorial voice to Engagement resources (Coffin & Hewings 2004),
and self- and reader-reference through personal pronouns (Coffin & Mayor 2003), which are
the most direct encoding of writer identity (cf. Ochs 1993/2005). I follow the second of these
studies in incorporating a wider range of self- and reader-reference markers within my model
of voice. In addition I draw on the findings of both studies in relation to intercultural
preferences in the use of these features, and from a methodological perspective, I also take up
the discourse analytic approach adopted in each study – specifically the focus on the
interaction of interpersonal and textual (Theme) resources at the sentence- and discoursestructure levels as the text unfolds. I elaborate this approach in Chapter 4. Finally, the
developmental perspective of the IELTS studies provides valuable comparative data for
relating particular Appraisal preferences to the construction of more or less successful voices
in the analysis undertaken in this thesis
Nevertheless, as with most Appraisal-based approaches to voice, Coffin’s work on historical
discourse is strongly oriented to capturing the social, but not the individual dimensions of
voice. This is less the case in the later joint studies given the absence of a disciplinary
specialisation in the IELTS arguments, and because, as in my study, an attempt is made to
relate variations in voice to the writers’ L1 background and intercultural status. However, the
model of voice I propose additionally seeks to account for the writers’ projection of other,
social and individual, aspects of identities.

Martin and White
The final more elaborated Appraisal-based approach to voice I review is the framework of
evaluative options elaborated by Martin and White (2005). From the perspective of my thesis,
the central innovation of this framework is its recognition of individuality in the voices
constructed by the writer and reconstrued by the reader, representing a departure from the
trend of SFL voice analyses.
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Martin and White locate their theory of voice within the concept of instantiation, that is, the
cline of generality relating context and text (cf. Martin 2010). At the most general level of the
scale, the Appraisal system encapsulates the evaluative meaning potential of a cultural group,
and at the most specific level is the style in which an individual member of that culture
expresses values: ‘The notion of style always involves degrees of generalisation’ (Martin &
White 2005: 163). These degrees of generalisation in the expression of voices are represented
through increasingly delicate notions of ‘key’, ‘stance’, and ‘appraisal signature’ that trace
the shift from social to individual aspects of style (See Figure 2.3 below).
At the level of generality below that of the system the term key represents ‘a specific
recurrent configuration’ of evaluative meanings characteristic of particular discourse domains
and of genres that are typical of those registers (Martin 2010: 17) – for instance the
unconstrained explicit expression of social and moral Judgement values is a distinctive
feature of the Commentator key (or voice) in news commentaries. At the level below that of
register, the notion of stance is defined as specialised sub-selections of Appraisal within keys
that serve the rhetorical purposes of particular text types and contribute to the writer’s selfportrayal. For example Commentator key may take on a ‘damning’ or ‘excusing’ stance
depending on particular types and combinations of Attitude, Graduation, Engagement
resources. Stance represents the point in the scale at which social and individual dimensions
of voice merge, although Martin and White do not articulate this. At the most delicate level of
instantiation of evaluative meaning, a writer’s signature or sub-stance can be discerned in the
consistent use of instances of evaluative items in an individual’s writing across text types and
within a specific discourse community or register. For example Martin and White describe as
‘rubbishing’ the ‘appraisal signature’ (2005: 203) of a journalist who typically expresses a
damning stance (negative ethical Judgements) through the use of colloquial lexis in
conjunction with amplifying resources like repetition, listing and alliteration, and strategies
that close down the heteroglossic space of the text.
Importantly, individuality is also recognised at the final receptive level of this taxonomy of
evaluation. Thus the actual reading of evaluative meaning is seen as a co-construction of the
instantiation of Appraisal in the text and the reader’s response to this meaning. Like MackenHorarik (1996, 2003a, b, 2006), Martin and White acknowledge that the actual reading of a
text is shaped by the social subjectivity of the reader and may not comply with the reading
position naturalised by the writer.
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Figure 2.3 The cline of instantiation: evaluation
Appraisal

(system)

global evaluative meaning potential

Key

(register)

evaluative meaning sub-potential

Stance

(text type)

sub-selections of evaluative options within a given key that shape
the writer’s textual identity

Evaluation

(instance)

instantiation of evaluative options in a text

Signature

(instance)

sub-stance consistent instantiation of types of Appraisal choices
by a writer in texts within a given register

Reaction
(reading)
Based on Martin & White 2005: 164

attitudinal position taken up by the reader through reading the text

The cline of instantiation proposed by Martin and White fulfils a number of the criteria for an
adequate theory of voice as established in Chapter 1. In particular, it emphasises that
Appraisal provides a systematised correspondence between context and voice and a meaningand linguistically-based account of the explicit and implicit construal of voice. It also
captures the expressive and conative functions of voice more fully than other Appraisal-based
approaches to voice, and the influences of social/discoursal voices and the writer’s individual
identity on its construction.
However, when considered from the perspective of my project, the Martin and White
framework has several limitations. The first concerns the need for a theorisation of voice that
makes some attempt to explain the process by which it is acquired (Criterion 7). Martin and
White address the writer’s social roles and touch on the ‘personal’ dimension, but do not
account for the way their voice/evaluative choices and potentially their agency are shaped or
constrained by their individual dispositions and master identities (Tracy 2002), particularly
their language background in the case of the participants of the present study. Yet elsewhere
Martin and White acknowledge the effects of these factors in positioning individuals in postcolonial societies (2005: 29) and in a precursor to the SFL conceptualisation of
‘individuation’ (pp. 85-86 below), suggest that a viable theory of voice needs to reflect a
range of individual and social factors:
… there may be a need for an additional scale alongside instantiation, ranging from the reservoir
of meanings in the culture through various sub-groupings to individual repertoires; what we are
calling signature here would be part of this kind of ‘collectivity to individual’ individuation
hierarchy.
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(Martin & White 2005: 209).
In spite of this acknowledgement, theirs is a native speaker model that assumes a proficient
writer with the agency to choose from among the cultural reservoir of evaluative options to
portray themselves and engage their readers according to the conventions of specific
discourse communities. Moreover, the news commentary genre on which their data is based
is one that celebrates individuality, even though it requires the writer to express this
individuality according to certain cultural and discoursal conventions. The reverse is true
where the stylistic analysis argument is concerned, since the writer needs to foreground the
social voices of the discipline over the individual dimension of voice.
The second limitation of the Martin and White model is that it lacks an adequate account of
the writer’s enactment of her context specific roles (e.g. student stylistic analyst), her
projection of her social identifications and those of the imagined reader, and the range of
means by which she establishes a rapport with the latter (Criterion 3). Consequently, although
Martin and White capture the alignment of the ideal reader in relation to the writer’s
expressed views and values, they do not directly address the means by which the writer
constructs social and sometimes more personal affinity with the ideal reader, and potentially
the actual reader as well. Thus, while Martin’s analysis of a news commentary demonstrates
how Appraisal resources create communality by combining or ‘coupling’ with ideational
meanings to project a readership in an axiological community that shares similar values,
tastes and norms (Martin 2004, Martin & White 2005), in a later study, he suggests the
shortcomings of the 2005 framework where the realisation of affiliation is concerned:
Alongside appraisal [sic], the entire pandora's box of involvement [sic] systems passed over in
Martin & White's (2005) appraisal system are of extreme relevance (naming, technicality,
abstraction, swearing, anti-language, etc.). And … the way in which these resources couple with
ideational meaning, within and across modalities of communication, is critical. We don't after all
simply affiliate with feelings; we affiliate with feelings about people, places and things, and the
activities they participate in, however abstract or concrete. We align through the bonds we make
as we share these couplings. And we share identity, since identity is always already the ways that
we belong.

(Martin 2008: 57-58)
Martin’s commentary confirms the impressions gleaned during my preliminary analysis of
the ESML data as recounted in Chapter 1, namely the need to supplement Appraisal with the
additional voice analysis tool of Involvement. Hence, as detailed below, the incorporation of
Involvement within the proposed model of voice makes it possible to more directly describe
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the writer’s projection of her own social, and to a lesser extent, individual identities and the
reciprocal identities of the ideal reader, and the rapport established on the basis of this
mutuality or affinity.
Finally, the ‘user-friendliness’ of the cline proposed by Martin and White is reduced by a
sometimes-confusing use of terminology, resulting in a blurring of differences between the
levels of instantiation they identify. For instance, the term ‘stance’ is used with a range of
meanings, from the more general (‘taking a stance’ meaning ‘expressing evaluation’) to the
more specific (stance as a sub-key e.g. a ‘damning’ stance within Commentator voice). In
some instances stance is also equated with text type, even though Martin and White
demonstrate how different writers of one text type, the news commentary, take up distinctive
stances within Commentator voice. This methodological difficulty may stem from the fact
that they analyse stance within a single text type (the news commentary) that is associated
with a single predominant key (Commentator voice). Yet as shown by earlier voice analyses
in other genres, such as narratives and arguments texts, a writer may adopt more than one
discoursal voice in order to position the reader (Coffin 2000, Hood 2010, Macken-Horarik
1996, 2003a). Thus, for the sake of clarity and consistency, as discussed in Chapter 3 I
diverge from this model in my mapping and naming of levels of instantiation of voice.

4. Voice as Involvement
As discussed earlier (p. 67), among the three discourse semantic systems theorised in
Martin’s model of register, next to Negotiation, solidarity is most directly expressed through
the INVOLVEMENT system (see Table 2.4 below). Involvement is realised by a range of
lexicogrammatical or phonological features, of which grammatical metaphor and technical
and specialised or abstract terms are most relevant to this study. Simply put, grammatical
metaphor (GM) involves the incongruent realisation of meanings, centrally the use of
nominalisation to represent an experience or quality as an object (e.g. ‘the mother suffers’
becomes ‘the mother’s suffering’). I discuss other categories of GM in Chapter 4.
Involvement resources are seen by Martin and others as serving an intersubjective function,
and primarily as socially bonding the writer and reader by signalling their shared cultural and
social identities and ‘interpersonal worlds’ (Eggins & Slade 1997: 124). For example, some
participants in the current research project noted that the ESML course had ‘broken down
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cultural barriers’ by increasing their awareness of Australian idiom, slang, swear words and
anti-language. More indirectly, reciprocal or non-reciprocal use of Involvement resources
also construct power relations between interlocutors. For example, in the case of vocatives or
terms of address, in the Australian university context, the role and status of an academic staff
member means that s/he is likely to address an international undergraduate by their first
name, whereas the reverse is unlikely to happen until the staff member invites the student to
do so.
Table 2.4 Involvement in Martin’s model of tenor and systems of interpersonal meanings
(across strata)
Register

Discourse semantics

Lexicogrammar

Phonology/graphology

mood
tagging

- tone

TENOR
APPRAISAL

Power
(status)

NEGOTIATION

- speech function
- exchange
INVOLVEMENT

- naming
- technicality
Solidarity
(contact)

- abstraction
- anti-language
- swearing

- vocation/names
- technical lexis
- specialised lexis
- grammatical metaphor
- slang
- taboo lexis

- acronyms
- ‘accent’
- secret scripts
- whisper

Based on Martin 1997, Martin & White 2005, Coffin 2000

However, I argue that by comparison with the language of Appraisal, Involvement resources
also provide a sharper picture of the expressive function of the writer’s voice, highlighting
her social identities and less directly, portraying her individuality as well. For instance, a
student writer’s accurate and appropriate use of technical lexis defines her disciplinary
identity and identification and less directly creates an impression of her social role (e.g.
advanced or ‘semi-expert’ vs. novice stylistic analyst), other social identities (e.g. it may
suggest she is an L1 rather than an L2 writer*), and the individuality she brings to her
enactment of these identities and roles (e.g. knowledgeable, intelligent, precise and/or
succinct). Simultaneously, and more directly than Appraisal resources Involvement features
project the identities and affiliations of the interlocutor, for example technical lexis
foregrounds her interlocutor’s disciplinary identity and peer status. Involvement resources are
*

I note nevertheless that corpus-based research on the presence of metadiscoursal and evaluative phrases in

advanced level NS, NNS, student and published academic writing found that the expert/apprentice writer
distinction is more relevant than the NS/NNS distinction (Römer 2009).
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able to project an impression of the writer’s individual traits as well as of her personae, and
consequently, to appeal to an imagined reader with reciprocal social identities or personal
qualities. For these reasons, I treat Involvement as not merely fulfilling a social bonding
function, but a more general one of establishing bonds of affinity and covertly aligning the
reader to the writer’s argument. This solidarity-building dynamic resembles the construction
of communality through the expression of Attitude in Appraisal theory. However, as
elaborated in Chapter 3, expressions of Attitude construe a likeminded writer and projected
reader who espouse common values and views, whereas I see Involvement resources as
creating affinity between the writer and projected reader on the basis of their complementary
social identities and identifications and/or personal sensibilities. Thus adopting Involvement
as an additional voice analysis tool represents a significant advance on existing approaches to
voice, because it enables the model I develop to more fully address Criterion 3 (the subjective
and intersubjective dimensions) in the established set of requirements for an adequate theory
of voice.
Furthermore,

I

bring

the

Involvement

framework

into

dialogue

with

Carter’s

conceptualisation of the relationship between core and non-core vocabulary. Carter defines
core vocabulary as ‘… neutral by not indicating degrees of intensity or formality’, just as
subject-core lexis, like specialised or technical language, is ‘neutral as far as the domain of
the discourse is concerned’ (1988a: 172). In contrast, non-core vocabulary is expressive of
the individual subject, i.e. the writer/learner ‘as a producer of language and a recorder of
experiences’ (1988a: 172). Carter stresses that successful academic writing strikes a balance
between non-core and core vocabulary, that is, between the use of vocabulary ‘by the subject
…’ and ‘for the subject’ (1988a: 172). Thus the conjunction of Involvement with this
approach to core vocabulary offers a subject-specific gauge for assessing the relative
effectiveness of the writer’s voice. For instance, a student writer’s voice is made more
resonant by a combination, throughout the text, of subject-core lexis (technical, specialised
and abstract vocabulary) with appropriately used first personal pronouns and other non-core,
idiolectal choices (e.g. idiomatic and figurative expressions, which I argue also realise
Involvement meanings since they construe her cultural affiliation). This blend of resources
gives more substance to her disciplinary and individual identities, enhancing the sense of the
person behind the text.
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Finally, to date Involvement has been used as an analytical tool to study the construction of
interpersonal relations and identities in workplace conversations (Eggins & Slade 1997) and
characterisation in fictional television dramas (Bednarek’s corpus-based analysis of emotive
interjections which she treats as Involvement features rather than Affect, 2010a). However,
its application to describe voice in academic discourse represents an innovation.

5. Contemporary SFL approaches to individuation
Recent development of the concepts of ‘individuation’, a term coined by Matthiessen (see
Martin 2008: 35), and affiliation has resulted in a new interest in linguistic individuality in
SFL research. Drawing on Bernstein’s work (1996/2000), Martin (2006) proposes a hierarchy
of individuation that relates the system or ‘reservoir of meanings’ in a culture to the
individual and her idiolect or personalised ‘repertoire’ (Figure 2.4). For Bernstein, the
relationship between reservoir and repertoire is influenced by coding orientations and the
individual’s ability to recognise the appropriate ‘realisation rules’ governing language use in
particular contexts. Martin suggests personality types as another influence further down the
scale, acknowledging that ‘generalising individual persona into personality types is virgin
territory as far as specialising meaning potential to communities of various types and sizes is
concerned’ (p. 293). I would add that the notion of personality types mediating the
individual’s linguistic choices jars with the idea (elaborated in §2.3.3.2 below) that every
individual has a unique linguistic repertoire (following Johnstone 1996). Moreover, any
typology that attempts to account for individuality needs to give sufficient weight to the
emergent, spontaneous quality of an individual’s use of language (Criterion 6), and this
aspect is not broached in Martin’s theory.
Figure 2.4 Individuation as a scale of communities of meaning
‘reservoir’
system
coding orientation
personality type
individual
‘repertoire’
Martin 2006: 294

In a later study, Martin (2010) presents two perspectives on individuation: one involves

85

Chapter 2 Mining theories of voice across the academic literacies landscape

classifying different types of identities as they relate to the whole community and then to
different levels of sub-community (Figure 2.5). This perspective enables us to trace an
individuation hierarchy from culture, through master identities (particularly gender,
generation and class) and sub-cultures to an individual persona. The other perspective, which
I find more useful, involves a cline of affiliation that looks at how identities are negotiated,
that is, how an individual aligns herself with various sub-cultures, master identities and more
broadly a culture.

Figure 2.5

Individuation and affiliation
culture
Affiliation
master identity
sub-culture
Individuation
persona

Martin 2010: 24

However, other than an analysis of national identities in history textbooks (Tann 2010), most
of the studies that have analysed individuation and affiliation in textual identities have
focused on genres that are more personalised or ‘centrifugal’ rather than conventionalised or
‘centripetal’ genres (Bakhtin 1934-5/1981: 270, 272), such as the stylistic argument texts that
are the focus of this study. For instance, Martin analyses Engagement strategies to
differentiate between fictional characters in terms their of ethnicity and gender (2008). (For
other studies of individuality using a variety of linguistic indices, see Bednarek & Martin
2010). Moreover, none of these studies involves an in-depth, logogenetic analysis of an
individual’s uptake of intercultural voices in a single text as in the current research project.

Summary: SFL approaches to voice
The preceding review highlights the contributions to this study of two main SFL approaches
to voice – one based on speech roles in Halliday’s tenor theory, the other based on extensions
of this theory by Martin and others that have culminated in the development of the Appraisal
and Involvement systems. In the first category, the dialogical model of writer-reader bonding
proposed by Thompson and Thetela directly informs the present study, while Halliday’s
theorisation of tenor, the expressive and conative functions of voice and the prosodic nature
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of interpersonal meaning underpin Appraisal and Involvement theory and in turn the theory
of voice I develop.
Approaches to voice in the second, Appraisal-based category are shown to meet most of the
requirements of an adequate model of voice, above all providing a fully meaning-based
perspective that captures the prosodic and cumulative, covert and overt, shifting construction
of voice throughout the text. This represents a crucial advantage over approaches that model
voice as a narrow set of explicit lexicogrammatical choices, especially where the analysis of
strategically objectified voices in academic discourse is concerned. Secondly, the setting of
Appraisal and Involvement within the stratified SFL theory of the context, means that these
approaches offer a principled and systematic explanation of the shaping of the writer’s voice
by disciplinary conventions governing the use of interpersonal resources, and thus by the
writer’s social identities and identifications, her stance towards her subject matter and the
‘subject-core’ and potentially the idiolectal, ‘non-core’ choices from within her linguistic
repertoire for expressing this stance. Thirdly, the review of existing Appraisal-based voice
analyses of literary response, argument and narrative genres reveals their ability to yield
dramaturgical, and dialogical descriptions of voice, as well as to contribute insights into
patterns of preference associated with the construction of more and less effective voices in
particular domains. Furthermore, the review emphasises that the present study is informed by
the discourse analytic methodologies employed in these studies, particularly by the choice of
the phase as a basic semantic unit of analysis, logogenetic analysis of variations of voice
within the text, and the ongoing development of the Appraisal system to describe voices in
particular registers.
On the other hand, the review also indicated that despite being fully theorised and stratified,
the general SFL framework that underpins each of the above approaches to voice requires
further elaboration in a number of respects. For instance the theorisation of the sociocultural
context needs fleshing out to provide a more concrete and localised description, of the
context of situation particularly. More specifically, there needs to be a more detailed account
of the voices that the ESML students bring to their writing from their L1 contexts, even
though the theory leaves space for such detailing. In addition, although Halliday’s and
Martin’s models of tenor both allow for the development of a description of the individual
dimension of voice, such work is ‘still in its infancy’ (Martin 2006: 295). In this sense, the
present study makes a fresh contribution to this ‘frontier’ work. Lastly, the review indicates
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the need to further investigate other interpersonal means, aside from Appraisal resources, that
provide a lens for viewing not only the writer’s self-portrayal, but also the portrayal of the
imagined reader’s identities and identifications; and additionally, for viewing the diverse
means by which the writer’s creates solidarity with the audience and covertly aligns them to
her argument. The model of voice developed in the present study specifically attempts to
address these shortcomings by drawing on the resources of Involvement to capture the
writer’s projection of her own identities and affiliations along with those of a complementary
ideal reader, thereby creating bonds of affinity between them. I also draw on Pragmatic
approaches to self- and reader-references to provide insights into other modus operandi by
which the writer constructs power and solidarity relations with the imagined reader.
Similarly, the small scale, qualitative nature of most SFL voice research makes it necessary to
seek supplementary data from large-scale Pragmatic studies of voice as noted in §2.3.1.1.

B. Birmingham School Functional approaches
SFL models of voice as Appraisal and Birmingham School (BS) Functional approaches to
personae in journalistic (Bednarek 2006) and academic writing modelled as evaluation (e.g.
Bondi 2007, Hunston 1993, 1994, 2000, Thompson & Hunston 2000) have been mutually
influential. These latter Functional approaches share with SFL a strong view of the complex
and reciprocal relationship between context and language, although the relationship is not as
fully theorised or as systematised (Criterion 1). They also share a tendency towards
qualitative discourse analytic practices, or combined quantitative and qualitative approaches
in the case of corpus-based analyses (e.g. Bednarek 2006, Hunston & Sinclair 2000).
Similarly, both types of approaches treat evaluation as expressed overtly and covertly as
lexis, grammar and as textual patterns and thus prosodic – Bednarek refers to the text’s
‘attitudinal ‘halo’’ (p. 209) (Criterion 4).
However, I have chosen to base my theory of voice on the Appraisal system rather than on
Hunston’s or Bednarek’s models of evaluation, because the genesis of the Attitude system in
the WIR work on narratives and school English makes it more fitting to the voice analysis of
literary stylistic analysis arguments; and because the regionalisation (or sub-categorisation)
and elaboration of the Attitude and Engagement systems, and the theorisation of the
relationship between evaluative meanings and their congruent and non-congruent realisations
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offers a more systematised, albeit highly intricate, toolkit for analysing the construction of the
writer’s voice and the inclusion or exclusion of other voices in the text.
Nevertheless, I outline below the contributions of the work of Hunston and Bednarek to the
present study.

Hunston
Susan Hunston’s seminal work on evaluation in experimental scientific research articles (e.g.
1989, 1993) informs this project indirectly through its theoretical influence on Appraisal
theory. Most importantly, her research sheds light on the relationship between the discourse
community’s predominant ideology and epistemology and the construction of the author’s
persona in these texts by emphasising the social and institutional over the personal dimension
of evaluation:
Every act of evaluation expresses a communal value-system, and … goes towards building up that
value system. This value-system in turn is a component of the ideology which lies behind every
text.

(Thompson & Hunston 2000: 6)
Starting from the premise that ‘[T]he purpose of research articles … is not simply to report
but to persuade’ (1993: 67), she exposes the role of evaluation in persuading the reader to
accept the validity of an author’s claims regarding her/his findings and thus in constructing
this knowledge as facts. Because of the ostensibly objective, impersonal nature of scientific
writing, most evaluation is implicit.
From a theoretical perspective, Hunston’s research makes two contributions to the model of
voice proposed in this thesis:
i.

The sociological underpinning of Hunston’s study of scientific discourse (Latour
& Woolgar 1979/1986) provides an example of a more fleshed-out, realistic and
localised understanding of the discourse context and its knowledge-making and
voice-shaping practices than does the rather abstract SFL notion of the context of
culture.

ii.

Hunston’s work represents a small step towards a model of voice that recognises
the individual, emergent and agentive nature of voice (Criteria 3, 6). As with
Appraisal-based approaches, she emphasises the construal of social voices and
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values, and thus the need to teach novice writers to construct voices that adhere to
disciplinary ideologies and discourse conventions if they are to become part of a
community: ‘The persona of the student writer must … absorb and be able to
reflect the value system’ of the target community (1993: 71). Moreover, she
assumes a native speaker writer with the agency to choose appropriate forms once
these have been modelled for them. Yet, to a greater extent than Appraisal-based
approaches to academic discourse, Hunston acknowledges that the writer’s selfportrayal is the expression of her linguistic individuality as well as her uptake of
disciplinary voices. Hence she borrows Bartholomae’s description of the student
writer as
…. mimicking [the academic community’s] language while finding some compromise
between idiosyncrasy, a personal history, on the one hand, and the requirements of
convention, the history of a discipline, on the other.

(Bartholomae 1985: 135)
However, Hunston’s insights into the individual or emergent dimensions are not developed.
Moreover, because hers, like Appraisal-based approaches, is a native-speaker model of voice,
the acquisition of voice is not theorised. Nevertheless, from a methodological perspective, I
draw on Hunston’s concepts of ‘multi-layering’ and ‘sourced averral’ (2000) in extending
and refining the Attitude and Engagement frameworks, as described in Chapter 4.

Bednarek
Monika Bednarek also makes several important methodological contributions to this thesis
from both Appraisal and BS Functional perspectives. Her parameter-based theory of
evaluation provides a principled and more elaborated analytical tool than Hunston’s. Building
on Lemke (1998), Bednarek classifies evaluative meanings as ‘sets of values’ such as
Emotivity (cf. Affect), Importance, Possibility/Necessity (cf. epistemic and deontic
modality), that are scaled along clines relating to the explicitness/implicitness and intensity
(e.g. low, medium or high) (cf. Graduation) of their expression, a cline of factuality relating
to the type of evidence (cf. Chafe’s classification of evidentiality, 1986) and a cline relating
to the sourcing of evidence based on Sinclair’s and Hunston’s averral and attribution
categories. The clarity and straightforwardness of her parameters make it possible to
disambiguate coding issues in a principled way, particularly where evaluative lexis is not
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easily classifiable as either ethical or aesthetic (Judgement or Appreciation in terms of
Appraisal) (cf. Bednarek 2009: 173), e.g. values of Im/Possibility, such as Aliénor’s
evaluation of an Aboriginal mother’s inability to prevent the removal of her child as ‘the
inescapability of the separation’. I elaborate on Bednarek’s methodological contributions to
this thesis in Chapter 4.

Summary: Functional approaches
Although Hunston’s and Bednarek’s discourse analytic and corpus-based Functional studies
of voice as evaluation have not been adopted in the present study, their work nevertheless
makes valuable contributions to the model of voice I develop. From a theoretical perspective,
Hunston’s ethnographically-based research on writer identity in scientific discourse
supplements the more abstract SFL concept of the disciplinary context. While foregrounding
the use of evaluation to construct communality with the discourse community, unlike
Appraisal-based approaches to voice in academic discourse, she also recognises the need to
attend to the individual dimension of the subjective function of voice. From a methodological
perspective, I take up Hunston’s concepts of multi-layering and sourced averral, and aspects
of Bednarek’s parameter based approach to evaluative meanings (see Chapter 4).

2.3.2 Practice-based approaches to voice
Practice-based or Academic Literacies models of voice combine contextual and textual
orientations, although their primary focus is contextual. This tradition, which brings together
social, political and ethnographic approaches to academic literacy, is informed by ‘New
Literacy Studies’ (Barton 1994, Street 1984), work on the social construction of scientific
knowledge (e.g. Bazerman 1988, Myers 1990), CDA, CLA and SFL. Literacy is viewed as a
social practice ‘embedded in the values, relationships and institutional discourses constituting
the culture of academic disciplines’ (Lea & Stierer 2000b: 2). Moreover, different literacy
practices are viewed as privileging different ‘ways of knowing and writing’ (Lea & Stierer
2000b: 11) and as shaping a person’s identity, such that ‘acquiring certain literacy practices
involves becoming a certain type of person’ (Ivanič 1998: 67). Thus the act of writing is seen
as a ‘site of struggle’ (Ivanič 1998: 117), where students are positioned by their discoursal
choices as identifying with particular ideologies and values, but equally where CLA
consciousness-raising activities can potentially make them aware of and enable them to
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challenge this positioning. The theory of voice developed in this thesis draws on the key
strengths of practice-based approaches to voice, namely their more elaborated and localised
understanding of the discourse community and the immediate context of writing (Criterion 1)
and hence of the student writer and of the individual dimension of voice (Criterion 3).
Firstly, I take up the Academic Literacies’ notion of a double- or even multi-layered
disciplinary context, consisting of the global discourse community with its institutional and
epistemological norms and discourse conventions, and interpretations of this context by
particular individuals in localised higher education settings. This distinction is important
because local practices are potentially different from those at the global level (Killingsworth
& Gilbertson 1992: 201), and the concrete, geographically localisable layer in particular
enhances my uptake of Halliday’s more abstract notion of the context of culture. For instance,
Ivanič draws on Fairclough’s concept of the inextricable language-context nexus (1989) – a
description largely derived from Halliday’s model – in defining the cultural context as
consisting of a series of nested contexts from more global to more local:
[T]he context of the whole world at a particular moment in history (what is called ‘global
culture’), of a whole hemisphere (‘Western culture’), of a nation (‘British culture’), of an
institution (‘university culture’) and of smaller units which define themselves by difference from
others (‘Lancaster Linguistics Department culture’).

(Ivanič 1998: 42).
Hence the context of culture represents a set of fluctuating socio-historical, institutional and
local conditions, each exerting an influence on a student’s voice through their discourses,
meaning their dominant values, ideologies, and cultural and epistemological practices.
Secondly, my thinking about voice has been enriched by the attention given in the practicebased tradition to the individual writer and the social and personal identities she brings to her
performance of disciplinary roles. This focus on the individual writer, which contrasts with
text-based approaches to academic literacy instruction, is consonant with a more localised
and detailed view of the immediate context of writing and thus of the discourse participants
and their power relationships. Hence, Academic Literacies approaches are sensitive to the
social, mental, affective and physical processes that students undergo in enacting particular
social roles and portraying related discoursal identities. They also take account of the
‘jostling voices’ in students’ texts (Ivanič 1998: 152) that result from their simultaneous
participation in several experiential and academic cultural contexts with potentially
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conflicting literacy practices. For instance, a student who draws on more familiar social
identities and literacy practices may well choose an explicitly subjective voice over an
‘objectified’ one, and so position herself as a novice academic (cf. Creme 2000).

Ivanič
Among practice-based approaches to the individual writer in academic discourse, I have
found that of Roz Ivanič to be most thought-provoking. Her model of writer identity in
Writing and identity (1998) is above all informed by CDA, CLA and Goffman’s original
theory of self-presentation, which distinguishes between the ‘writer as performer’ and the
‘writer as character’ (1959). Ivanič foregrounds the ‘character’ or discoursal self, that is, the
impression of the writer created in a particular text. She proposes that the writer’s discoursal
identity is shaped or constrained by the personality or disposition, life experiences and sense
of self worth of the ‘performer’ or actual writer (the autobiographical self) and by the
discourses (literacies), social memberships and thus the identities or ‘subject positions’ to
which the writer has access, some being more privileged than others. Her term possibilities
for selfhood provides a useful handle for describing the writer’s repertoire of literacies,
disciplinary, political or gender identities and specific social roles. She uses the term self as
author to refer to the specific aspect of the discoursal self that encompasses the stance and
authority the writer brings to her writing, based on her the sense of who she is.
Ivanič’s aim is to demonstrate how writers’ discoursal choices and the context of writing
construct particular personae, e.g. apprentice or professional social worker, and position them
as identifying with particular sets of values, beliefs and power relations. Her investigation of
the processes by which L1 mature age undergraduate writers assimilate and appropriate the
abstract voices of particular discourses and genres is informed by Bakhtin’s and Fairclough’s
approaches to intertextuality, and Wertsch’s (1991) ‘interanimation’ of Bakhtin’s and
Vygotsky’s approaches to language acquisition and cognitive development – from an SCT
perspective. However, my particular interest in Ivanič’s work is in her endeavour to capture
the impression created of the writer as a person, that is, the individual dimension of her selfportrayal which she defines as the writer’s ethos, following her interpretation of Cherry’s
neo-Rhetorical approach to identity in academic writing (1988/1998). Moreover, she treats
the ethos as the writer’s conscious or unconscious attempt to portray herself as having

93

Chapter 2 Mining theories of voice across the academic literacies landscape

personal qualities that complement the persona she is performing, for instance as an
empathetic person in the case of the social worker role.
On the other hand, the downside to this component of her study is that she mainly bases her
voice analysis on the writer’s use of overt ideational meanings, e.g. she treats a participant’s
use of a humorous expression as portraying her as someone with a sense of humour and with
a creative writing ability. Moreover, the ethnographic methodology she employs – protocol
interviews with the student participants in her project about their discoursal choices and the
actual or abstract sources or these choices – is one that might well have been employed in the
current study, although possibly less effectively, given the L2 nature of the ESML sample.
However, she relies on interviews and a single written text – rather than a reference corpus of
texts in the same genre – to identify personal qualities enacted and/or projected by the writer.
Similarly, Ivanič’s work shares shortcomings that have been identified in practice-based
approaches, particularly those informed by CDA. These include:
•

an overemphasis on ideology at the expense of linguistic analysis and methodological
problems (cf. Martinez 2007).

•

the absence of a meaning-based analytical approach and consequently, adherence to
an explicit, largely lexicogrammatic notion of writer identity/voice (Criterion 4) – a
criticism expressed by Fairclough himself (Martinez 2007: 128); and

•

as with many Pragmatic approaches, a focus on the subjective function of voice,
which is predominantly indexed by the personal pronouns, at the expense of the
conative function, i.e. the negotiation of solidarity and power with the reader through
the strategic and authoritative use of linguistic resources that acknowledge or
anticipate diverse views.

Summary: Practice-based approaches to voice
The review has indicated that contextually-oriented Academic Literacies approaches to voice
make two contributions to the model of voice developed in this thesis. Firstly, Halliday’s
notion of the context of culture is enhanced by nested concepts of localised communities of
practice that interpret the values, ideologies and practices of the broader disciplinary
community and influence the discoursal construction of the writer’s voice. Secondly, unlike
text-based approaches, practice-based conceptualisations of the immediate context of text
production put the spotlight on the writer’s identity and on the social and individual identities
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she brings to her performance of particular personae. In this respect, Ivanič’s attempt to
describe the individual dimension of voice represents a thought-provoking innovation where
my work is concerned. Despite these strengths, however, as exemplified by the work of
Ivanič, the linguistic modelling of writer identity tends to be overshadowed by the
ethnographic and ideological foci of these approaches.

2.3.3 Approaches to voice in the Composition and neo-Rhetorical traditions
Establishing a clear picture of current theoretical approaches to voice across the North
American academic literacy landscape is made difficult by the confluence of approaches
across the several traditions, and because of their evolution over time, and the diverse
interpretations of informing theories within each tradition. Nevertheless, I have identified
three broad categories, namely:
i.

ESL/EAP approaches, which are most text-oriented but more focused on social
voices than on the writer’s voice, and based on Swales’ genre theory;

ii.

the Composition tradition, which is text-oriented, but from a stylistic rather than a
genre-based perspective, more focused on the expression of the writer’s
individuality than on her uptake of social voices, and principally informed by
Rhetoric theory, Bakhtin’s concept of dialogism and SCT; and

iii.

the Writing across the Curriculum (WAC) tradition, involving ‘curricular attention
to writing occurring in university subject matter classes’ outside of composition or
EAP programs, and the Writing in the Disciplines (WID) movement, entailing
ethnographic research into discipline-specific literacy practices and related writing
instruction (cf. Bazerman et al. 2005: 9-10). These approaches have a stronger
textual focus than the Composition tradition, but are the most contextually
oriented among the three categories, and predominantly interested in the student
writer’s apprenticeship of disciplinary voices. The WAC and WID traditions tend
to be underpinned by ‘New Rhetoric’ (RGS) approaches to genre, sociological,
poststructuralist, and Rhetoric theories, and by Pragmatic models of voice (e.g.
Brodkey & Henry 1992).

This being said, however, the boundaries of these classifications are somewhat fluid: for
instance, Ann Johns’ ‘Socioliterate’ approach to L2 writing has been influential across EAP
and WAC schools. It accords a place to the roles writers take up, brings together ESP, SFL
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and RGS genre theories and thus textual and contextual orientations (1997, 2002). Similarly,
the recent influence of RGS in Composition theory is said to have brought about a ‘“genre
turn”’ (Bawarshi & Reiff 2010: 6) focusing attention on contexts and social voices as well as
on that of the writer. Such confluences make it difficult to assess these traditions in relation to
the requirements for a theory of voice proposed in this study.
Nevertheless, having already covered ESL/EAP approaches in §2.3.1.1, I focus below on
approaches to voice in the Composition tradition, because to a greater extent than those in the
WAC/WID traditions, they have been the locus of a lively debate about the individual
dimension of the writer’s voice. I note however, that apart from those approaches based on
SFL or RGS, Composition theory and instruction lacks a well-theorised model of the
relationship between context and language (Criterion 1). In addition, while RGS theory treats
language and context as co-constitutive, the context is prioritised, with genres viewed as
primarily social rather than linguistic activities. Moreover, applications of the RGS model
tend to be theoretical rather than pedagogical. Consequently, Composition and WAC/WID
approaches generally lack a systematic, linguistically-based account of voice (Criterion 4).
On the other hand, Rhetorical theory endows both sets of traditions with a range of
dramaturgical theories of voice, some of which have contributed to my thinking about voice
(Criterion 2). Lastly, Composition and WAC/WID approaches informed by SCT provide
some understandings of the acquisition of voice (Criterion 7).
In the following section, I foreground Composition approaches to voice that contribute to my
account of the relationship between voice and textual identity, and key attempts to rebalance
social theories of voice in the text-based traditions, which have ‘concentrated on … collective
structures and categories and by and large have taken the individual for granted’ (Cohen
1994: 6 in Johnstone 2000:11). However, while informative, much of this research is
undertheorised linguistically, as mentioned above, and so makes few direct contributions to
the model of voice developed in this thesis. As a result, I review these approaches in less
detail than text- and practice-based approaches. The review distinguishes three trends in the
Composition tradition, each trend corresponding to developments over three periods of time.
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2.3.3.1 Trend 1: Social constructionist and interactionist views of voice
As noted in Chapter 1, much of the North American academic literacy landscape bears traces
of the early Expressivist Composition model with its individualistic and asocial view of
voice, and impressionistic descriptions based on literary and stylistic notions. However, in the
1980s and 1990s, discussions about voice in the Composition and Rhetoric traditions were
influenced by postructuralist notions of identity and voice as social in origin, contextuallybound and thus plural. In particular, Bakhtin’s notions of appropriation and ventriloquation
influenced Composition/Rhetoric theorists to acknowledge the fusion of social and individual
voices in academic writing. According to Bakhtin an individual’s voice is appropriated from
pre-existing social voices and ‘ventriloquated’ or spoken through the individual:
The word in language is half someone else’s. It becomes one’s own only when the speaker
populates it with his own intention, his own accent, when he appropriates the word, adapting it to
his own semantic and expressive intention.

(Bakhtin 1934-5/1981: 293)
Hence, Bartholomae, for example, emphasises the need for students to ‘invent themselves’ by
trying ‘on a variety of voices … to appropriate (or be appropriated by) a specialized discourse
… as though he were a member of the academy or an historian or an anthropologist or an
economist’ (1985: 135).
Bakhtin’s ideas indirectly influence the model of voice I develop, since they are taken up in
Sociocultural theory and contribute to an explanation of the acquisition of voice, as discussed
in §2.3.3 below. However, I highlight below two influences on social approaches to
Composition/Rhetoric theory that contribute to my theorisation of the relationship between
voice and writer identity (Criterion 2), and the social and individual dimensions of voice
(Criterion 3)

Goffman
I include the work of the social psychologist Erving Goffman (1959, 1969, 1981) among
socially-oriented approaches to voice in the Composition/Rhetoric tradition, although his
influence on linguistics is more widespread (e.g. Carter 2004, Ivanič 1998, Kramsch 2003a,
Prior 2001). Goffman’s theory of self presentation is premised on the idea that identity, like
reality, is performed through social interaction (1959: 36). While this idea is shared by social
constructionists and social interactionists, constructionists emphasise the role of the cultural
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context and ideologies in the shaping of a person’s identities, whereas interactionists focus
more on the context of situation and the individual’s use of specific linguistic and other
means to enact social or group identities in micro-social encounters within particular speech
communities.
Goffman’s central contribution to the theory of voice proposed in this study relates to
Criterion 2, and involves his separation of the notions of voice and identity, taking voice to be
the principal means by which the writer (Performer) intentionally and unintentionally projects
an impression of her/himself (a Character) in a particular social situation. This original theory
of self-presentation was based on his attempts to describe the psychological behaviours that
accompany all social encounters ‘whenever persons enter one another’s immediate physical
presence’ (1959: 254). Although developed for spoken discourse, the model has influenced
several theories of voice in writing.
Secondly, Goffman’s view of the construction of identity is largely socially-driven and
conformist – where language is concerned, the performance of a given identity is seen to
involve an individual taking up the communication styles conventionally attached to that
social role. Nevertheless, as with most social interactionist approaches, Goffman leaves space
for the individual’s agency to make conscious phonological, lexical, syntactic and rhetorical
choices and also moves towards theorising the emergent nature of voice (Criterion 6). Like
Halliday, he sees an individual’s socialisation into an identity as a process by which s/he
draws on existing knowledge to “fill in and manage” the verbal and non-verbal expression
required for the new part, rather than knowing in advance what s/he is going to do or being
conscious of the impression s/he is giving off (1959: 73). Moreover, he maintains that we
tend to give less prominence to the ‘routine’, social aspect of identity, and instead place more
importance on the ‘spontaneous’, ‘personal touch’ 1959: 49, 74), that is, the unique aspects of
a situation involving a specific performer and their audience.
Nevertheless, from the perspective of this thesis, Goffman’s original theory of selfpresentation theory is limited in several respects, the most important being that it is
undertheorised linguistically. His revised tripartite framework (1981) is more languageoriented, with writer voices and identity conceptualised as three interactional ‘footings’
involving different positions and stances: those of the ‘principal’ or projected identity
(Character); the ‘author’ who stage-manages the impression created (Performer); and the
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‘animator’ who can be thought of as social voices that an individual ventriloquates in the
enactment of institutional identities, such as a doctor or teacher ‘voice’. However, given the
already complex nature of the model of voice I propose, I have stayed with Goffman’s
original Performer/Character framework.

Cherry and Maingueneau
Within this first trend of neo-Rhetoric/Composition studies, Roger Cherry’s work contributes
to the shift away from traditional Expressivist notions of voice and towards theories of writer
identity that attempt to account for both the social and individual dimensions of voice (e.g.
Helms-Park & Stapleton 2003, Matsuda 2001). As foreshadowed in 2.2.2, Cherry’s
problematisation of the concept of ethos in relation to written academic discourse
(1988/1998) has helped me to think about the writer’s individual textual identities as enacted
and projected by the individual dimension of her voice.
Cherry defines the frequently conflated constructs of ethos and persona as distinct ‘ “textual
selves” ’ that interact ‘in rather complex ways’ to meet the demands of a given rhetorical
situation, with one or the other being more prominent depending on the audience and
situation type (1988/1998: 398, 402). Importantly, he describes persona and ethos as being on
a continuum, with persona oriented to the author’s ‘ “fictional” ’ self and the ‘audience
invoked’ (Ede & Lunsford 1984), and the ethos pointing towards the writer’s her ‘“real”’ self
and the ‘audience addressed’ (the actual audience). What is new in Cherry’s theory is his
suggestion that ethos, like persona, is situationally-bound and does not necessarily reference
the writer’s essential ‘self’, i.e. ‘the real producer of discourse’ (Maingueneau [1] 1999).
However, although Cherry implies that more ‘artifice’ is involved in the construction of the
persona (1988/1998: 403), his actual position remains ambiguous: while the above summary
of his theory suggests a belief that ethos is closer to the autobiographical writer, his use of
scare quotes – ‘ “real” ’ self – simultaneously suggests the opposite (p. 398).
Although I treat the writer’s individual textual identities as pointing towards the performer (in
Goffman’s terms), I interanimate this approach with Maingueneau’s description of the ethos
as the writer’s disposition or habitus as it is perceived by the actual reader ([1] 1999). Thus,
in my model of voice, I treat the writer’s individual textual identities as a projection and
potentially an enactment of the writer’s individuality that is unconsciously or consciously
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created, on the one hand to establish the credibility of her performance of a social role (the
persona), and on the other to establish bonds of affinity with a likeminded projected reader
and hence with her actual audience. Unlike Cherry, however, I see ethos and persona (i.e.
individual and social identities) as separate from, but projected by the writer’s voice, and as
noted earlier, I eschew the term ‘ethos’ to avoid confusion for the reader.

2.3.3.2 Trend 2: Individuality revisited
Cherry’s ambivalence might be seen as a reflection of the ongoing tensions between the
individualist and social constructionist camps within Composition theory. On the whole, the
ideas of poststructuralist thinkers like Bakhtin, Vygotsky, Goffman and Foucault have met
with resistance from Composition theorists (e.g. Elbow 1991) and their effect on classroom
practices has been uneven (cf. Gillespie 1994, Atkinson & Ramanathan 1995, Ramanathan &
Atkinson 1999). Atkinson has suggested that Compositionists have tried ‘to refurbish
individualist voice by retrospectively associating it with more modern versions of the voice
concept’ (2001: 109), citing Elbow (1994) as an example. I briefly outline Elbow’s and
Johnstone’s approaches to the individual dimension of voice and identity, albeit from
different perspectives.

Elbow
Even though Peter Elbow’s description of voice is largely an individualist and thus
controversial one (c.f. Atkinson 2001), I would argue that his notion of ‘resonant voice’ is a
valid attempt to articulate the enigmatic relationship between voice and the actual writer
behind the text. He maintains that unlike the other meanings of voice, resonance cannot be
indexed by particular linguistic features and can only be heard by readers of the text who are
able to feel the authenticity or the ‘“weight” of the writer’s “living behind it”’(cf. the poet
Adrienne Rich in Elbow 1994: 21, 32), or to recognise ‘“the grain”’ of the singer’s voice in
an opera, in Roland Barthes’ terms:
The voice is not personal: it expresses nothing of the cantor and his soul [emphasis added]; it is
not original … and at the same time it is individual … The “grain” is that: the materiality of the
body speaking its mother tongue.

(Barthes 1977: 181).
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It is this ‘individual’ quality of voice to which Barthes and Elbow allude that I attempt to ‘pin
down’ to the writer’s interpersonal choices – along with those voice features that project her
social identities – by means of the model proposed in this study. Elbow’s strongest argument,
it seems to me, is that resonance – ‘the sound of more of person behind the words’ (1994: 18)
is linked to the writer’s unconscious qualities:
Although it may seem peculiar to say that we can sense the fit between the voice in the text and
the unknown writer behind it (especially in the light of much poststructural literary theory), in
truth people have an ingrained habit of doing just that: listening not only to each other’s words but
also listening for the relationship between the words and the speaker behind the words.

(Elbow 1994: 23)
While all his examples are taken from literature and more ‘centrifugal’ writing, Elbow’s
argument corresponds with anecdotal evidence of writers, including academic writers, who
talk about knowing when they are writing from ‘their centre’. Nevertheless, the usefulness of
Elbow’s theory to this study is limited by a number of factors, the most critical being a virtual
absence of a linguistic description of voice.

Johnstone
A more in-depth theoretically- and linguistically-grounded approach to linguistic
individuality is proposed by Barbara Johnstone (e.g. 1996, 2000, 2009). Johnstone treats the
individual, not as a subject position – ‘a passive, socially constructed vehicle for circulating
discourses’ (2000: 417) – but as an ‘agent of choice’ who strategically selects from within
her/his repertoire to project a ‘unique self’ and her/his temporary or permanent affiliation
with various social groups (Johnstone 1996: 155). In this thesis, I take up her linguistic
individuality hypothesis, according to which each person’s linguistic repertoire is shaped and
constrained not only by social and psychological factors but also by her/his unique ‘lingual
biography’ (2009:30). Every voice is unique because no two people are identical or have
identical experiences in life or with language. Furthermore, for Johnstone, individuation also
fulfils an inherent human need: having a sense of oneself as distinct from others enables us to
function in social communities (Hallowell 1955, in Johnstone 2000).
From a methodological perspective, Johnstone brings together social interactionist, social
identity, Rhetorical, Pragmatic, narrative and literary stylistic theories to highlight the
distinctiveness and consistency of people’s voice styles and identities across discourse and
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genre types. First, she examines patterns of stance features characteristic of registers –
following Biber and Finegan (1988) – and of social identities – following Goffman’s
‘footing’ concept, and anthropological linguistic research (Ochs 1992). She brings this
approach into dialogue with the neo-Rhetorical concept of ethos as a ‘platform’ that allows
the speaker writer to construct different rhetorical styles and aspects of identity, and so to
establish her credibility and bonds of affinity with her interlocutor. Hence she distinguishes
between an ‘ethos of self’ that projects the speaker’s/writer’s individual identity, and an
‘ethos of persona’ that projects her/his ‘master’ or other social identities.
Moreover, although addressing the emergent nature of voice (Criterion 6) falls outside the
scope of this study, I note that Johnstone provides new insights into this aspect of voice by
bringing her linguistic individuality hypothesis into dialogue with social identity theory and
Hopper’s Pragmatic approach to emergent grammar (1988). From a social identity
perspective, every linguistic act is ‘ … a fresh application …’ of language (LePage &
Tabouret-Keller 1985: 196), a makeshift construction of shared conventions and idiosyncratic
and sometimes inventive strategies, that creates an individual style, and represents a
conscious or unconscious act of personal identity and group identification. On the other hand,
Hopper’s premise is that language is fundamentally individual rather than an application and
interpretation of a priori rules, i.e. grammar emerges from similarities in contexts and
situations that are realised as patterns of language. Thus structure and meaning are
‘emergent’, created in the moment and as a strategic response to ongoing situations and the
communicative problems they pose.
Johnstone’s main contributions to this thesis are her theory of linguistic individuality, which
resonates with but extends Halliday’s ‘idiolect’ concept, and the fact that her work inspired
my attempt to model the individual dimension of voice. To a far greater extent than other
theorists in the neo-Rhetorical/Composition traditions, Johnstone relies on a comprehensive
set of linguistic/stylistic resources to analyse the construction of writer’s/speaker’s voice and
the projection of her identities. These tools include stance, self-reference and interpersonal
features that develop solidarity with the audience, clause types, repetition, figures of speech
and even the speaker’s choice of discourse types, which are seen as indexing her/his interests
and thus her/his voice. Nevertheless, because her predominant tool is stance, mapped from
Pragmatic and sociolinguistic perspectives, her analysis of voice focuses on explicit lexical
and grammatical features at the sentence level rather than on overt and covert meanings
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construed at the discourse level. A second limitation is that Johnstone’s published work
includes an analysis of spoken rather than written academic discourse (1996).

2.3.3.3 Trend 3: Sociocultural approaches to voice
Over the past two decades, Sociocultural theories of voice have gained influence within the
Composition and Rhetoric traditions as well as in theoretical and pedagogical approaches to
L1 and L2 education more generally (e.g. in L1 contexts: Lave & Wenger 1991, Rogoff
1994, Wells 1994. In L2 contexts: see Byrnes 2006a, and Lantolf 2000a). Rather than
accounting for the linguistic functioning of voice within texts, SCT provides accounts of the
process by which the sociocultural context impacts on the construction of an individual’s
voice (Criterion 7), and of the nexus between voice and the individual ‘self’ (Criterion 3).
SCT is important to this study because it offers a ‘third way’ of looking at voice as neither
individual nor social but as both, simultaneously.
SCT is predominantly informed by psychological theories, principally:
• Vygotsky’s theory of mediation (1978), according to which all human action is mediated
by technical, and symbolic or psychological (verbal, mathematical and visual) tools;
• the extension of this idea in Activity theory (Leont’ev 1978, 1981), which treats all
activity as motivated by a need and thus goal-directed; and
• Wertsch’s interanimation of these ideas with Bakhtin’s notions the speech genre and
dialogism (1991).
In the section that follows, I summarise the most relevant tenets of SCT where this study is
concerned, extensions of the theory by Prior and Wells, and the specific contributions of
applications of SCT to the acquisition of voice in a second language.

Vygotsky
Lev Vygotsky’s theory of mediation explains how actual voices are internalised, providing
the foundations for the individual’s ‘egocentric’ (inner) speech, and ultimately for her/his
(outer) voice. The theory posits that through social interaction with adults or ‘more capable
peers’ (1978: 86), the child/novice initially learns to use different forms of speech and
thinking (mediational means) and to reach a certain level of achievement (‘the zone of
proximal development’). By replaying the adult’s/ expert’s utterances (‘scaffolding’) in self103
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directed ‘private’ talk during subsequent activities, the child/novice is eventually able to
perform the same mental and verbal functions independently. Hence, it is through inner
speech that the child/novice is able to manifest their individuality, ‘transforming’ (Lantolf
2000b: 17), or ‘translating’ (Holquist 1990: 81) the social voices they have appropriated to
express their own unique voice and ‘self’: ‘For Vygotsky, the Word is … the significant
humanizing event. One makes a self through the words one has learned, fashions one’s own
voice and inner speech by a selective appropriation of the voices of others’ (Emerson 1986:
31).
Nevertheless, in terms of the project of this thesis, Vygotsky’s theories do not meet the
requirements of Criterion 1 in particular, because they lack a principled explanation of the
relationship between the context and the acquisition of thought and language, and a
sufficiently differentiated concept of the sociocultural context (see Byrnes 2006b, Emerson
1986, Hasan 1993, Wertsch 1991), that would make it possible to account for individual
variations in the development of mind and language.

Wertsch
James Wertsch’s principal contribution to SCT and indirectly to this thesis is his attempt, in
‘Voices of the mind’ (1991), to address these lacunae by substituting Bakhtin’s concept of
‘speech genres’ for Vygotsky’s choice of the word as the primary semiotic mediational tools
in the social shaping of the individual’s voice and psychological development. Bakhtin
defined speech genres as ‘relatively stable thematic, compositional and stylistic types of
utterances’ used to fulfil a ‘particular function (scientific, technical, commentarial, business,
everyday)’ in ‘particular sphere[s] of communication’ (1952-3/1986: 64, 60). Moreover, he
proposed that speech genres, like ‘social speech types’ or discourses, come to ‘populate’ an
individual’s voice through the principle of dialogicality, which dissolves all traditional binary
oppositions, such as the self and society, and interrelates everything. According to Bakhtin,
every utterance is ‘double-voiced’ (1934-5/1981: 293) and ‘… is filled with the utterances of
others’ (1952-3/1986: 89) because ‘[E]ach word tastes of the context and contexts in which it
has lived its socially charged life’ (1934-5/1981: 293). Dialogism explains how individual
speakers ‘assimilate, rework and re-accentuate’ not only the ‘concrete utterances’ of previous
speakers, but also the abstract voices or discoursal conventions of speech genres (Bakhtin
1952-3/1986: 87, 89).
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In Wertsch’s framework, speech genres and social languages are described as ‘voice types’ or
‘voices of the mind’ that correspond to specific forms of verbal thinking and index particular
activity types, topics and social contexts. For instance, Wertsch examines the role of
classroom discourse in socialising students into scientific language and thought,
demonstrating how the teacher’s questions or directive statements become voices in the
students’ minds and later echoes in the students’ utterances or voices. Furthermore, the
speaking of a voice type through an individual’s voice is powerful because ‘ventriloquated’
words carry with them the ‘referential perspective’ (Uspensky 1973) or point of view of the
speech genre and social language in question and of its particular thinking style. Hence
certain voice types come to be associated with authority and power in the minds of the
students.
Ultimately, however, from the perspective of the present study, Wertsch’s theorisation of the
acquisition of voice, like Vygotsky’s, is limited by its psychological rather than linguistic
orientation. In particular, the relationship between the social context and the concept of
speech genre remains insufficiently articulated for the purpose of linguistic analysis (cf.
Hasan 1993). Finally, the notion that particular ‘voice types’ are privileged in certain
sociocultural contexts does not provide a principled explanation of individual differences in
mental development and language acquisition within those contexts. As Hasan points out
(1993), students are inducted into privileged speech genres with different degrees of success
and in L1 contexts these correlate directly with their level of social positioning. I note
however, that additional explanations need to be sought for differences in L2 acquisition.

Prior
Of more direct relevance to this thesis is the theory of voice developed by Paul Prior (2001),
who elaborates Wertsch’s framework by teasing out different ways that the voices of others
appear in texts, other than in quotations or paraphrase (i.e. Bakhtin’s ‘concrete utterances’).
Prior’s model contributes to an explanation for the social and individual dimensions of the
subjective function of voice (Criterion 3) as well as to an account of the emergent nature of
voice (Criterion 6). His theory is premised on the idea that from a dialogical perspective,
language is always intertextual: every utterance is ‘addressive’ because it assimilates and
responds to past utterances, addresses the present situational context, and simultaneously
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forms the basis of future utterances. Thus, all language is personalised by being infused with
the speaker’s attitudes, and indexes the sociohistorical context in which it is spoken.
Prior’s exploration of the intertextual nature of voice highlights the fact that the development
of voice involves not just repetition, but a transformation of others’ utterances through
internalisation and externalisation: every externalised utterance personalises the social voices
that have been internalised – or in Bakhtin’s words, language ‘…becomes “one’s own” only
when the speaker populates it with his own intentions, his own accent …’ (1934-5/1981:
293). Hence an individual’s words always index her/his ‘sense-making’ (Prior 2001: 71) in a
specific social encounter, and bear the traces of her/his ‘interests, contexts, and practices’
more generally (p. 76). Prior likens these traces to a ‘biographical signature’ (following
Bazerman 1988) that is imprinted in each of the individual’s utterances, even in scientific and
technological discourses and genres. Moreover, he asserts that internalisation of social voices
and activity is a lifelong process that continues to shape the individual’s thinking, evaluative
stances and development of a stable sense of ‘self’.
Two particular forms of intertextuality are identified by Prior:
i.

‘collective voices’, which become associated over time with specific
identities, social relations, topics, and discourses associated with ‘a sphere of
activity, a domain of attention (like the body) or a durable social locale’
(Prior, 2001: 61) – e.g. the voice of the preacher in ethical discourse, or the
voice of science; and

ii.

‘re-envoicing’ – rather than being borrowed, the words we choose may reenvoice or ‘animate’ the evaluative tones and ‘communicative effects’ (2001:
64) of previous concrete utterances that ‘taste’ of particular persons or
contexts (cf. Goffman’s notion of ‘footings’). Thus, a student’s final draft of
an essay may be multivoiced, reflecting the writer’s uptake of words and
ideas from cited authors and her instructor’s responses to earlier drafts in
addition to her own. The concept of re-envoicement is related to Bakhtin’s
question of ‘How can I know if it is I or another who is doing the talking?’
(Holquist 1990: 13) and especially pertinent to the primary data in my study,
that is, the stylistic analysis argument, a genre replete with re-envoicings of
meanings in the narrative under discussion.
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Prior’s model is the most elaborated poststructuralist, sociocultural model of voice within the
Composition tradition. I particulary take up his concept of ‘re-envoicement’ and the
relationship he draws between individuality in the writer’s voice and her/his ‘sense-making’
in a particular social situation. Nevertheless, viewed in terms of the criteria for an adequate
theory of voice, its applicability for theoretical and pedagogical purposes is limited, firstly,
because it lacks any specification of linguistic features that might systematically or even
typically index the individual’s ‘biographical signature’; and secondly, because of
undertheorisation of the sociocultural context, such that no account is taken of the shaping
and constraints on the development of individuals’ voices by their social circumstances and
by institutional norms and practices (Atkinson 2001).

Wells
Gordon Wells (1999) provides a more precise and systematised linguistic explanation of the
appropriation of social voices by substituting Bakhtin’s speech genre with the SFL notion of
genre (especially Martin 1985 and Christie 1991) as an ‘activity type’ that enacts culturally
organised ways of achieving specific goals through language. Furthermore, in relating
Vygotsky’s theories and Activity theory to the social semiotic theory proposed by Halliday
(1978) and Halliday and Hasan (1985/1993), Wells addresses some previously discussed
limitations of descriptions of the context in SCT. Notably, he offers an explanation for
individual variations in L1 and intellectual development – and a partial explanation for IDs in
SLA – based on the writer’s social positioning, since Halliday incorporates Bernstein’s model
of coding orientation, as discussed in §2.3.1.2. Thus I incorporate Wells’ extension of SCT
within the model of voice developed in this study, since it provides a principled, and SFLbased account of genres as a key means by which social voices are appropriated.

SCT and SLA
Finally, my understanding about the acquisition of voice in a second language has been
enriched by research at the intersection of the fields of SCT and SLA (e.g. Byrnes 2009a,b,
Byrnes 2006a, Kramsch 1993, 2000, 2003b, Kramsch & Lam 1999, Lantolf 2000a).
According to Wertsch’s reworking of Vygotsky’s theory of mediation, different cultures
privilege different sets of mediational tools as those most appropriate to achieve specific
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goals. For instance, different cultures may privilege visual over verbal means (e.g. Aboriginal
Australians), or, in terms of this thesis, different evaluation styles.
Most importantly, from the perspective of the present research, SCT studies of SLA have
explored the indissoluble nexus between language, culture and identity, foregrounding how
learning to use a different language or set of tools may result in a reorganisation of one’s
mental system, including a ‘reformation’ of one’s ‘sense of self’ (Lantolf 2000b: 23). The
accounts of bilinguals like Eva Hoffman, Anna Wierzbicka and others (see Pavlenko &
Lantolf 2000: 161-162), and the language journals and biographies of L2 learners (e.g. Dufka
2003, Hosenfeld 2003) are a testimony to the process by which L2 outer voices are
internalised, creating inner speech and subsequently the individual’s L2 external voice.
Pavlenko and Lantolf analyse the ‘self-translation’ process by which language learners
progressively lose their L1 linguistic identity and inner voice and simultaneously reconstruct
their ‘self’ as their new L2 voice emerges. More broadly, contemporary SCT research has
drawn on studies in cognitive linguistics to suggest that culture not only influences the way
we think, but our perceptions of reality as well (cf. Slobin’s ‘Thinking for Speaking’
hypothesis, 2003 in Lantolf 2006)
More specifically, within contemporary Composition and advanced second and foreign
language teaching contexts that combine SCT and SFL, enriched conceptions of the
situational and cultural contexts have also generated linguistically-oriented research (e.g.
Byrnes 2009b, Colombi 2006, 2008, Ryshina-Pankova 2006, Schleppegrell 2006, Strauss
2006, Kramsch 2003a,b, Kramsch & Lam 1999). A handful of these studies (e.g. Byrnes
2009b, Colombi 2008, Ryshina-Pankova 2006, Schleppegrell 2006) examine the intersection
on lexicogrammatical and other features with the genre-based staging of arguments, while
others focus on analysis of narratives at the clause level approach. This body of research
contributes to the background data on which I draw to compare the findings of the analysis of
the ESML argument data.

Kramsch
In particular, I highlight Claire Kramsch’s contribution to the work on the L2 acquisition of
voice and thus to this thesis. First, her understanding – drawn from her lived bi-lingual and
bi-cultural experiences – that voice expresses an individual’s emotional connections with a
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language enriches Johnstone’s idea that every individual has a unique ‘linguistic biography’.
Second, her conception of culture as ‘a conglomerate of many different perspectives and
ways of creating meaning’ (2003c: 31) adds a psychological dimension to the abstract SFL
notion of the context of culture. Kramsch emphasises that culture exists in reality as well as
in the minds of the L1 and L2 speakers, often in stereotyped forms, along with their
perceptions of their ‘self’. Moreover, the L2 speaker operates within a dual framework of coexisting cultures and perceptions (1993). Hence any intercultural situation brings together a
‘kaleidescope’ of different reflections of facts and perceptions. Third, I take up her view that
developing an L2 voice is about defining oneself in relation to the host culture, and primarily
of psychological rather than political importance.
Kramsch’s research on intercultural settings inside and outside the classroom aims to make
visible the textual and (trans)cultural identities and worldviews constructed by various
lexicogrammatical choices, such as personal pronouns, repetition and figurative language,
and by the writer’s stance, changes of ‘footing’ (2003a), code-switching and occasionally,
genre-related features (2003d). Nevertheless, the relevance of her work to my thesis is
reduced by her predominant focus on clause level analysis, in narrative genres rather than
arguments, and secondary rather than academic contexts.

Summary: Approaches to voice in Composition/New Rhetoric studies
The review has covered three trends in research on voice in the North American
Composition/Rhetoric tradition over the past 30 years. The first trend marks a shift from an
acontexual, Romantic notion of voice as the ‘authentic’ expression of a pre-existing, stable
‘self’ to social constructionist and interactionist views of voices as the writer’s performance
of multiple and changing social identities. The second trend represents a reaction by
Compositionists and Rhetoric scholars against these social views of voice, while the third
trend groups SCT-based approaches to voice that provide a more balanced account of the
social shaping of the writer’s voice and psychological development by their internalisation of
dialogical abstract and concrete utterances and of the personalisation of voice through the
externalisation process.
The review reveals that approaches to voice across the three trends share two strengths in
relation to the criteria for an adequate model of voice: first, a dramaturgical theorisation of
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the relationship between the writer/performer and her textual identities/characters (Criterion
2) and second, attention to the enigmatic relationship between the actual writer and the
individual dimension of her voice in writing, an aspect of voice that is largely overlooked in
text-based approaches (Criterion 3). In addition, sociocultural theories of voice shed light on
the acquisition of voice (Criterion 7) and on the relationship between its social and individual
dimensions (Criterion 3). On the other hand, the review highlights the main shortcomings of
Composition approaches to voice across the three trends, namely the general paucity of their
linguistic modelling of voice (Criterion 4), and their tendency towards undifferentiated,
conformist notions of the cultural context that do not adequately account for the contextlanguage relationship nor for the effect of institutional, social, and psychological factors on
the acquisition of voice (Criteria 1 and 7).
Finally, the review indicates the specific influences from each trend on the theory of voice I
develop. Thus from the first trend I draw on Goffman’s social interactionist theory of voices
as the writer’s performance of particular ‘characters’ or social identities through spontaneous
and patterned, mostly conscious choices from her repertoire of discursive and non-discursive
means. This emergent, agentive view of voice and identity enhances Halliday’s conception of
language acquisition as the accrual of meaning potential through the enactment of texts, and
by acknowledging the individuality the writer brings to her performance. Similarly, from a
Rhetorical perspective, Cherry’s notion of a potentially or partly fictionalised ethos is
important because it provides me with a ‘handle’ for dealing with the relationship between
the actual writer, her voice and her individual identities, i.e. the enactment and/or portrayal of
her individuality or disposition (Maingueneau). Although I take up this concept, for the sake
of clarity, I substitute the term individual identities or individuality for ethos.
Within the second trend I note Elbow’s concept of resonance, or the inferred writer behind
the voice, which ‘rings true’ but lacks linguistic exemplification. In contrast, I adopt
Johnstone’s cogently argued linguistic individuality hypothesis, which accounts for the
influence of the social context on voice but foregrounds the idea that each person’s
biographical experiences of life and language produce a unique linguistic repertoire and way
of using language. Her theory enriches Halliday’s notion of the context of situation, and
contributes an emergent approach to voice, albeit in an L1 context. However, although
Johnstone’s work is supported theoretically and by corpus-based discourse analysis, her
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principal analytical tool, stance, is mapped within Pragmatics and thus reduces voice to an
explicit notion only.
Influences on my model of voice from within the third, sociocultural trend in the
Composition/Rhetoric tradition include Wells’ harnessing of SCT with SFL genre theory to
explain the process by which abstract social, and particularly, disciplinary voices are
appropriated by the writer; and Prior’s account of the emergent process by which an
individual ‘personalises’ appropriated voices to make sense of specific situations. I
specifically take up his concept of the writer’s ‘re-envoicement’ of concrete utterances to
explain the way the ESML students internalise and externalise the voices in the narrative they
analyse. However, in terms of the project of this thesis, Prior’s theory’s is weakened because
it neither specifies linguistic features that might typically index the writer’s voice, nor
accounts for factors in the cultural or immediate context that might constrain or contribute to
the development of individuals’ voices. Lastly, within research at the intersection of SCT and
SLA, Kramsch’s approach to the psychological and emotional dimensions of voice makes a
theoretical contribution to my modelling of the cultural and situational contexts.

2.4. Overview: Theoretical approaches to voice across the academic literacy landscape
This chapter reviewed key theoretical approaches to voice across three broad academic
literacy traditions over time, assessing their strengths and weaknesses in relation to the
checklist of requirements for a model of voice established in Chapter 1 and restated below,
and thus their contributions to the new theory of voice proposed in this thesis. Again, because
of the scope of my study, the review focused on analytical approaches to voice in academic
writing in terms of their fulfilment of Criteria 1-5, namely their ability to:
1. provide a fully theorised and principled account of the sociocultural context and of its
relationship with voice;
2. define the relationship between voice, the actual writer and her textual identities;
3. describe the inter-related subjective and intersubjective functions of voice, including
the social and individual dimensions of the writer’s self-portrayal, and a range of
modus operandi and associated linguistic features by which the writer constructs
relationships of power and solidarity with her imagined reader;
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4. treat voice as semantics at the whole text level and as realised as wordings (i.e.
lexicogrammar) at the clause level; and
5. capture variations in voice, within and across texts.
In addition, given my objective of developing a model of voice that accounts for the portrayal
of the writer’s individual identities as well as her social personae, and in view of the L2
status of the participants, the review briefly noted those approaches to voice that
6. theorise the emergent and agentive nature of voice; and
7. shed light on the acquisition of voice, and specifically of voice in a second language.

2.4.1 Text-focused approaches
2.4.1.1 ESP-Pragmatic approaches
The review began with ESP-Pragmatic models of voice as stance or metadiscourse since
these have had most theoretical and pedagogical influence across the academic literacy
landscape worldwide. Hence, the findings of large-scale cross-disciplinary, and intercultural
Pragmatic studies of interpersonal features in academic writing provide a substantial database
that enables me to assess the relative effectiveness of the voices in my data set, as well as L1
influences on the ESML participants’ L2 voices. The review also reveals that a handful of
more recent dramaturgical, dialogical and dynamic conceptions of voice partially satisfy the
requirements of Criteria 2, 3 and 5. I build on these innovative Pragmatic approaches to voice
(especially Fløttum et al. 2006, and Hyland 1999, 2002c) by including self- and readerreference markers and particularly personal pronouns within the proposed model’s
interpersonal toolkit, and specifically within Appraisal theory, which currently does not
explicitly account for these resources. This move allows me to map varying degrees of
authority and negotiability in the writer’s voice depending on the collocation of personal
pronouns, specific Engagement strategies and verb types, and different dialogical roles taken
up by the writer and/or attributed to the reader. As a result, the new model can provide a more
fine-grained description of the expressive and conative functions of the writer’s voice
(Criterion 3).
On the other hand, beyond these more recent studies, Pragmatic approaches to voice as stance
or metadiscourse are generally constrained by abstract and conformist notions of the
discourse community and an inadequate theorisation of the relationship between context and
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voice (Criterion 1); an imbalance between attention to the subjective and intersubjective
functions of voice and reduced linguistic theorisation of each these functions, particularly in
the case of interactional features involved in the constructing the writer’s relationships with
the imagined reader (Criterion 3); and the lack of a meaning-based conceptualisation of voice
as explicit and implicit meanings (Criterion 4). While clause level analyses of a small
selection of explicitly evaluative resources suit the corpus-based, computerised, quantitative
methodologies of most of these studies, they yield a visible notion of voice that is
inconsistent with the reality of academic discourse.

2.4.1.2 Functional approaches
The review makes it clear that among all approaches to voice across the academic literacy
landscape, the criteria for an adequate model of voice are best met by Functional linguistic
approaches within text-oriented academic literacy traditions. In particular, the modelling of
voice as evaluative resources within the Appraisal system is shown to fully or partially meet
each of the requirements set out above. First, in terms of Criterion 1, Appraisal’s roots in the
general SFL theoretical framework means that it offers a systematic, articulated account of
the shaping of the writer’s voice by the context of culture – i.e. disciplinary norms and
practices as encapsulated by the notion of genre – and the context of situation – i.e. discourse
participants’ social roles and relations, as described by the notion of tenor. Moreover, the
relationship between the context and voice is seen to be mutually constitutive, in other words,
the writer’s voice performs her social identity, and conversely, her identity is projected
through her voice (Criterion 3). While other Functional theories (e.g. Hunston), and RGS
(e.g. in contemporary Composition/Rhetorical studies) also posit strong versions of the
relationship between voice and context, SFL is the only theory that provides a systematised,
principled linguistic account of this relationship.
In addition, Halliday’s internal stratification of the situational context makes it possible for
the proposed model of voice to distinguish between the 1st order, material context (i.e. the
ESML students’ reading of ‘The Letter’ and their relationship with the writer/narrators) and
the 2nd order context of situation evoked by the narrative. Nevertheless, in spite of being fully
theorised, the SFL account of the context of situation remains prototypical by comparison
with more ethnographically-grounded theories of voice (e.g. Hunston’s work, and Ivanič’s
Academic Literacies approaches), and consequently needs elaboration to provide a more
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localised picture of the discourse participants, their social and individual identities and
relationships. Similarly, Halliday’s concept of the context of culture allows for the influence
of the ESML students’ L1 sociocultural contexts and voices on their L2 voices, but requires
further elaboration of this aspect.
Second, where Criterion 3 is concerned, the review reveals that to date most studies of voice
as Appraisal have provided an incomplete view of the writer’s identities, addressing her
personae or social roles, but overlooking the ways in which her evaluative choices enact and
create an impression of other social identities (e.g. gender or ethnicity) and of her individual
disposition. Thus voice in these studies refers to conventionalised interpersonal styles
associated with particular discourse communities and used by writers to project a persona
and to align their audience in ways that demonstrate their community membership.
Nevertheless, examination of Halliday’s tenor theory highlights the fact that it provides the
foundations for a model of voice that encompasses the encoding of the writer’s social roles as
well as of her unique ‘angle’, attitudes, judgements and motives. While early Appraisal-based
research on individuation is occurring, these studies have to date confined their analyses to
personalised genres rather than academic discourse, and none have analysed L2 writing.
Although I build on certain aspects of this preliminary work, the present study emphasises the
importance of balancing the focus on the social dimension of voice with attention to the
‘grain’ of the writer’s voice.
Furthermore, still in relation to Criterion 3, voice modelled as Appraisal is theorised as
fulfilling expressive and conative functions, which Halliday recognises, although he has not
distinguished these functions theoretically. Consequently, the Attitude and Graduation
systems have been shown to provide a lens for looking at the writer’s self-portrayal, and more
indirectly at her alignment of the imagined reader by building a community of shared values.
The Engagement and Graduation systems, on the other hand, provide a more direct view of
the writer’s alignment of the actual reader of the text to her argument via the imagined reader.
Nevertheless, a limitation of Appraisal-based models of voice is that they provide an
incomplete picture of the diverse means by which the intersubjective function of voice is
activated. In particular, examination of Martin’s extensions of tenor theory indicates that
Involvement resources can more directly capture the portrayal of the writer’s and ideal
reader’s complementary identities and identifications and the covert alignment of the reader
to the writer’s argument by the creation of bonds of affinity between the two ‘subject
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positions’ in the text on the basis of their implied likemindedness. Moreover, at the
lexicogrammatical level, Involvement resources provide a sharper lens for analysing the
degrees of ‘coreness’ of the writer’s vocabulary choices and thus for assessing the relative
effectiveness of her voice from a disciplinary as well as an individual perspective. I therefore
use Involvement resources as an additional set of resources for indexing and analysing the
writer’s voice.
Third, a prime affordance of Appraisal theory that is of particular relevance to academic
writing, is its ability to provide a meaning-based model of voice that accounts for the writer’s
explicit expression of her social identities and identifications in a text, but can also capture
the implicit ways she insinuates herself into the text, both at the lexicogrammatical level, and
prosodically at the discourse semantic level (Criterion 4). Consequently, and fourth, the
review examines studies that use the Appraisal framework to describe variations in voice
across texts and genres, as well as in relation to the performance of particular discourseand/or genre-based roles within a single text (Criterion 5). This dynamic notion of voice
contrasts with other reviewed approaches, apart from a handful of Pragmatic studies that have
adopted dialogical and dramaturgical approaches to voice.
Fifth, although the last two requirements for an adequate model of voice (i.e. Criteria 6 and 7)
fall outside the scope of this study, I note that Halliday’s theory of ontogenesis is shown to
offer an explanation of language acquisition as an emergent process by which the individual
accrues ‘a personalised meaning potential’ (Matthiessen 2007: 540), which differs depending
on their social background. Nevertheless, this aspect of his work also needs to be more fully
articulated to provide a better understanding of the emergent meaning-making process, and to
account for a range of factors that determine individual variations in the acquisition of an L2
voice.
In addition, the review of Appraisal analyses of voice in academic and other texts indicates
that the majority are in-depth, small-scale studies, making it necessary to source additional
comparative data about interpersonality in academic texts across disciplines and cultures, and
particularly about the uptake of voices in these texts and contexts by L2 undergraduates.
Finally, the review also indicates that other Functional evaluation frameworks (e.g. those of
Hunston and Bednarek) also partially or fully meet most of the criteria for an adequate model
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of voice. In particular, these approaches describe voice as both implicit and explicitly realised
meanings (Criterion 4), and are also based on a strong version of the context-text relationship,
and Hunston’s ethnographically-based research on scientific discourse represents a more
localised account of the discourse community (Criterion 1). However, in view of the specific
data in this study, a key feature that makes Appraisal preferable to BS Functional approaches
to voice is the regionalisation or sub-categorisaton of values of Affect, Judgement and
Appreciation in the Attitude system, making the framework more user-friendly for describing
affective and ethical evaluations of the meanings of narratives and aesthetic evaluations of
the author’s craft in the stylistic analysis arguments. On the other hand, BS Functional
approaches contribute methodological tools that facilitate the coding of evaluation that is
non-congruent or implicit and thus highly sensitive to context and to the reading position
taken up by the actual reader, as discussed further in Chapter 4.

2.4.2 Practice-based approaches
The review of more contextually-oriented, practice-based models of voice, especially that of
Ivanič, indicates that they provide a global and localised concepts of the context of culture,
and a detailed view of the situational context and of the interaction between the actual
discourse participants, especially their power relations (Criterion 1). Moreover, by
comparison to theories of voice in the text-based tradition, Academic Literacies approaches
foreground the influence of the individual writer’s life experiences, access to literacies and
identities (Ivanič’s possibilities for selfhood) on her self-portrayal in writing, and particularly
on the kind of authority she expresses. These aspects of practice-based approaches enhance
my modelling of the context and its impact on the individual writer. However, apart from
SFL-based analytical approaches in the New Literacies tradition, practice-based theories of
voice are generally weakened by their linguistic undertheorisation; the absence of a
principled or fully articulated theorisation of the context-voice relationship (Criterion 1); and
a reduced, explicit or lexicogrammatical notion of voice rather than a meaning-based view.

2.4.3 Composition/neo-Rhetoric approaches
The final academic literacy tradition reviewed in this chapter is actually a patchwork of
different approaches, some acontextual, others fully contextualised, some foregrounding the
influence of the sociocultural context on the construction of voice, others highlighting
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linguistic individuality and the role of individual agency. The distinguishing feature of these
North American approaches, spanning three trends identified in the review, is an abiding
interest in the individual dimension of voice. Thus, their principal contribution to the model
of voice developed in this thesis is to redress the balance in relation to the emphasis on social
voices in text-based research on academic discourse (Criterion 3). In particular, I draw on
Johnstone’s linguistic individuality, which amplifies Halliday’s concept of ‘personalised
meaning potential’. In addition I take up Composition/neo-Rhetorical dramaturgical concepts
of the relationship between the writer/performer, her voice and textual identities/characters
(Criterion 2), and between the actual writer’s disposition and the individual textual identities
enacted and projected by her voice.
Furthermore, models of voice in the Composition/Rhetoric tradition (particularly
Johnstone’s) offer advanced emergent theories of language, in which language is seen as
fundamentally individual, with meanings made between individuals in the moment, with the
resources available to them by their access to different social circumstances and unique
linguistic repertoires (Criterion 6). Where Criterion 7 is concerned, the present study is
generally enriched by SCT theories of language acquisition, and by theoretical
understandings of the ‘self-translation’ that accompanies the development of an L2 voice
provided by combined SCT and SLA research. More specifically, I take up Prior’s concept of
‘re-envoicement’ to account for the ESML students’ appropriation and transformation of the
voices of the narrative that is the subject of their stylistic analyses. Secondly I incorporate
within my model the psychological and emotional dimension of voice and culture proposed
by Kramsch from an SCT/SLA perspective.
Nevertheless, the review shows that apart from socioliterate approaches and studies that
combine SCT with SFL or RGS theories, most approaches to voice in the North American
academic literacy traditions tend to be sentence- rather than meaning-based and/or genrebased, lack a principled theorisation of the context-voice relationship, and share abstract and
largely undifferentiated notions of the context. For instance, other than Johnstone’s ‘unique
linguistic biographies’, the concepts of ethos, ‘biographical signatures’ (Bazerman 1988),
‘the personal touch’ (Goffman 1959), ‘distinctive voice’ and ‘resonance’ (Elbow 1994) are
rarely indexed by specific linguistic features.
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2. 5 Conclusion
The journey across the academic literacy landscape undertaken in this chapter highlights the
fact that no single existing theoretical and linguistic approach to voice adequately and
appropriately describes voice in academic writing, or characterises its development, in the
texts of L2 students in particular. However, the review shows that approaches to voice based
on SFL theory, and particularly the interpersonal resources of Appraisal and Involvement,
come closest to meeting the necessary criteria for such a model. While these approaches form
the principal sources of the theory of voice developed in this thesis, I supplement them with
concepts ‘mined’ from text-based Pragmatic and BS Functional academic literacy traditions,
more contextually-oriented practice-based traditions, and North American approaches that are
more attuned to the individual dimension of voice. In Chapter 3, I describe the research
design of this study and its theoretical framework, namely the new model of voice I articulate
by integrating these sources.
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Elaborating the research design and the new model of voice

3.1 Introduction
This chapter presents the research design for the study, beginning with an overview of its
theoretical and pedagogical motivations and the research questions it addresses. Most of the
chapter comprises a description of the centrepiece of the research design, that is the new
theory of voice, which begins the work of addressing the ‘gaps’ identified in the literature
review. The proposed model of voice brings aspects of existing theories of voice into
dialogue with an added set of interpersonal resources that fulfil social identification and
affinity-bonding functions, namely those of Involvement. The new model not only forms the
study’s theoretical framework; its continuous evolution through the research process also
means that it is a core outcome of this thesis. The last section of the chapter (§3.4) focuses on
other aspects of the research design, namely the methods employed for data collection and
selection, and the overall strengths and weaknesses of the research process.

3.2 Outlining the research design
The thesis has a combined theoretical (linguistic) and pedagogical rationale. It is motivated
by the need for an adequate model to describe voice and its development in academic writing,
especially that of non-native speakers (NNS). Hence, as outlined in §1.6, the research design
addresses the primary research question posed by the thesis, which is:
What is an adequate and appropriate linguistic model for the characterisation of
voice and its development in academic writing?
To provide some answers to this question, the thesis aims to develop and refine a new model
of voice – namely, the model elaborated in §3.3 – and evaluate the possibilities it offers by
applying it to the in-depth analysis of a high-graded written stylistic analysis text. A
secondary, theoretical objective of the study is to evaluate the affordances and limitations of
Appraisal theory, the new model’s central analytical tool. An additional, pedagogical
objective is to use the analysis results to identify features that characterise an effective voice
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in the stylistic analysis genre.

3.3 Theoretical framework: The new model of voice
The articulation of the proposed theory of voice in this section is related to the criteria for an
adequate model of voice established in Chapter 1 and the insights provided by the literature
review. From a theoretical point of view, the model is above all informed by SFL theory and
approaches to voice as Appraisal, and their relationship with Martin’s genre theory, which
explains the social shaping of the writer’s voice. However, in a departure from current SFL
voice studies, I bring Appraisal into dialogue with:
•

the ‘affinity-bonding’ resources of Involvement;

•

Pragmatic approaches to voice as personal pronouns and other self- and readerreference markers;

•

a semantic approach to the relationship between lexis that is subject-core and that
which is ‘expressive’ of the writer;

•

more localised concepts of the social context in Birmingham School (BS) Functional,
practice-based and SCT approaches;

•

Composition/New Rhetoric dramaturgical theories of voice and its relationship with
the actual writer and her textual identities, particularly accounts of the individual
dimension of voice; and

•

SCT and SLA accounts of the acquisition of voice, specifically in NNSs such as the
participants in the present study.

In addition, from a more practical point of view, the design of the model grew out of my
preliminary analysis of the ESML data, and a process of continuous development and
refinement that accompanied the application of the framework to the in-depth voice analysis
of Aliénor’s argument.

3.3.1 A context-based theory of voice
The model of voice developed in this study is primarily based on SFL theory – that is,
Halliday’s stratified conceptualisation of the social context and its co-constitutive relationship
with language – and particularly on Martin’s extensions of this theory, namely, the Appraisal
and Involvement systems and approaches to genre. According to SFL theory, the values and
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views voiced by the writer construe and construct the disciplinary context (the context of
culture), and the more immediate context of writing (the material or 1st order context of
situation), especially the identities of the actual discourse participants and their relationships.
In addition, as discussed earlier, Halliday identifies a 2nd order context of situation, which is a
situation evoked by the discourse.
The fully theorised nature of the SFL conceptualisation of the context brings several
affordances to the data in this study. As outlined in §1.6.1, the primary data is a written
stylistic analysis argument, which is explained in more detail below and in Chapter 5. I note
here that in relation to this task, the context of culture represents the discourse community of
pedagogical stylisticians, since the task involves the social activity of stylistic analysis, while
at the textual level the expository argument genre represents the discourse community’s way
of doing stylistic analysis. Secondly, the 1st order context of situation can be considered in
terms of the tenor, i.e. the ESML students and the lecturer/assessor (myself), the field of
pedagogical stylistics, and the written mode of the arguments. Thirdly, the ESML task
required the students to analyse an extract from ‘The Letter’, a narrative which evokes a
second context of culture (contemporary Australia), and a 2nd order context of situation (as
described by the narration ‘in the present’ of one character, Bessie). Moreover, Bessie’s rereading of a letter written some 30 years previously by her sister, Nellie, could be viewed as
evoking a further aspect of context of culture (past Australian society), and an additional 2nd
order context of situation (as described by the events related in the letter).
However, although it allows me to capture these intricate, nested levels of context, I attempt
to flesh out Halliday’s theorisation of the sociocultural context, in the first place by bringing
it into relation with more localised concepts of the discourse community drawn from more
ethnographically-based notions of the context, such as those put forward by Hunston from a
Functional/Sociology of Science perspective, and Ivanič from an Academic Literacies
perspective. The resulting picture of the context of culture in the particular domain of
pedagogical stylistics consists of an outer, global layer, representing the established social,
epistemological and textual practices of the community of professional Anglophone
pedagogical stylisticians worldwide, as manifested in conference presentations and refereed
publications, and an inner, local layer, representing the social, knowledge-making and textual
practices of pedagogical stylistics as they were interpreted and taught to L2 international
undergraduates in a content-based EAP subject (ESML) at an Australian university that
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prides itself on its academic reputation and standards. Hence the ESML students’ discourse
practices were shaped and constrained by the values, ideologies and practices of the broader
disciplinary and more localised disciplinary and institutional contexts. At the local level, for
instance, prior to writing their first stylistic analysis task, the ESML students had been
inducted into the use of a specific methodology and a toolkit of stylistic terms for carrying
out classroom-based group and pair stylistic analysis activities. In addition, the students were
provided with guidelines for the staging of the argument genre (see Chapter 6) and
suggestions about linguistic/stylistic features to analyse. Institutional conventions meant that
they were required to limit their analyses to 1200 words, complete first and second drafts of
the assignment by specific dates and sign a declaration certifying the originality of their
work. In Figure 3.1 below, the context of culture and the context of situation are represented
as concentric circles of solid lines (following SFL conventions noted in Chapter 1), and the
global and local layers within the context of culture stratum are represented by concentric
circles of dashed lines.
Furthermore, I refine Halliday’s theorisation of the context in four ways in order to tailor the
model of voice to the specific requirements of the domain of pedagogical stylistics, the
stylistic analysis argument genre and the intercultural identities of the student writers. The
first adjustment involves elaborating the context of culture to incorporate an understanding
drawn from SCT-based approaches to voice, which is that dual cultural realities – and
following Kramsch (1993), perceptions – co-exist in the minds of L2 speakers. Accordingly,
the ESML students still carried in their heads perceptions shaped by their L1 sociocultural
contexts and associated values and ideologies, along with their knowledge of epistemological
and discourse practices – particularly their knowledge of the operationalisation of the
argument genre – from global and local, L1 disciplinary communities. Hence these notions
that they brought to the writing process in the situational context also influenced their
interpretations of the narrative they analysed, their enactment of the argument genre, and the
expression of their voices, in terms of both their content and form. Thus in Figure 3.1, the
students’ L1 cultural contexts are depicted as a circle of dashes that orbits the writer and her
writing processes in the context of situation and overlaps the L2 context of culture.
Second, I expand the 2nd order context of situation to incorporate the narrative’s evocation of
the broader context of Australian society, present and past. Thus the ESML students needed
to reflect their understanding of and their stance towards the values of this evoked context in
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their discussion of the meanings construed by the literary text. To avoid confusion with
Halliday’s two orders of the context of situation, I avoid the term the 2nd order cultural
context. Instead, given the intercultural identities of the ESML cohort, I will call this the
evoked L2 sociocultural context.
Third, again at the context of situation level, I incorporate Macken-Horarik’s taxonomy of
readings of the narrative to show how the varying quality of the students’ readings of the
extract under discussion influence their voices, and the projection of their textual identities,
and reciprocally, how the writer’s voices and textual identities construct the calibre of their
readings. For instance, viewed from a contextual perspective, the writers of higher-graded
stylistic analyses are more likely to conceptualise the literary text as a symbolic artefact, and
so construct more detached voices that position them as more experienced stylistic analysts.
By comparison, the writers of lower-graded arguments tend to treat the narrative as a mirror
of life, generating more emotionally engaged voices and consequently projecting the social
identities of novice literary analysts. Viewed from a linguistic perspective, the specific
qualities of the writer’s voice index the calibre of her reading of the literary text. In Figure
3.1, the calibre of the students’ readings is shown as a diamond at the left side of the
situational context.
Fourthly, while SFL theorises the context-text relationship as mutually predictive, I take the
position that this is relevant where the writer’s uptake of social or disciplinary voices is
concerned, but that it is harder to argue in relation to the individual dimension of voice at this
point in time. As mentioned in Chapter 2, Martin suggests that personality types mediate the
cline of individuation between a culture’s reservoir of meanings and an individual repertoire
or idiolect, and thus that certain personalities construct certain voices. This notion would
provide a more systematised account of an individual’s language choices, particularly in
more personalised (‘centrifugal’) genres, such as narratives and news commentaries. Yet it is
one that I resist in light of the emergent nature of voice and Johnstone’s linguistic
individuality hypothesis (1996), which I take up in the proposed model of voice (see also
§3.3.6 below)
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Figure 3.1 Theorisation of context in the new model of voice
Context of culture
(Evoked)L2 sociocultural
context
Calibre of reading of narrative

Context of
situation

Global disciplinary context

The writer

Local disciplinary context
L1 Context of culture

3.3.2 A model that defines the relationship between the writer, her voice and identities
From a theoretical point of view, I adopt a performative notion of voice based on social
constructionist and social interactionist theories reviewed in Chapter 2 (particularly
Halliday’s tenor theory and Goffman’s Performer/Character model). Thus voice is
conceptualised as discursive (and non-discursive) resources that enact the writer’s social and
individual identities (when seen from the writer’s perspective) and project an impression of
the writer in the reader’s mind (when seen from the reader’s perspective). In Goffman’s
terms, voice is a creation of the writer-Performer that enacts and projects her textual identities
or Characters. These textual or situational identities may bear more or less resemblance to the
autobiographical writer (cf. Maingueneau [1] 1999). The relationship between the actual
writer, her voice and identities is depicted as a ‘ripple effect’ of radiating concentric circles
within the textual plane in Figure 3.2.
From a linguistic point of view, voice in this study is defined in terms of the writer’s
enactment of genre and two sets of linguistic resources that realise interpersonal meanings:
namely Appraisal and self- and reader-reference resources, which I treat in combination, and
Involvement features. Self- and reader-references include personal pronouns and various
‘metaphors of modality’ (Halliday & Matthiessen 2004: 619f) that express the writer’s
explicitly or implicitly subjective orientation to her propositions (as detailed in Chapter 4).
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Figure 3.2 Textual plane: Construction of voice and projection of textual identities
Textual identities
Voice
Genre, evaluative &
self- & reader-reference
resources, & Involvement
features

3.3.3 A conception of the dual inter-related functions of voice
The proposed model of voice makes an analytical distinction between two voice functions,
one expressive or writer-oriented and the other conative or reader-oriented. This represents a
departure from Halliday, who recognises both functions as aspects of the ‘inter-personality’
of language.

3.3.3.1 The expressive function
My theorisation of the expressive or subjective function of voice builds on the social
constructionist view of the individual as occupying many roles or identities at a time, a
‘unitas multiplex’ (following Stern 1938: 73, in Harré 1998). For Halliday too, the individual
is ‘a configuration of a number of roles defined by the social relationships in which he enters’
and from which ‘he synthesizes a personality’ (1978: 15). However, as with Goffman’s
approach, in Halliday’s tenor theory – and its extensions, such as Appraisal – the social role
dimension of the writer’s identity is privileged over her other social and individual identities.
For this reason, as discussed in Chapter 2, I elaborate Halliday’s notion of identity by
reference to Tracy’s master identity concept, Johnstone’s theory of linguistic individuality,
and Kramsch’s related idea of the L2 writer’s unique psychological and emotional
connections with the language in which they are writing. Hence my analysis of the voice of
Aliénor, the case study participant, attempts to account for the influences on her voice of her
negotiation of social identities (undergraduate student and ‘apprentice’ stylistician), certain
master identities, (particularly her ethnicity and L1 background, and socio-economic status,
which reflects her possibilities for selfhood), as well as aspects of her individual disposition
and language-learning and life experiences.
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Furthermore, I distinguish between the social and individual dimensions of the expressive
function of voice and their projection of corresponding textual identities as depicted by the
dashed line within the ‘identities’ circle in Figure 3.3. The Rhetorical constructs of persona
and ethos enable me to theorise the relationship between the writer and the social and
individual identities enacted and projected by her voice. The persona is traditionally regarded
as a mask or artefact created by the writer to achieve a convincing performance of the social
role she is playing. Similarly, based on my interpretation of Cherry’s neo-Rhetorical theory
(1988/1998), and Maingueneau’s definition of the term ([1] 1999), ethos represents the
writer’s individual textual identities which are unconsciously and consciously shaped to add
to the credibility of the persona being performed, and may at the same time enact the actual
writer’s habitual responses to a specific situational context. Thus, from the reader’s
perspective, ethos represents the impression of the writer’s individuality created by her voice,
rather than an expression of her ethical character, as in the traditional concept of ethos.
Consequently, as explained in Chapter 2, I interchange the terms ‘social identities’ and
personae, but adhere to the expression ‘individual identities’ or ‘individuality’ in order to
avoid confusion between the recent and traditional meanings of the term ethos.

Figure 3.3 Textual plane: The writer’s voice and textual identities

Voice

Writer’s
identities

Social identities
Individual identities

From a linguistic point of view, the self-portrayal function in the proposed model of voice is
treated as enacted by the resources of self-references, particularly personal pronouns, and by
Attitude and Graduation within the Appraisal system, which directly construct the writer’s
textual identities, and indirectly, her social identifications. Nevertheless, the inter-relatedness
of Appraisal resources means that as well as aligning the assumed reader more assertively or
persuasively, Engagement strategies in conjunction with Graduation and self- and readerreferences also perform a secondary function of constructing the writer’s voice as more
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authoritative or persuasive, confident or diffident. Similarly, although Involvement resources
are usually classified as performing a conative function of socially bonding writer and reader,
I argue that they play an important role in directly constructing the writer’s textual identities
and identifications as well. Moreover, depending on their degree of coreness (cf. Carter
1988a), realisations of Involvement meanings may foreground the projection of the writer’s
social and/or individual identities. For instance, Aliénor’s subject-core choices (e.g. technical
and specialised stylistic lexis) portray her as enacting the role of stylistic analyst and as
identifying with the community of pedagogical stylisticians. On the other hand, her more
‘expressive’, non-core choices, such as figurative language and irony (e.g. in her proposition
‘justice was in the hands of white people’) not only portray her cultural competence and ingroup membership in expressing Judgement implicitly rather than explicitly, but also create
an impression of her as a discreet and philosophical individual. Finally, genre primarily
encodes the social identities dimension of voice, being a template for the writer’s expression
and achievement of social purposes. In the case of the stylistic argument, the writer needs to
be able to perform the abstract social voices of the genre such that her text is readily
understandable for a specific disciplinary readership.

3.3.3.2 The conative or reader-oriented function
The model of voice I develop is predicated on a social view of writing and voice, in which
texts are primarily considered as a dialogue or ‘interaction’ (Halliday 1978: 139). For
Halliday, the dialogue is seen in terms of the exchange of information or goods and services,
and so the conative function of voice is construed by mood in the complementary speech
roles taken up by discourse participants (e.g. Giver and Demander of Information/ Goods and
Services) and their social roles and relationships (e.g. teacher and student). In contrast, within
Appraisal theory, my primary voice analysis tool, the dialogue is viewed from the perspective
of Bakhtin’s notion of the text’s internal dialogism, whereby the writer’s utterances respond
to other specified or non-specified, actual or potential voices in the text, including that of the
imagined reader (1934-5/1981). Hence, the conative function of voice above all involves the
writer’s alignment of the reader to her point of view through the construction of power and
solidarity as indexed by her use of interpersonal resources, and the creation of a naturalised
reading position (or ideal reader) with which (or whom) the actual reader is invited to
comply.
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Alignment, like the expressive function of voice, may be effected more directly or indirectly
by different sets of interpersonal resources. Most directly, Engagement resources within
Appraisal, in conjunction with reader- and self-references, align readers to the argument
being made in more or less assertive, persuasive or covert ways. For example, a categorical or
monoglossic statement asserts the writer’s view as unarguable and rules out alternative views
that the reader or others may hold. Thus it is objective but authoritative – it assumes and
expects the reader’s alignment to this view, e.g.:
Susanne She is deeply touched by her sister’s feelings …

In contrast, the use of modality presents the writer’s view as subjective and negotiable: it
attempts to build solidarity with the reader by acknowledging the existence of diverse or
opposing (heteroglossic) interpretations in the example below:
Susanne … she appears to be very forgiving …

Less directly, the writer’s expressions of Attitude create communality or likemindedness with
her imagined reader on the basis of their shared values and views, indirectly projecting the
latter’s social identities and sensibilities, and covertly inviting this reader to align with the
writer’s position. For instance, when Susanne evaluates the Aborigines Protection Board as
‘racistic’, she is appealing to a critically-aware readership who is likely to be of the same
opinion.
Similarly, I argue that Involvement resources covertly align the ideal reader to the writer’s
argument by creating bonds of affinity between them on the basis of their compatible social
and/or individual identities. Hence, Involvement features with varying degrees of coreness
construct the writer’s identities and identifications and so assume a likeminded ideal reader
with reciprocal identities and affiliations or personal traits. For instance, Aliénor’s use of
‘subject-core’, specialised terms to evaluate the style of the narrative as ‘bare of hyperbolic
metaphors’ portrays her as mimicking the voices of expert stylisticians or even as an in-group
member of the disciplinary community of stylistics who is interacting with a peer. On the
other hand, as noted above, the non-core realisation of her ironic Judgement of white society
(‘… justice was in the hands of white people’) portrays her as discreet and philosophical, and
as appealing to a likeminded reader or to one who appreciates these qualities in a writer. This
affinity-bonding dynamic is depicted in Figure 3.4 where the three radiating concentric
circles within the textual plane represent voice, its projection of the writer’s identities and of
the reciprocal identities of the projected reader. Furthermore, the star-shaped object spanning
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the two identities circles represents the specific types of interpersonal meanings and
realisations that form the ‘glue’ that bonds the writer and projected reader.

Figure 3.4 Textual plane: The writer’s voice, her textual identities and those of the projected
reader
‘Glue’

Voice

Projected
reader’s
identities

Writer’s
identities

Social identities
Individual identities

3.3.4 A semantic and lexicogrammatical model
The literature review revealed that other than in Functional models, existing approaches to
voice as evaluation rarely focus on meaning beyond the clause, and are frequently
undertheorised linguistically or, in the case of the Composition/Rhetoric tradition,
untheorised, at least, in a principled way. One of the advantages of modelling voice as
Appraisal (and self- and reader-references) and Involvement resources – as they intersect
with genre – is that these systems have evolved within the SFL stratified theorisation of
language as realising tenor (i.e. context) at three different levels of abstraction. According to
Halliday, language can be viewed from three perspectives that correspond to these three
levels of realisation (1996/2002). Hence both Appraisal and Involvement can be viewed
‘from above’, revealing patternings of meanings at the whole text level that can be compared
with patterns across other texts and registers; and ‘from roundabout’, revealing the lexical
and grammatical patternings at the sentence level that realise interpersonal meanings
throughout the text. I do not deal with the ‘from below’ view, which relates to the realisation
of language by writing and sounds (graphology and phonology), since this would add to the
complexity of an already-complex model and analysis.
According to Martin and White (2005: 9-10), three reasons for treating Appraisal and
Involvement as discourse semantic systems are:
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i.

the prosodic, cumulative nature of their meanings in texts;

ii.

the fact that their meanings can be realised across a diverse range of grammatical
categories (as shown in Table 3.1 below for Appraisal); and

iii.

their incongruent realisations as grammatical metaphor.

Table 3.1 Realisations of evaluative meaning across grammatical categories
Grammatical category
Epithet (adjective)
Process (verb)
Modal adjunct (adverb

What is described
A quality of the thing evaluated
A quality of the responder
The writer’s comment/ reaction

Example
The results were not expected.
He did not expect the results.
Unexpectedly, the results were positive.

Where voice analysis is concerned, diverse and ‘reworked’ evaluative and Involvement
realisations are important because they produce different rhetorical effects, rendering the
writer’s voice more or less objective, core (neutral) or non-core (‘expressive’ in Carter’s
terms), assertive or deferential for instance. These qualities in turn characterise her
performance of a particular persona as more or less credible, and/or project the writer as a
more or less confident individual, so contributing to the credibility or lack of credibility
associated with her persona. For instance, in the case of the stylistic argument, Involvement,
meanings of technicality or abstraction, which are mostly realised as experiential GM,
reverberate prosodically as they accrue throughout the text, perfusing the writer’s voice and
projecting her persona as a competent stylistician. Alternatively, as illustrated above, ethical
evaluative and Involvement meanings realised as figurative expressions project the writer as
having a discerning, analytical disposition and as able to interpret the narrative as a symbolic
construct – and so appeal to or assume a likeminded reader – rather than as an accusatory
reader who expresses her Judgement in concrete terms (e.g. ‘racistic’) that signal her personal
involvement with the narrative’s meanings.
Thus the proposed model offers two views of the construction of voice, as indexed by
Appraisal and self- and reader-reference features and Involvement resources as they interact
with genre. The discourse semantic (from above) view highlights configurations of particular
meanings – e.g. preferences for types and sub-types of explicit or implicit Attitude,
intensifying or downtoning graders, abstraction and/or technicality, and explicitly or
implicitly subjective self- and reader-reference. The lexicogrammatical (from roundabout)
view foregrounds patterns in preferences for specific core and non-core realisations of
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interpersonal and sometimes ideational meanings and their influence on the qualities of the
writer’s voice.

3.3.5 A model that captures variations in voice
The dual focus on patterns of meanings and lexicogrammatical choices makes it possible to
develop an ‘architecture’ of voice involving a nested hierarchy of levels and varieties of voice
created through interpersonal resources, and their interactions with co-textual features as the
writer performs certain discoursal, genre-based and argument functions. The hierarchy of
voice displayed in Figure 3.5 below extends the Appraisal analyses of voices in academic
texts by Coffin (e.g. 2000, 2002), Hood (2004, 2010) and Macken-Horarik (1996, 2003a,
2006), and incorporates Macken-Horarik’s hierarchy of readings of narrative texts. The figure
brings together the elements of the new model of voice discussed so far in this chapter.
Context, voice and writer and reader identities are again represented as a series of radiating
circles, which, as mentioned above, depict the relationship of realisation between context and
voice and symbolise the relationship of projection that operates between voice and writer and
reader identities. Circles composed of dashed lines indicate levels of differentiation within
the constructs of context, voice and writer identity. A star (labelled ‘glue’) overlapping the
writer’s and reader’s textual identities depicts the primary attributes of the writer’s voice that
bond the internal discourse participants. Finally, the diamond at the far left of the diagram
depicts the calibre of the writer’s reading of the narrative, and the double-headed arrow
connecting the diamond and the writer’s textual identities represents the reciprocal and
mutually constitutive relationship between the calibre of the writer’s reading of the narrative
on the one hand, and the construction of her voice and portrayal of her identities on the other.

3.3.5.1 Overarching voice
At the least differentiated level of the hierarchy, the writer’s overarching voice corresponds to
the presence of linguistic – and specifically, interpersonal and genre-based – features within
the text as a whole, and to the sum of all the voice types and roles in her text. Voice projects
the writer’s identities, ‘embodying’ her/him within the text (Reeve 2011). Thus, in terms of
‘The Letter’, the narrative analysed by the ESML students, the overarching voice projects its
author, Sally Morgan. In the case of the stylistic analysis argument that is most central to this
thesis, Aliénor is embodied by her voice.
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Figure 3.5 The proposed model of voice
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3.3.5.2 Voice types
At the next level of differentiation, the discourse semantic view captures different voice types
associated with variations in constellations of interpersonal meanings. Like Coffin’s voices of
history (2000) described in Chapter 2, these voices or patternings index the writer’s
fulfilment of discipline- and genre-related task functions, which I call ‘macro-level’ discourse
functions. For instance, as discussed in Chapter 5, in the case of ‘The Letter’, the two
narrators, Bessie and Nellie, each enact counterposing but complementary voice types that
together realise the most salient social purpose of the narrative genre, its moral teaching
function. On the other hand, preliminary examination of the stylistic analysis reveals that
patternings of particular Attitude types form affective, ethical and aesthetic voice types
corresponding to the affective, ethical and aesthetic dimensions of the narrative that need to
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be reconstrued in the writer’s argument. These variations in Attitude may also be enmeshed
with preferences for specific types of Engagement strategies – e.g. statements about the
characters’ affective states may be predominantly voiced as facts (monoglossic) rather than as
arguable opinions (heteroglossic) or vice versa. Variations may equally involve patterns of
Involvement resources – e.g. a preference for abstraction in ethical voice, objectifying the
writer’s judgements, or a preference for technicality in the aesthetic voice. Discussion of the
voice analysis in Chapter 6 highlights the role of syndromes of resources indexing particular
voice types in foregrounding particular writer identities and identifications and likewise in
constructing specific kinds of bonds of affinity with and reciprocal identities for the projected
reader.

3.3.5.3 Voice roles
At the third level of the hierarchy, voice roles are variations within voice types construed by
more subtle shifts in clusterings of interpersonal features. Voice roles represent a more
delicate sub-category of voice than those identified in most existing Appraisal studies – e.g.
Coffin’s historical voices (2000, 2002) or journalistic voices (White 1998, Martin & White
2005). Differences between voice roles may be the result of preferences for certain Attitude
types and sub-types, for implicit or explicit and intensified or downtoned evaluations, specific
types of Involvement resources and the use or eschewal of self- and reader-references. These
patterns correspond to what I call ‘meso-level’ discipline- and genre-related task functions
that contribute to the construction of the ‘macro-level’ voice types mentioned above. In the
narrative, for instance, voice roles that elicit empathy (that I will call ‘emotive’) or raise
ethical awareness (hereafter called ‘adjudicating’) can be equated with the distinctive and
intricate patternings of Appraisal resources identified by Macken-Horarik as fulfilling the
discoursal functions of inviting the ideal reader to a position of empathy or of ethical
discernment (2003a). Macken-Horarik’s analysis revealed that these patterns intersect with
particular viewpoints and phases of the narrative, although the highly implicit nature of
judgements in narrative means that the presence of emotive and adjudicating voice roles may
well be simultaneous.
In the case of the ESML stylistic analysis, preliminary investigation of data revealed five
voice roles consistent with the tasks of:
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i.

retelling the ‘lower order’ or explicit (often literal) meanings of the narrative
(Reteller role);

ii.

interpreting its ‘higher order’ or implicit (often symbolic) meanings (Interpreter
role);

iii.

commenting on the social significance of these meanings (Social Commentator role)
a task that invites evaluations of Judgement ;

iv.

analysing and, often implicitly, evaluating the semiosis of the narrative (Analyst
role), a task that is pivotal to the stylistic focus of the argument and that invites
evaluations of Appreciation; and

v.

expressing the writer’s affective/aesthetic reactions to the narrative’s meanings and
composition (Responder role), a task that invites evaluations of Appreciation and/or
Affect.

The voice role patterns in the stylistic analysis also tend to shadow the staging of the
argument genre, for example the Reteller tends to be concentrated in the Evaluation stage of
the stylistic analysis, whereas the Analyst role is likely to be more prominent in all other
stages of the argument. Distinctive voice qualities are associated with each role depending on
their characteristic combinations of interpersonal features – more or less detached, more or
less assertive, ‘louder’ or ‘softer’ – and different positioning strategies. For example the
Reteller role (grey highlight) tends to be closer to the voice of the narrative’s author or those
of particular characters (i.e. voice types). In the higher-graded ESML analyses, the neutral
tone of the Reteller voice role is construed by a low frequency of evaluations, most instances
of ungraded, explicit Affect, ‘factual’ propositions (Monogloss), and a lack of Involvement
features (the evaluations are realised by congruent and concrete forms), e.g.:
Aliénor … Nellie wants her daughter to know she loved her.

Of the two evaluations of Affect (bold), the second ‘loved’ is graded or intensified (italics)
through lexical infusion (love = like/care about very much), rather than by a grammatical or
lexical modifier (e.g. Susanne’s ‘the deep love of a mother’), thus preserving the affectively
attuned but detached quality of the writer’s voice.
In contrast, the Interpreter (green highlight) role is closer to the voices of the student writer
and more overtly evaluative and thus subjective. Propositions in Interpreter role in higher-
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and lower-graded arguments tend to be characterised by higher frequencies of explicit, often
graded, evaluations, e.g.:
Ayami This [Nellie’s lifelong attempts to reach her daughter] also shows strong
Aboriginality of her as well as her enormous love for Elaine.

Ayami’s evaluations of Nellie’s character are intensified by four graders, three grammatical
and one lexical (the infused explicit evaluation of Affection, ‘love). By comparison to
utterances in the Reteller role, interpretations are more likely to be voiced as arguable
(heteroglossic). For instance, Ayami’s contractive strategy (‘This shows’) refers
anaphorically to evidence in the narrative that endorses her interpretation creating a more
assertive voice, whereas Naomi expresses the subjective nature of her interpretation through
modality (expansive Heterogloss) e.g.:
Naomi

Both of them may be aboriginals.

In this example, the implicitly subjective modal ‘may’ distances the writer from her
interpretation and acknowledges the possibility that other readers of the narrative may reach a
different conclusion. Nevertheless, since the characters’ Aboriginality is a more accessible
(lower order) meaning in the narrative, Naomi’s use of modality is inappropriate, giving her
voice a tentative, ‘shaky’ quality, and indicating her novice status as a reader of literature and
stylistic analyst.
Certain voice roles in the stylistic analysis are more characteristic of particular voice types,
for example the Reteller and, to a lesser extent, Interpreter roles tend to be associated with the
affective voice type. Furthermore, each voice role represents a distinctive semantic unit or
phase, but is not tied to grammatical boundaries, so that shifts in interpersonal styles may
occur between as well as within clauses (following Hood 2010). For example:
Aliénor Nellie does not let her emotions show through. To me this is a kind of courage, of
self-control (not an absence of love … as it took Nellie all her life to find her
daughter).

These propositions are located within a paragraph in which Aliénor evaluates Nellie’s
restrained emotive voice role. However, the first proposition implicitly and seamlessly
evaluates Nellie’s narration in terms of its restrained style and the meaning construed by her
restraint – that is, her stoicism. Hence, Aliénor moves between the Stylistic Analyst
(turquoise highlight) and Interpreter (green highlight) roles, and additionally the Reteller
(grey highlight) role in the second proposition which reconstrues the information in the
narrative on which her interpretation is based. The shift between the latter two roles is
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emphasised by a shift in evaluative modes from explicit Judgement (‘courage’ ‘self-control’)
to implicit Judgement of the protagonist’s perseverance (‘it took Nellie all her life’). In
addition, the writer’s proficiency and sophistication is constructed by the presence of
Involvement in Interpreter role (abstraction and grammatical metaphor), as opposed to the
congruent forms of Reteller style that are closer to the voices in the narrative. Furthermore,
the circumstance (prepositional phrase) ‘To me’ in Theme position construes Aliénor’s angle
on the second proposition, casting her interpretation as subjective and therefore negotiable,
but at the same time making it more difficult for a reader to challenge. Hence Aliénor’s
authoritative voice contrasts with Naomi’s shakier one described above.
Finally, where the stylistic analysis argument is concerned, the quality of a writer’s
performance of requisite voice roles and types construes and constructs the calibre of her
reading of the narrative. For instance, in the previously cited examples from Aliénor’s
writing, her sophisticated and detached uptake of the Interpreter role is characterised by
ungraded evaluations realised as abstract terms and nominalised GM. This patterning indexes
a symbolic reading, whereby the reader primarily views the narrative as a symbolic, semiotic
construct rather than a ‘window on life’. In contrast, Susanne’s more affectively engaged
retelling (‘the deep love of a mother’) suggests a mimetic reading, in which the narrative is
treated as mirroring life.

3.3.5.4 Stance
At the fourth and most delicate level of the hierarchy of voice, I place stance, which conveys
the writer’s attitude towards her subject matter and interlocutor. I view stance as playing a
defining role in projecting the writer’s identities and in turn, projecting those of the ideal
reader. Although the term is often used interchangeably with ‘voice’, ‘attitude’ and ‘point of
view’, I use ‘stance’ to refer to the repeated, distinctive qualities of a voices, voice type
and/or role and to the sum of the evaluative and Involvement patternings and realisations at
each level. The depiction of stance in the outermost sub-level of voice in Figure 3.5
symbolises its summative qualities. Thus a protagonist’s or writer’s stance is construed by the
combined qualities of her/his attitude choices, and their implicit or explicit, graded or
ungraded, congruent, figurative or abstract realisations. In ‘The Letter’, for instance, the two
narrators’ characteristic and contrasting interpersonal choices in the emotive voice role define
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Nellie’s stance as one of emotional depth, restraint and strength, and Bessie’s as that of a
more emotional, outspoken and anxious person.
Similarly, in the stylistic analysis, Aliénor’s mainly explicit, often ungraded and nominalised
or figurative realisations of Affect define her affective voice type as that of an analytical but
empathic observer, e.g.:
Nellie does not let her emotions show through.

Moreover, these realisations portray her as an emotionally intelligent individual enacting the
literary/stylistic analyst role and as identified with and projecting an academic reader who is
her equal and with whom she creates bonds, not only by performing appropriate, formal
discoursal conventions, but through their shared humanity or ideological positioning. In
contrast, the affective voice of less proficient students may be characterised by fewer explicit
evaluations, and intensified or congruent realisations (e.g Elaine: She cared about the
daughter’s feeling very much), construing the stance of an affectually-engaged, ‘vicarious
participant’ in the world of the narrative. This more personalised stance creates an impression
of the writer’s individual and social identities as those of an emotional novice stylistic analyst
– and projects an ambiguous identity for the ideal reader who is at times one of her peers, at
others, an expert stylistician whom the writer addresses cautiously and deferentially (e.g.
Helen’s ‘This may show …’).

3.3.5.5 Summary: The architecture of voice
In summary, the triangle in Figure 3.6 provides a different way of representing the four levels
of voice incorporated in the proposed model as they relate to narrative and stylistic analysis
texts. At the base of the triangle and the cline of differentiation, the author or writer is
‘embodied’ in the text by her/his voice, which is the sum of all linguistic and specifically
interpersonal features in the narrative or stylistic analysis and of all more differentiated layers
of voice represented above it in the triangle. At the next level of the triangle and the cline, the
author’s or writer’s voice is made up of different voice types, as represented by the voices of
the narrator/s and or character/s of the narrative, or in the stylistic analysis, the fulfilment of
the ‘macro-tasks’ of deconstructing and evaluating the affective, ethical and aesthetic
dimensions of the narrative. At a finer level of differentiation, voice roles capture more subtle
shifts in interpersonal choices within voice types (and voices). These shifts correspond to the
fulfilment of ‘meso-tasks’ of eliciting empathy or raising ethical awareness in the narrative.
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In the stylistic analysis voice roles correspond to the writer’s retelling, interpretation and/or
evaluations of the affective and/or ethical meanings of the narrative and to her analysis of
and/or responses to the semiosis of these meanings. Lastly, stance at the apex of the triangle
and the most specialised layer of voice entails distinctive and repeated qualities of the
author’s/writer’s realisations of interpersonal meanings that define her identities and those of
the ideal reader s/he projects.
Figure 3.6 Levels of voice on a cline of differentiation

More differentiated
Stance

Voice roles

Voice types

V o i c e
More generalised

3.3.6 Towards an emergent and agentive model of voice
The scope of the present study means that the final two features of the proposed model of
voice are not directly addressed in this thesis. They are nevertheless outlined here because of
their integral relationship with other aspects of the model. The first of these features, the
emergent and agentive nature of voice, is closely connected with the need to account for the
social and individual dimensions of voice. An emergent theory of voice can be defined as one
that treats language as ‘… largely a collection of formulaic or routine constructions which
speakers will borrow or adapt from their previous experiences of communication in similar
circumstances on similar topics and with similar participants’ (Hewings & Hewings 2005:
51)
The literature review revealed the basis for such a theory in suggestions by Halliday, Hunston
and Goffman, from perspectives that foreground the social, ‘routine’ aspects of voice, and
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particularly in the work of Johnstone (based on Hopper’s theory) and Prior, from perspectives
that foreground the individual, ‘creative’ and agentive construction of voice.
However, adopting an emergent perspective on voice means qualifying Halliday’s claim
regarding the mutual predictiveness of the context-language relationship, and treating with
caution the idea that an individual’s voice may index a personality type (e.g. Martin 2010). In
addition, an emergent theory of voice implies the writer’s agency to draw consciously and
unconsciously on existing ‘patterned’ resources in her unique linguistic repertoire to make
sense of, and make meanings in specific situations. However, it is important to acknowledge
that it may be less possible for novice L2 undergraduate writers to be conscious of their
linguistic choices than L1 writers. Thus, although the present study was not designed to
investigate this aspect of voice, I note that in the final ESML feedback interviews, students
were able to comment on some choices in their creative writing pieces – particularly lexis
that they had researched in dictionaries – but not all.

3.3.7 Towards a model that accounts for the acquisition of voice
As with the emergent and agentive aspect of voice, accounting for the psychosocial processes
by which voice is acquired surpasses the scope of this study. However, some work needs to
be done towards such an account in view of my attempt to incorporate the individual
dimension of voice within the model and to describe differences in the ESML students’
individual uptake of voices available to them. In this respect, the model draws primarily on
extensions of SCT outlined in the literature review to explain how the internalisation of social
voices enables individuals, and particularly L2 learners, to construct their own, unique voices.
In particular, I take up Wertsch’s (1991) notions of the socialising force of discoursal and
genre-based voices (based on Bakhtin’s theory of dialogism), and of the culturallydetermined differential privileging of mediational means (based on Vygotsky’s theories); and
Wells’ harnessing of SCT with the SFL definition of genre as a social activity type that
encodes culturally organised ways of achieving specific goals through language or other
mediational means (1999). Such an approach helps to explain the influence of genres and
discourses in the appropriation of abstract social voices (i.e. language and culture), and in the
development of the learner’s thinking processes, voice and sense of ‘self’.
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In addition, the model draws on Bakhtinian concepts of the assimilation of concrete voices
and their role in the ‘self’-making process. In ‘Discourse in the novel’, Bakhtin distinguished
between two pedagogical approaches to appropriating and transmitting the voices of others:
‘reciting by heart’, i.e. reproducing an exact copy of another’s words, and ‘retelling a text in
one’s own words’, which he exemplifies by reference to the stylistic analysis exercise, such
as that which forms the key data of the present study. This involves
… a double-voiced narration of another’s words, for indeed “one’s own words” must not
completely dilute the quality that makes another’s words unique; a retelling in one’s own words
should have a mixed character, able when necessary to reproduce the style and expression of the
text.

(Bakhtin 1934-5/1981: 341).
Bakhtin’s retelling idea is akin to Prior’s understanding of how an individual ‘re-envoices’
the words of others, using them to make sense of and meanings in specific social situations
and so making them their own.
Thus the model of voice I develop draws from extensions of the SCT theory of internalisation
(by Prior, and Lantolf and others writing from an SLA perspective) a conceptualisation of the
individual’s voice as one in which social voices are transformed (Lantolf 2000b: 17) or
translated (Holquist 1990: 81) rather than imitated. As a result of this process, a new and
unique voice is created. In the case of L2 learners, the appropriation of target language voices
and a new culture also entails ‘translating’ oneself (Hoffman 1989: 211). SCT approaches to
SLA are encapsulated in Eva Hoffman’s eloquent description of the process by which she
appropriates, assimilates and ventriloquates the voices of her second language and culture,
and ‘remakes’ her self:
Since I lack a voice of my own, the voices of others invade me as if I were a silent ventriloquist.
They ricochet within me, carrying on conversations, lending me their modulations, intonations,
rhythms. I do not yet possess them; they possess me. But some of them satisfy a need; some of
them stick to my ribs. I could take on that stylish, ironic elongation which is X’s mark of
perpetual amusement; it fits something in my temperament, I could learn to speak a part of myself
through it. And the curtailed, deliberate dryness that Y uses as an antidote to sentiment opens a
door into a certain New England sensibility whose richness I would never otherwise understand.
Eventually, the voices enter me; by assuming them, I gradually make them mine. I am being
remade, fragment by fragment, like a patchwork quilt; there are more colours in the world than I
ever knew.

(Hoffman 1989: 220)
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Hoffman describes the L2 internalisation process as an ‘invasion’ of concrete voices from
which the individual consciously (and unconsciously) selects tonalities that resonate with
aspects of her individual identities, highlighting the relationship between voice and the ‘self’.
Incorporation of these SCT understandings within the new model of voice provides a lens for
viewing the unique ways in which the ESML students take up the L2 voices made available
to them by the ESML curriculum and their time in Australia more broadly, and more
specifically by the abstract voices of the argument genre and the concrete voices in the
narrative. Hence, the discussion of the analysis of voices in the ESML arguments in Chapter
6 highlights the students’ uptake of the social voices of the stylistic analysis genre as it was
modelled in the ESML curriculum as well as their ‘re-envoicement’ of the voices in the
narrative extract, as analysed and reported in Chapter 5. Furthermore, SCT/SLA perspectives
also help to explain the L1 social voices the participants bring with them to their performance
of the stylistic analysis argument genres.
Finally, the developmental component of the study that seeks to identify the characteristics of
an effective voice in stylistic analysis also makes it necessary to address the question of
individual variations in the appropriation of voices. Studies in the SFL tradition have
generally drawn on Bernstein’s theorisation of the relationship between students’ socioeconomic positioning and coding orientations to explain their differential uptake of voices
(e.g. Cloran 2000, Hasan 1993, Macken-Horarik 1996, Williams 2001), while more recent
Appraisal-based approaches to individuation have suggested theorising individual differences
in voice according to personality type (Martin 2010).
However, although the above studies are mainly relevant to L1 and literacy development in
primary and secondary school contexts, individual differences (IDs) in the rate and ultimate
level of L2 achievement are more marked (Ellis 2004/2006). Hence SLA research indicates
that explanations for differential outcomes are not necessarily parallel in first and second
language acquisition contexts, and that cognitive and affective variables may need to be given
additional weight when looking as IDs and second language learning. For instance, although
more recent approaches to aptitude have increasingly drawn on cognitive linguistics and
psycholinguistics (Dörnyei 2008: 63), Ellis (1994) and Larsen-Freeman & Long (1991) cite
studies that indicate a correlation between higher socio-economic status and aptitude (e.g.
Carroll 1981, Gardner 1985, Skehan 1985), and positive impacts on L2 learning. Likewise,
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they overview research that points to the indirect influence of social class on sociopsychological variables that may affect attainment in language learning, like attitudes of
parents, teachers and peers, and learning situation; and on the amount of exposure individual
learners have to the target language (Schumann 1978). However, Ellis in his anthology
(1994) also cites some exceptions to these findings.
In general, SLA research on IDs has tended to focus less on contextual factors and more on
age and a range of psychological factors – personality (e.g. temperament, self-esteem,
extroversion, anxiety, creativity), aptitude, intelligence, motivation, and cognitive and
learning styles. Some studies have been more conclusive e.g. those on age, aptitude,
motivation and anxiety, others less so (Ellis 2004/2006). A more recent anthology of research
on psychological factors in SLA claims that IDs have been found to be consistent predictors
of students’ learning outcomes (Dörnyei 2008). However, as yet no comprehensive theory of
IDs exists, and there is still a need to identify which differences are most relevant to learning
outcomes, their relative contributions and interactions (cf. Ellis 2004/2006).
Thus, considering the SLA research context, the proposed model of voice attempts to factor
in an understanding of the range of social and psychological variables that affect differences
in the appropriation of voices by individual ESML students in their stylistic analysis
arguments.

3.3.8 Summary: The proposed model of voice
The model of voice articulated in this chapter attempts to address the gaps found in existing
theoretical approaches to voice in the academic discourse context, as identified in Chapters 1
and 2. It draws on specific approaches to voice highlighted in the literature review,
particularly those in the SFL Appraisal tradition, and was additionally informed by the initial
and later data analysis processes. In this section, I highlight the innovations encompassed by
the new model that bring it closer to meeting the first five criteria for an adequate and
appropriate theorisation of voice established earlier. In addition, I outline understandings
derived from the literature review that contribute towards an account of the emergent,
agentive nature of voice and its acquisition.
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First, the new model provides an elaborated account of the social context and its relationship
to voice by interanimating the general SFL theoretical framework with more detailed and
localised notions of the discourse community drawn from more ethnographic and practicebased research traditions. Hence I distinguish two levels of the disciplinary discourse
community: a global level made up of stylisticians worldwide and their discoursal
conventions as manifested in specialist publications and conference presentations; and a local
level, made up of teachers of stylistics and their students – as represented by the ESML
cohort, curriculum and instructor in this study – and their interpretation of global disciplinary
practices, specifically the way to write a stylistic analysis argument. Furthermore, I expand
the notion of the context of culture in two ways to cater to the discipline specific
requirements of the proposed model of voice. Thus the refined version of the cultural context
firstly, encompasses the wider context of Australian society evoked by the narrative the
ESML students analysed; and secondly, it includes the L1 cultural context and its diverse
discourse practices and voices that the L2 writers bring – in their minds – to the context of
situation, an understanding drawn from SCT and practice-based approaches to writer identity.
Likewise, while Halliday’s distinction between the 1st (material) and 2nd (linguistic) orders of
the context of situation is particularly apt for the domain of pedagogical stylistics, I extend
the situational context to look at the mutual relationship between the quality of the students’
interpretations of the narrative extract, their voices and the projection of their textual
identities.
Again, setting the model of voice within SFL theory means that the co-constitutive
relationship between context and voice is articulated in a stratified, systematic and
linguistically-principled way, in contrast with most existing approaches to voice outside the
Functional traditions. However, while I treat the relationship between the sociocultural
context and the social dimension of voice as mutually predictive, I qualify this aspect of the
theory in relation to the individual dimension of voice in view of the emergent nature of
voice, particularly in an L2 context.
Second, the new model develops existing definitions of voice in the academic literacy
context. From a theoretical perspective, like Ivanič’s model, it draws on Goffman’s
dramaturgical notion of voice to define the relationship between the autobiographical writer
(Performer), her voice and her textual identities (Characters). Hence, voice is treated above
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all as an amalgamation of discursive means that enact and project the writer’s textual
identities and so create an impression of the writer in the reader’s mind. Furthermore, from a
linguistic perspective, the new model departs from existing Appraisal-based approaches to
voice by the inclusion of two additional sets of interpersonal resources, namely self-and
reader-reference and Involvement features, as they intersect with evaluative resources and
genre.
Third, and crucially, the proposed model brings Halliday’s expressive and conative
distinction together with Tracy’s classification of master identities, to provide an amplified
account of the interrelated subjective and intersubjective functions of voice and the individual
and social dimensions of the writer’s textual identities. Moreover, the new theory is informed
by neo-Rhetorical constructs of the persona and ethos (following Cherry and Maingueneau)
as the writer’s conscious and unconscious shaping of her voice to portray a credible
disciplinary identity and consonant individual identities. Thus, where the writer’s selfportrayal is concerned, the model extends current text-based theorisations of voice by looking
beyond the writer’s social roles and disciplinary identities and identifications, and attempting
to capture a broader range of identities, including her master identities like ethnicity, and
those that enact and/or portray her individual disposition. In particular, the new model’s
inclusion of the individual dimension of the writer’s identities contrasts with the majority of
Appraisal-based and Functional approaches to voice, which tend to conceptualise ‘voice’ as a
social construct that indexes a particular register.
Similarly, where the conative or dialogical function of voice is concerned, the model expands
current Functional and Bakhtinian approaches to voice, by accounting for a wider range of
linguistic and strategic means by which the writer constructs social relations of power and
solidarity to position the ideal reader in relation to her argument, and also projects this
assumed reader’s identities and identifications. Thus the lens of Appraisal enables the new
model to capture the writer’s alignment of the ideal reader more assertively or persuasively
through a focus on Engagement strategies, and more covertly through a focus on the building
of communality on the basis of shared Attitudes. In addition, the incorporation of
Involvement resources within the new model provides a lens for viewing covert alignment of
the ideal reader through the creation of bonds of affinity between the writer and assumed
reader on the basis of their complementary social identities and identifications, and their
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common personal traits or sensibilities. This represents an important advance on existing
Appraisal-based approaches to voice in academic writing.
The fourth criterion fulfilled by the new model is its dual focus on semantics and
lexicogrammar, making it possible to capture the implicit and strategic construal of
interpersonal meaning as well as explicit expressions, rendering the analytical framework
particularly apt for describing voice in ostensibly objective academic writing. A semantic
view of patternings of types of interpersonal meanings, combined with a clause-level view of
their characteristic lexicogrammatical realisations enables the model to provide a delicate
description of the qualities of the writer’s voice, the projection of her textual identities and
those of the ideal reader, and the latter’s positioning.
Fifth, as in existing Appraisal-based approaches to voice, the new model’s discourse semantic
perspective makes it possible to trace fine-grained variations in voice within texts. However,
the model’s originality lies in its elaboration of an architecture of voice consisting of a
systematised, nested hierarchy of levels of voice from more generalised to more
differentiated (voice, voice types, voice roles and stance) corresponding to the writer’s
fulfilment of discipline-specific and genre-related macro- and meso-discourse functions
within her writing. This principled approach makes it possible to distinguish shifts in
patternings of interpersonal resources as they interact with the fulfilment of discipline- and to
a lesser extent, genre-related functions.
Sixth, the model of voice developed in this study recognises the need for an emergent and
agentive account of voice, and proposes neo-Rhetorical, Pragmatic and Sociocultural theories
as the starting points for such an account. Although my study does not attempt to address this
criterion, I note that any application of an emergent, agentive theory of voice needs to allow
for the fact that L2 students are less likely to be conscious of their linguistic choices until
they have reached a more advanced level of proficiency and awareness.
Finally, although it is beyond the scope of this study to satisfy Criterion 7, I look to SCT and
SLA research for an explanation of the process by which the ESML students appropriate,
internalise and externalise abstract and concrete social voices and in so doing, construct their
own unique voice. Furthermore, I draw on SLA research on social and psychological factors
that influence the acquisition of voice in attempting to better understand individual
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differences in the development of the ESML students’ voices. Again, this represents a
difference with SFL approaches to voice, which have tended to foreground Bernstein’s
coding orientations to explain the relationship between social status and literacy.

3.4 Detailing the research design
Having elaborated the theory of voice that forms the theoretical framework of this study, I
now describe its application within the research design. In this section, further details are also
provided about the research approach, its strengths and limitations, the ESML participants,
the data, analysis methods and ethical issues. The pilot study phase of the research process is
described in Chapter 1 (§1.5.2) and Appendix 1 rather than here. However, information about
the data collection and selection in the final study phase is addressed in §3.4.3 and §3.4.4
below (as well as in §1.5.2 and §1.6.1).

3.4.1 Components of the study design
In response to the study’s aims and specific objectives described in §3.2, the research design
comprises the following components:
1. a case study, which is the in-depth voice analysis of Aliénor’s A-grade stylistic
argument;
2. a comparative but less in-depth voice analysis of
a. the extract from ‘The Letter’, i.e. the subject of the ESML stylistic analysis task;
b.

the

other

nine

ESML

participants’

lower-graded

arguments,

adding

a

developmental perspective to the study; and
c. a ‘reference’ corpus of three additional texts written by Aliénor during the ESML
semester (See 3.4.3.6 below). Accounting for a writer’s individual voice traits as
well as their socially- or intertextually-shaped voice qualities requires a comparison
of a text in a particular genre with a corpus of texts in the same genre by that writer
and by other writers; and more generally a comparison of a writer’s text across
genres as well (cf. Scott & Tribble 2006, in Bednarek 2010c, Johnstone 1996).
3. an analysis of the process and outcomes of the application of the model of voice to the
case study analysis in particular. This overview analysis is designed to provide a basis
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for evaluating the strengths and weaknesses of the proposed model and particularly of
the Appraisal framework.

3.4.2 The research approach: Strengths and limitations
The predominantly qualitative research approach adopted in this study suits the exploratory
nature of the study, the small size of the data set, the detailed and complex qualities of the
analysis framework, and indeed, the quest to describe the individual and social dimensions of
a writer’s voice that is the motivation for the thesis. First, the small size of the sample and the
case study focus allows me to incorporate an ethnographic component into the research. Thus
data gathered from classroom observations, creative writing folios and feedback interviews
provided me, as a participant observer/teacher-researcher, with rich, privileged insights into
the personal and linguistic biographies of the ESML student writers. It also gave me a sense
of their dispositions and their experiences and perceptions of Australia, of their university
studies overall and of the ESML classes, curriculum and participants in particular. Direct
access to their stories and views – through their own voices – enriches the context of situation
dimension of my analysis of their stylistic arguments, and enables me to relate aspects of
their unique autobiographical identities to the individual dimension of their voices.
Second, a qualitative, discourse analytic approach makes it possible to observe the texturing
of meanings throughout the text as it unfolds. Given the L2 and literary nature of the data and
thus the importance of the implicit, cumulative and prosodic realisation of interpersonal
meanings, a fully-contextualised, fine-grained analysis of whole texts is especially necessary,
as evidenced by existing in-depth Appraisal-based analyses in the literary response domain.
A logogenetic approach to voice analysis allows me as the analyst to identify how patterns of
types of evaluative and bonding resources and their specific realisations create more and less
subtle shifts in voice styles across the text as the writer fulfils genre- and discourse-related
functions or roles. Combining a case study approach and in-depth discourse analysis makes it
possible to capture unique features that are unlikely to be identified in large-scale,
quantitative research approaches. It also allows me to keep ‘audit trails’ (Lincoln & Guba
1985: 319) or detailed records of the analytical process available for cross-checking by other
researchers, so increasing the study’s ‘dependability’, i.e. the qualitative research concept that
corresponds to the ‘reliability’ criterion in quantitative research (p. 290). The additional
quantification of the discourse analysis results provides an objective rather than an
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impressionistic basis for characterising voice qualities. From a pedagogical perspective, the
results of such an analytical approach can provide detailed resources for teachers and students
about the relative effectiveness of specific aspects of text and voice construction.
Conversely, the key disadvantages of case study research concern the risk of subjective bias
in the choice of cases, and the lack of generalisability of the findings. I address the first of
these concerns by noting that the choice of Aliénor as the case study participant was
determined by the quality of her written academic argument, which received a higher score
than those of peers, but also made me curious to identify what made her voice so powerful.
Although the results of such qualitative analyses are not generalisable, they can be made
more dependable through comparison with the findings of existing qualitative studies of
similar texts and contexts (e.g. Appraisal analyses of narratives and literary text responses by
Macken-Horarik (1996, 2003a, 2006) and Rothery and Stenglin (2000), and of written
academic arguments by a number of researchers), a strategy that I incorporate within my
methodological approach.
On the other hand, large-scale corpus-based quantitative studies tend to focus on a small
number of explicit lexicogrammatical features – typically personal pronouns in voice studies
– and provide an overview of the relative frequency of these features within a large number
of texts, in a single discourse context (e.g. a particular discipline) or across contexts.
Research of this kind has long been the norm in studies of voice in academic discourse in the
Pragmatic tradition (e.g. Conrad & Biber 2000, Fløttum et al. 2006, Hyland 1998). More
recently it has been adopted in voice studies that look at explicit Appraisal features in various
discourse types, including academic texts (Bednarek 2008) and fictionalised television drama
(Bednarek 2010a). While corpus-based studies produce generalisable information about
interpersonal styles across discourse contexts and thus have a pedagogical relevance, they
need to be supplemented by more detailed analyses, as has been demonstrated by more recent
Pragmatic studies which have adopted a partially qualitative approach to verbs that collocate
with personal pronouns (e.g. Fløttum et al. 2006, Hyland 2002c,d, Lorès-Sanz 2011) and
variations in stance across moves (e.g. Pho 2008). As Hood notes, ‘[M]eanings are derived
from the distribution, positioning and co-articulation of resources, not simply their presence
or absence or co-occurrences in the immediate co-text’ (2004: 61).
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Hence each type of research complements the other, and each has its place. Stanovich and
Stanovich (2003) sum up the relative merits of both approaches by arguing that qualitative
research is most suited to the early exploratory stages of investigation of a research topic, as
in the case of this study, whereas quantitative studies relate to the context of justification or
causal explanation. They argue that case studies and descriptive research can provide rich
insights, suggest innovative teaching practices for use in interventions, and generate
hypotheses for future experimental research. However, ‘because they … lack the comparative
information necessary to rule out alternative explanations’ (Stanovich & Stanovich 2003: 22)
these qualitative research methods cannot be used to test theory.

3.4.3 The participants
I examine here the most salient personal details about the ten ESML participants, focusing on
factors affecting the relative level of development of their voices at the beginning of the
ESML semester and differences in their ability to take up the L2 voices to which they had
access during the semester. I relate this discussion to insights from the students’ personal
details, feedback interviews and creative writing.
The participant profiles displayed in Appendix 2 (Vol. 2, p. 7) were largely derived from the
initial research project Questionnaire (Appendix 3). The appendiced profiles include details
regarding the participants’ gender, age, country of origin and knowledge of other languages;
the course they were studying in Australia and their status as exchange or degree students,
their reading and writing proficiency scores at the start of the ESML semester, the length of
time they had spent in Australian and other English-speaking countries, and their English
language learning background. Nine participants were female and one male (Armin). All
were international residents. Five students – Aqua, Ayami, Helen, May and Naomi – were
from Asian countries while the other five – Aliénor, Armin, Johanna, Sara and Susanne –
were from Europe. Three students spoke a second language/dialect other than English. The
European students from Germany, Sweden and France tended to be older than their peers
from China, Hong Kong, Indonesia and Japan. Most students were beyond their first year of
university studies and enrolled in Arts courses – all but one Asian student for the full degree
course, and the European students for one or two semester exchange programs.
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3.4.3.1 Proficiency levels
More directly voice-related is information about the students’ English reading and writing
proficiency scores, as documented in university records (or in three cases, not documented),
and as measured on 3 different instruments: the university’s post-entry Diagnostic English
Language Assessment test (DELA); the EAP centre’s post-entry placement test for late
arrivals; and IELTS in Naomi’s case. Scores have been standardised as a percentage (as
shown in Appendix 2) as all tests involved analytic scoring and rated similar criteria.
Nevertheless, in a number of instances, the test results did not accurately reflect the ESML
students’ proficiency levels. For instance, the writing ability of Aliénor and Johanna was in
reality considerably higher than their results suggested, whereas that of Helen proved to be
lower.
At the beginning of the semester, based on their entrance scores and my assessment of their
first creative writing pieces, I placed the ESML participants into three groups in order of their
estimated level of proficiency. These groupings and orderings were revised over the course of
the semester, in light of the students’ written texts (Table 3.2). The most notable changes over
this time concerned Aliénor whose written and oral stylistic analyses in particular stood out
amongst those of her peers; Naomi who moved from the lowest to highest rank among the
High Intermediate group, and May who advanced from a Intermediate to a High Intermediate
grouping on the basis of developments in their academic and narrative writing. On the other
hand, Aqua’s facility with narrative writing and her considerable exposure to Englishspeaking environments meant that she was initially included in the High Intermediate group.
However, her final Intermediate grouping reflected her difficulty grasping the stylistic
analysis genre.
Table 3.2 Groupings and order of ESML students by proficiency level
Proficiency level

Initial groupings & order

Advanced

Susanne
Armin
Sara
Aliénor
Johanna
Aqua
Naomi

High
intermediate
Intermediate

Ayami
May
Helen

Mid-semester groupings &
order
Aliénor
Armin
Sara
Susanne
Johanna
Ayami
Naomi
May
Aqua
Helen
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Final groupings & order
Aliénor
Armin
Sara
Susanne
Naomi
Ayami
May
Johanna
Helen
Aqua
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In most cases there would seem to be a correlation between these proficiency groupings, the
students’ first language background and their levels of exposure to English ‘voices’ in
language learning settings in school, Foundation (pre-tertiary) or university contexts in which
English was the medium of instruction, and/or in English-speaking countries, including
Australia (see the last three columns on the right side of the table in Appendix 2). For
instance, the German and French students who had had most access to language instruction,
and from primary school onwards, tended to be in the Advanced grouping. Most students in
High Intermediate and Intermediate groupings had received less English language instruction,
had begun learning English at high school and came from non-alphabetic language
backgrounds. However, some students did not fit these patterns, for example, Aqua from
Indonesia had lived in an English-speaking country longer than any other participant, and
Helen from Hong Kong had begun learning English in primary school; and both had
completed English-medium secondary school studies, and a pre-tertiary Foundation year in
Australia before entering university.

3.4.3.2 Socio-economic factors
The potential role played by socio-economic factors in the development of the students’
voices was even harder to gauge: six of the students, across the three groupings, came from
higher socio-economic backgrounds, and in the case of four students in the Advanced and
High Intermediate groupings, from families in which at least one parent had tertiary
qualifications. The students’ parents’ socio-economic status undoubtedly affected their access
to a range of literacies and more English language instruction, giving them more possibilities
for selfhood in Ivanič’s terms. However, the interaction of this factor with the students’
countries of origin also made it more difficult to gauge any patterns. A person’s socioeconomic status is relative to the general economic and other living conditions in the specific
country in which s/he lives. For instance although Naomi’s mother was a doctor, the financial
and social standing of a doctor in China means that she would have had access to fewer
possibilities for selfhood than all of her European counterparts, regardless of their social
backgrounds, and even than her Asian peers from more well-off backgrounds.
An indirect way that the participants’ social positioning may have influenced their uptake of
English voices prior to and during the ESML semester relates to parental attitudes and
motivation (cf. Ellis 1994). For instance, Armin’s first narrative piece (Appendix 4) and his
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comments to me about the story made it clear that he was conscious of parental pressure to
perform from a young age. However, apart from his articulated evidence, there are no other
references to this factor in the data.

3.4.3.4 Literacy learning backgrounds
In other ways, differences in the participants’ abilities to take up the L2 voices made
available to them over the ESML semester appear to be more obviously related to cultural
factors, particularly their mother tongue and the kind of L1 and L2 language and literary
education they received in their primary and secondary schooling. Firstly, a documented
disadvantage for the four Japanese and Chinese speakers is the fact that language learning,
particularly the development of reading comprehension, is more challenging for students
from non-alphabetic language backgrounds (e.g. Akamatsu 1999, Koda 1996, in Guo &
Roerig 2011, and Toyoda 2006). Secondly, the literacy backgrounds of Aliénor and the
German students gave them a clear advantage over the Asian students. The German students
in particular had received a comprehensive and ‘high culture’ schooling in German and
English literature. Sara noted in her first feedback interview having spent 4-5 hours per week
in German language and literature classes in primary and secondary school.
Sara We worked our way through all the history of literature. When you’re 14 you don’t
understand, for example, Shakespeare.

Intertextual literary and cultural references in the written and oral stylistic analyses of the
German students demonstrated the impact of this traditional literature education, as did Sara’s
current choice of reading in her leisure time (‘… the classics of English literature – Charles
Dickens, Virginia Woolf, James Joyce’). Moreover, in their final two years of high school,
the German students learned to write interpretative as well as stylistic analyses of literary
texts, although all three students made it clear that they preferred the former activity to the
latter:
Susanne We were forced to do both. (Feedback interview 1)

For Aliénor, in contrast, stylistic analysis was central to the study of literature throughout
high school, to the point where she stated:
Aliénor

I can’t think of any other way of studying a text. (Feedback interview 2)

By comparison, it seems that literary study may have a lower prominence in the Swedish
education system, judging by Johanna’s observation that literature was ‘new’ to her, and by
her acknowledged difficulty with the linguistic component of ESML.
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According to the Asian participants’ reports, literature also plays a lesser role in school
education in China, Indonesia/Singapore and Japan, or was perhaps taught in a way that made
it less engaging for students. Naomi for instance admitted being less interested in literature at
school and university and ‘better at logic [sic] things’. Furthermore, Helen’s English medium
primary and secondary schooling and Aqua’s English medium high school studies in
Singapore and Australia would have meant both had some instruction in English literature as
well, although it was a traditional rather than a stylistic approach. Apart from Naomi all the
Asian participants had studied classical English literature in their one-year Foundation (pretertiary) course or in May’s case, a one semester American literature subject at university in
Japan. Overall, however, these students had had less practice than their European peers in
responding to literature and little practice in linguistic analysis of texts. Although all the
Asian students mentioned that having studied ESML they felt more motivated to read L1 and
L2 literature, the quality of their voices in their stylistic analyses, by comparison to those of
the European participants, highlighted the differences in literature learning backgrounds, in
conjunction with other cultural variables, especially their L1 and lesser exposure to English
voices on the whole.

3.4.3.4 Motivation and other psychological factors
I will touch on a final variable that may have influenced the students’ development of an L2
voice prior to and during their ESML studies, namely, motivation. This factor coalesces with
others, such as parental expectations, and the individual learner’s self-conception and
disposition, including their anxiety level, and with situational variables. For example, Ayami,
Helen, Naomi and Aqua were enrolled in degree courses and were to some extent more
motivated to do well in their studies than the exchange program students. Helen in particular
needed to reach a threshold grade for ESML to transfer from an Architecture to an Arts
degree. For the exchange students on the other hand, the experience of being in Australia
often had a more social focus and gave them the opportunity to live out different aspects of
their identities, like being independent, having intercultural housemates, boyfriends or
girlfriends, and visiting Australia as tourists. Susanne, for one, said that she had invested little
effort into her assessment tasks until she wrote the final stylistic argument and her second
narrative. On the other hand, Aliénor and Armin were both very motivated and had originally
intended to complete or commence degrees in Australia, but eventually returned to their
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home countries after 6 months. In addition the students’ personal dispositions and interests
also affected their motivation levels. Armin, for example, was highly motivated to improve
his argument writing skills and to polish his creative writing pieces as well. However, he was
quite anxious and sensitive, and eventually decided he was too homesick to complete his
degree in Australia. In terms of theorising and teaching voice, Armin’s return to Germany
earlier than planned foregrounds the need to account for the complex and often conflicting
psychological and social factors that constrain and shape the development of an individual’s
voice, and particularly the uptake of L2 voices. Voice is a site of struggle, not just in a
political sense, but in a profound psychological sense that goes to the essence of a person’s
individual identities, or sense of ‘self’ in SCT terms.

3.4.3.5 Summary
The above overview introduced the participants in the study and briefly considered several
factors that may have impinged on the development of their voices up to that point, and on
their ability to take up the social voices to which they had access through the ESML
curriculum and classroom. Prominent IDs appear to be those related to the students first
language, and to their level of English language instruction, proficiency and exposure to
English in Anglophone contexts at the beginning of the ESML semester. Other salient factors
were shown to include the age at which they began learning English, their literary learning
background, and the interaction of these variables with psychological factors (e.g. personal
dispositions, motivation levels, parental attitudes) and less directly, their socio-economic
backgrounds.

3.4.3.6 The case study participant: Aliénor
I complete this section with a portrait of Aliénor, the case study participant, in order to
provide a biographical basis to which to relate observations about the individual dimension of
her voice in the analysis of her stylistic argument writing. Aliénor was a 19-year-old student
from France who had already completed two years of an Arts degree in Paris before arriving
in Australia. Her written proficiency in English was stronger than her spoken skills, and while
she participated less in whole class discussions than some of the German students in
particular, her contributions and interpretations of texts were, sharp, sensitive and succinct –
for instance, she often identified the complication in a narrative that moved the story forward,
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or recognised the irony in a turn of phrase well in advance of her fellow students. She
initiated and led a class discussion on an Aboriginal narrative with the thought-provoking
questions:
Does it matter if the author is Aboriginal or not? Does a non-aboriginal have the right to write
this [a narrative with Aboriginal protagonists]?

She expressed her views with certainty and was prepared to debate them when challenged.
Overall, her performance in class and in her individual assessment tasks characterised her as
intelligent, reserved, studious, and intense – she had an interest in things ritual, ethereal, and
supernatural as suggested by her second narrative piece (Appendix 5, Vol. 2, p. 12), her
second stylistic argument (Appendix 6) and the fact that she was taking an Anthropology unit
on Witchcraft concurrently with ESML, as revealed in her final feedback interview
(Appendix 7).
A defining biographical experience for Aliénor, as recounted in her first narrative writing
text, ‘The bliss of the poor’, were the four years she spent living in India (where her father
was posted as a water engineer) from the age of four (Appendix 8). The fact that English was
the medium of her early schooling partly explains her linguistic proficiency and her
motivation and ongoing efforts to master her expression in English, especially vocabulary, as
related in her feedback interview. Moreover, it would seem that Aliénor’s socio-economic
background enabled her to access an expanded range of identities and literacies by
comparison to some of her ESML peers. However, beyond this, her exposure at a young age
to other languages and cultures, and particularly to the extremes of wealth and poverty in
New Delhi appear to have made a deep and lasting impression on her, and engendered a
philosophical disposition. Similarly, her fascination with words and meanings, and her ‘love’
of literature (Feedback interview 2) were shaped by her appreciation of the stylistic approach
to French literature that she studied for the Baccalauréat, and in turn contribute to the strength
of her voice in her argument and narrative writing.

3.4.4 Data
The primary data in this study consists of the first draft of Aliénor’s first written stylistic
analysis argument (A1) (Appendix 9, Vol. 2, pp. 26-29), and the first drafts of the other nine
ESML participants’ A1 texts (Appendices 10-18). I should point out that the ESML stylistic
analysis tasks were assessed on a range of criteria, including arguments, ideas and evidence,
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overall coherence and fluency, appropriateness, accuracy and variety of vocabulary and
control and range of sentence structures and grammar. Hence, although the final draft of
another participant, Armin, was also awarded an A-grade and could have been chosen for the
case study analysis, as mentioned in Chapter 1, I chose to examine Aliénor’s draft in depth
because of my fascination with and curiosity about the qualities of her voice. The
comparative analysis of the other ESML arguments focused on the A1 drafts of Naomi and
Helen, whose final drafts received B- and C-grades respectively and are generally more
representative of the writing of most international students at Australian universities than that
of Aliénor.
Associated primary data includes the assessment task, and a 630-word extract from ‘The
Letter’, the narrative discussed in the argument and reproduced in Chapter 5. The story,
narrated by Bessie, an elderly Aboriginal woman, recounts her attempts to deliver a letter
written by her now deceased sister Nellie to her daughter, Elaine, who is one of the ‘stolen
generations’, the name given to the fair-skinned Aborigines who were removed from their
families by government decree and, more specifically, to this episode in Australian history.
Within this frame, the letter contains a second narrative, Nellie’s story of her inability to
prevent the removal of her daughter and her lifelong, unsuccessful attempts to reconnect with
her.
The stylistic analysis task required the students to interpret the key meanings of the extract,
and then to support their interpretation by identifying stylistic patterns in the text through
which this message was construed. The first drafts were handed in by Week 7 of the twelveweek semester, returned to the students with my comments and suggestions, and the final
drafts of the assignments submitted a week later. I have chosen to analyse the first drafts of
the assignments because they reflect the voices of the students and their uptake of voices
from the narrative prior to any intervention by me as the instructor. The primary data is
discussed further in Chapters 4 and 6.
Although I make only occasional references to the secondary and tertiary data, they also
inform the ethnographic picture of the local disciplinary context and the context of situation,
and provide additional evidence of Aliénor’s individual voice traits in the case of her
secondary texts.

156

Chapter 3 Elaborating the research design and the new model of voice

Secondary data include the following written and oral texts collected during and after the
ESML semester:
•

Aliénor’s first draft of her second stylistic argument (A2), and the second draft of her
first and second written personal narratives (N1, N2);

•

the participants’ first and second written narratives;

•

10 hours of audio-recorded ESML class sessions recorded between Weeks 2 and 12;

•

5 hours of video-recorded oral presentations and student-led follow-up discussions,
collected in Weeks 9 to 12;

•

15 hours of audio-recorded, semi-structured evaluation interviews, collected midsemester (Weeks 6 to 8) and post-semester, following the assessment period;

•

data relating to the ESML teaching program and my documented observations on the
students’ responses to the teaching approach.

Tertiary data comprise my transcriptions of recordings of the evaluation interviews and
teacher- and student-led whole class discussions, as well as my notes from reviewing the
post-presentation discussion videos. Selections from the secondary and tertiary data can be
found in Appendices 4-8.

3.4.5 Data analysis
Application of the proposed theory of voice to the written stylistic argument analyses of
Aliénor and her fellow participants involved the analysis of three sets of linguistic resources
theorised as indexing the writer’s voice: namely, a model of the argument genre, Appraisal
resources and their interaction with self- and reader-references, and Involvement features,
particularly as they intersect with the staging of the texts and with one another. These
analytical tools are elaborated in Chapter 4, as are the methodological issues involved in their
use. Analysis of the three sets of interpersonal resources was carried out with a dual focus on
meanings and realisations, and an intertextual and intercultural focus on genre-related
patterns of preference, as revealed by relevant existing studies. Furthermore, the same
analytical tools were used to deconstruct the voices of the two narrators in the extract from
‘The Letter’. Thus the comparative analysis of the stylistic arguments and the narrative
extract provides an indication of the students’ abilities to realise the narrative’s lower and
higher order meanings, following Macken-Horarik’s model of axiological meaning (1996). In
particular, the comparison highlights the ESML students ability to mimic the narrative’s
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voices as they reconstrue the extract’s meanings, thus facilitating the assessment of the
calibre of the students’ reading of the narrative, as outlined in the proposed model of voice.
Because the participants’ stylistic analyses were of different lengths (they ranged from 1575
to 991 words), frequency counts of specific Appraisal, self- and reader-reference and
Involvement features were standardised against Aliénor’s argument, which was the third
longest (1430 words), but also contained more citations from the narrative extract than those
of her peers (211 words). Hence I subtracted the length of quotations from the total word
length of each argument before standardising it in relation to Aliénor’s (1219 words). While
analysis of the construction of Aliénor’s voice was in-depth, the comparative analysis of her
peers’ argument texts was more limited, but nevertheless comprehensive.
Finally, all data analysis in this study has been manually generated. In the case of the ESML
students’ stylistic analysis arguments, I firstly entered each text on Excel spreadsheets on
which I recorded the results of
i.

a logical analysis. I divided each text into clause complexes and identified ranking
clauses to establish basic units of analysis at the sentence level;

ii.

a genre analysis, with stages and sections superimposed on each text;

iii.

a repeatedly revised Appraisal analysis at the clause, phase and whole text levels
taking account of the methodological measures that will be elaborated in §4.4. 4. The
analysis identified instances of different types, sub-types and loadings of explicit and
implicit Attitude, and similarly, instances and types of Graduation and Engagement
resources, including self- and reader resources;

iv.

a voice roles analysis; and

v.

an analysis of realisations of Involvement.

The next stage of the data analysis involved representing the results of each analysis within a
series of Word documents.
I note, nevertheless, that computer-assisted methods and tools (the Semantic Orientation
Calculator (SO-CAL) for automatic tagging of Appraisal resources have been developed and
trialled with encouraging results on hotel and movie reviews (e.g. Taboada & Grieve 2004,
Taboada 2009). However, they can only tag explicit, congruently realised items. In the words
of its creator,
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SO-CAL is pretty dumb. … ultimately, it knows nothing of irony, of context (beyond some
knowledge of genre and structure), and many other aspects of text. It is built to identify whether a
given text is positive or negative towards its main subject matter, and can also be used at the
sentence level.

(Taboada 2009)
Such a tool may speed up and systematise Attitude analysis, but its inability to deal with
incongruent and implicit realisations lessens its usefulness for the purpose of this project in
light of the nature of voices in literary narratives and stylistic responses to them. As
highlighted in Chapter 2, the expression of empathetic and discerning voices in narratives is
realised by combinations of Appraisal choices that resonate and harmonise with or overturn
one another, cumulatively colouring stretches of discourse and forming rhetorical moves that
sway readers to align or disalign with the writer’s values as the text unfolds (Macken-Horarik
2003a).
On the other hand, the availability of annotation software for manually coding Appraisal was
seriously considered. A program used by White (1998) enables the analyst to colour code
each value, tag grammatical realisations, and calculate the number and frequency of instances
in a given text. While it would have facilitated the tagging process, computer compatibility
issues prevented me from taking advantage of this tool. An alternative annotation program,
the UAM CorpusTool (O’Donnell 2010) became more widely available after most of my
coding had been completed.

3.4.6 Results of data analysis
The results of the voice – and particularly Appraisal – analysis of ‘The Letter’ are described
in Chapter 5, and later used to benchmark the effectiveness of the ESML students’ voices in
Chapter 6. The results of the voice analyses of the first drafts of the ESML students’ first
assignment (A1) reported in Chapter 6 foreground those related to Aliénor’s A1 argument,
which was later awarded an A-grade. These results are compared to those that emerged from
the analysis of her peers’ arguments, with a particular focus on those of Naomi and Helen,
whose final drafts received B- and C-grades respectively.
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3.4.7 Ethical considerations
The most critical ethical consideration was the need to ensure that student participation in this
study was voluntary and to safeguard the participants’ anonymity. Given my dual roles as
teacher and investigator, a number of measures were taken to neutralise the dependent
relationship between the ESML students and myself. For example, recruitment of participants
was carried out in my absence by an independent third party, who discussed with the class the
contents of a Plain language statement, a Consent form (Appendices 19-20, Vol. 2, pp. 60-64,
65-66), and the confidential Questionnaire mentioned above (Appendix 3). Moreover, the
recruiter emphasised the voluntary nature of participation in the project, and the fact that
participants would be free to withdraw their consent and any unprocessed data should they
wish. Above all, students were assured that their participation or non-participation would
have no effect on their assessments, nor on the treatment they received in ESML, and that
participation largely involved standard requirements for all ESML students. This information
was explained in the Plain Language statement and Consent Form, as were measures to
safeguard the participants’ confidentiality and anonymity, including the use of pseudonyms if
they wished. Ultimately, only one ESML student chose to not participate.

3.5 Conclusion
This chapter introduced the research design, setting out the core of the theoretical framework,
namely, the model of voice with which I seek to overcome specific limitations in existing
approaches to voice in academic discourse. Secondly, the principal components of the study
design were outlined, that is, the application of the model of voice to the case study analysis
of Aliénor’s stylistic argument and comparative analyses of the narrative, her peers’
arguments and her writing in a small reference corpus, and lastly, the overview analysis
designed to assess strengths and shortcomings of the new model of voice. Discussion of the
advantages and disadvantages of the qualitative research approach was followed by an
introduction to the ESML participants, and specifically Aliénor, focusing on key variables
that may explain individual differences in their uptake of discoursal and narrative voices in
their written arguments. The overview of the research design was completed with a detailed
description of the data set, data analysis methods, and measures undertaken to ensure the
ethical nature of the research.
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In Chapter 4, I complete the overview of the research design by articulating the voice analysis
tools around which the new model of voice has been built, namely genre and the
interpersonal resources of evaluation (Appraisal) which I extend to include self- and readerreferences, and bonding (Involvement).
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4.1 Introduction
This chapter completes the description of the research design and the articulation of the
theoretical framework of voice begun in Chapter 3. The chapter elaborates the three key tools
used to analyse voices in the narrative extract and the ESML written stylistic analyses,
namely genre, and the extended Appraisal and Involvement frameworks. Within the model of
voice proposed in this study, these resources are theorised as critical to the construction of
voice, and in the case of genre, to its appropriation as well. As explained below, self- and
reader-reference markers are incorporated within Appraisal theory, partly because of their
powerful conjunction with Engagement resources, and partly to simplify an already complex
analytical apparatus. I begin by describing the tools of genre (§4.2) and Involvement (§4.3),
before tackling the intricate, extended Appraisal framework, and the principal methodological
issues associated with its application (§4.4).

4.2 Genre
The proposed model foregrounds the relationship of the writer’s voice to tenor within register
(at the context of situation level). However, it also recognises the influence on the
construction of the writer’s voice of her uptake of the more abstract social voices of the genre
which she is writing (at the context of culture level). Whereas early genre studies in SFL and
other traditions focused on variations in the structuring of genres across social contexts, the
approach I adopt follows more recent research, which investigates the influence of the
discourse community on the text’s unfolding stages and corresponding constellations of
linguistic resources.
Thus, within my model of voice, genre offers an additional lens for looking at evaluation. In
Hood’s words, ‘different genres may well implicate evaluation in different ways’
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depending on whether they are ‘more oriented to instructing, explaining , describing or
persuading’ (2010: 70). Arguments, for instance, have an ‘intrinsically evaluative’ social
purpose, whereas reports also involve evaluation but may be more descriptive (2010: 70).
Each genre comprises and shapes characteristic configurations of interpersonal meanings and
lexicogrammatical realisations that shift as the writer enacts a recurring sequence of steps to
achieve her goal of expressing her views and aligning her reader to them. Hence different
genres ‘speak with different voices’ (Coffin 2002: 503). A genre may be characterised by a
predominant voice or interpersonal style e.g. Observer voice in the historical recount (Coffin
2000), Recorder voice in the hard news item (Iedema et al. 1994). Alternatively, a genre may
be characterised by several voice types construed by variations in inter-related patternings of
interpersonal meanings, as demonstrated in Macken-Horarik’s analysis of empathic and
ethical voice roles in the narrative (2003a).
Similarly, as elaborated in §3.3.5, within the proposed model of voice, particular evaluative
patternings are viewed as corresponding to the writer’s performance of genre-specific voice
types and roles. For instance, interpersonal styles in the ESML arguments are related to the
writers’ fulfilment of two levels of discoursal functions that characterise the stylistic analysis
genre: at the macro-level, characteristic clusters of interpersonal features form the Affective,
Ethical and Aesthetic voice types and index the stylistic analyst’s reconstrual and evaluation
of the affective, ethical and aesthetic dimensions of the literary text under analysis. At the
meso-level, variations in patterns of interpersonal features within voice types form more finegrained voice roles (e.g. Reteller and Interpreter). Furthermore, particular voice types and
roles tend to be clustered in different stages of the stylistic analysis text e.g. the Aesthetic
voice and its key voice roles are likely to be concentrated in the Argument and Evidence and
Conclusion stages rather than in the opening Evaluation stage.

4.2.1 Two genres, two views
The two genres to which the new model of voice is applied in this thesis are the narrative and
the stylistic analysis argument. The genre analysis of the extract from ‘The Letter’ in Chapter
5 not only provides a dynamic overview of the shaping of voices (i.e. characteristic
patternings of interpersonal resources) within the narrative, and a means of assessing the
ESML students’ ability to recognise the narrative’s central evaluative stages and to
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demonstrate their awareness of these explicit and implicit ‘events’ in their stylistic
arguments. In addition, in light of the differentiated notion of the context of culture
elaborated in the model of voice (§3.3.2), the genre analysis of the ESML arguments also
provides a platform for tracing the influence of ‘social voices’ in Aliénor’s draft to those that
characterise stylistic arguments written in her first language (an intercultural view).

4.2.1.1 The narrative genre
The staging of the narrative genre is traditionally considered to involve the following
obligatory (bold) and optional (brackets) stages:
(Abstract) Orientation ^ Complication ^ Evaluation ^ Resolution ^ (Coda)
Based on Labov & Waletzsky 1967, Rothery & Stenglin 1997

However, following Macken-Horarik’s model of evaluation in the narrative, and as
acknowledged by Labov (1972), evaluation is present throughout the text rather than in one
discrete stage. I therefore analyse the extract from ‘The Letter’ in terms of its lower order
meanings and events (corresponding to the key stages of Orientation, Complication and
Resolution) and in terms of its interwoven higher order meanings and events, namely the
journey of the protagonist from a Habitus to a change of Habitus instigated by the Challenge,
and resulting in the Metastability, that is, a new order that is incorporated into the existing
one.

4.2.1.2 The stylistic analysis genre
Following Martin’s definition of genres as ‘staged, goal-oriented social processes’ (1997:
13), the ESML stylistic analysis task required students to interpret the key meanings of an
extract from a literary text, and then to support their interpretation by identifying stylistic
patterns in the text through which this message was construed. However, as noted in §2.2.5,
similarities between genres mean that they can be classified in different ways. For instance,
the stylistic analysis task can be classified as belonging to the response genres (Rothery
1995), involving the interpretation and discussion of literary, and more recently, visual texts
(Christie 2007). Response genres in secondary school English curricula have been discussed
as sharing the following stages:
Text Evaluation ^ Text Synopsis ^ Reaffirmation of Text Evaluation ^
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However, requirements differ depending on whether the students are at junior or senior levels
(e.g. Christie 2007, Rothery & Stenglin 2000).
On the other hand, response texts can be viewed as fulfilling a basic argumentative function,
with students required to argue the merits of their interpretation through analysis of the
characters and/or events in the text and the values they represent, and then conclude with a
reiteration of their interpretation. The social purpose of argument genres has been defined as
one of ‘increasing (or decreasing) the acceptability of a controversial standpoint for the
listener or reader’ (van Eemeren et al. 1996: 340 in Coffin 2004: 230).
I opted to teach the stylistic analysis genre as an argument given the ESML curriculum’s
EAP context and orientation. Indeed a specific objective of the subject was to develop the
students’ argument writing skills so that they could approach the discipline-specific
requirements of assignments in their content studies with greater awareness. Furthermore,
surveys of undergraduate academic writing tasks in Australia (Moore & Morton 2005) and
North America (see Paltridge 2002) indicate that the majority fall into the analytical
argument category.
Arguments can be sub-categorised in two ways: firstly they may present only one side of an
issue (expositions) or present two sides and then evaluate one as more valid (discussions). A
second sub-categorisation that is of specific relevance to the ESML stylistic analysis data
concerns whether the purpose of an argument is to ‘analyse and argue about how the world is’
(analytical argument), or to ‘argue about how the world should be’ with a view to motivating
the reader to take some kind of action (Coffin 2004: 231) (hortatory argument). In Rhetorical
theory, this last distinction corresponds to the difference between argumentation and
persuasion.
Each of these distinctions has implications for the staging of argument genres and for the
typical patterns of linguistic features that characterise each phase of the text. Table 4.1
outlines the purposes and typological staging of analytical and hortatory expositions.
(Obligatory stages elements are shown in bold and optional stages in brackets, and the square
bracketed Arguments and Evidence stage and recursion symbol ∏ indicate that several
arguments are normally put forward in favour of the Thesis). As shown in the table, both
argument types require the writer to state a point of view or thesis and then support it through
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a series of arguments and evidence. However, whereas analytical expositions conclude with a
reiteration of the thesis, hortatory expositions typically conclude with a recommendation
stage.

Table 4.1 Two argument genres
Genre
Purpose

Analytical Exposition
to state a point of view

Staging

Thesis ^

Hortatory Exposition
to state a point of view or argument and
recommend a course of action
Thesis ^

(Preview) ^

(Recommendation) ^

[Argument/s & Evidence] ∏ ^

[Argument/s & Evidence] ∏ ^

(Counter Argument/s & Evidence) ^

(Counter Argument/s & Evidence) ^

Reaffirmation of
Thesis

(Reaffirmation of
Thesis)
Recommendation

Adapted from Coffin 2004: 236

Most importantly from the point of view of this thesis, the analytical or hortatory purpose of
an argument determines the quality of interpersonal meanings and thus voices realised within
each genre. Analytical arguments are realised by interpersonal features that construct more
objectified and distant voices, whereas hortatory arguments, which are designed to persuade
are characterised by a more personalised and ‘involving’ interpersonal style or voice.
The ESML stylistic analysis task was presented to the students as an analytical expository
argument requiring them to state a position and convince the reader of its credibility through
a process of reasoning and/or by the provision of evidence. The staging of the first ESML
stylistic analysis argument was modelled in a detailed guide with prompts and questions
relating to the stages and sections of the text (Appendix 21). The recommended staging was:
Evaluation ^ {Synopsis • Personal Reaction • Interpretation} Thesis {+ Outline} ^ [Argument/s & Evidence] ∏ ^
Reaffirmation of Thesis & Evaluation

By comparison with the staging of responses and analytical arguments presented above, the
staging of the ESML task highlights the topological approach I adopted in teaching this
genre, as foreshadowed in §2.2.5. Hence, the first and final stages echo elements of the
response genre, while the embedded sections of the Evaluation stage (shown within a double
brace {}) often feature in the introductory stage of analytical arguments (variously named the
Orientation or Identification). The embedding of a brief personal reaction section was based
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on an approach to stylistic analysis demonstrated by Carter (1982c, 1990), with the aim of
helping the students to reflect on thematic and stylistic aspects of the text that had impacted
most strongly on them, and to use these as a ‘way into’ their analyses. Effectively, it was an
invitation to the students to employ a personalised voice in a discrete phase of their writing.
However, the ESML students were asked to adopt a more distant interpersonal style when
writing their second stylistic analysis.

Summary
This section examines the contribution of genre theory as a voice analysis tool. Within the
new model of voice, genre is treated as characteristic abstract voices that shape the choice
and location of configurations of interpersonal meanings and their realisations within a text.
The preceding overview highlights how adopting a topological approach to genre
classification provides a richer view of the two genres at the heart of this study: namely, the
narrative, which I treat from the perspective of Macken-Horarik’s two-tiered model of the
‘staging’ of the text’s lower and higher order meanings; and above all, the stylistic analysis,
which I approach as an analytical exposition that is shaped at the context of culture level by
the discourse conventions of pedagogical stylistics and by the specific interpretation of these
conventions provided to the ESML cohort.

4.3 The Involvement system
The second voice analysis tool, Involvement, is the third discourse semantic system of
interpersonal resources within Martin’s extension of tenor. Although the two systems share
certain realisations, Involvement is refreshingly less complex than Appraisal, in large part
because of the predominantly explicit realisation of bonding resources. As described in
Chapter 3, Involvement analysis above all foregrounds the writer’s construction of bonds
with the reader through the portrayal of her social identities (personae) and identifications,
and the complementary roles and affiliations she projects onto the ideal reader. Less overtly,
the writer’s Involvement choices may also construct her as more or less authoritative and as
relating to her interlocutor on a more or less equal basis, capturing her negotiation of
disciplinary authority with the imagined reader. Additionally, a dual focus on Involvement
meanings and realisations indirectly constructs the social and individual dimensions of the
writer’s identity: for instance, nominalised realisations of abstract meanings may portray her
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control of the coding orientation valued in the academy (adding to the credibility of her
disciplinary persona), but also signal her ability to abstract and so project an impression of
her intelligence and sophistication as an individual.

4.3.1 Categories of Involvement
Categories of Involvement most relevant to the data set are displayed in Table 4.2. They
comprise technical or specialised and abstract terms, grammatical metaphor, naming and
slang. As noted in Chapter 2, grammatical metaphor involves the process whereby congruent
experiential and/or interpersonal meanings are ‘repackaged’. Experiential GM realisations of
most relevance in academic writing and so to this study are nominalisation, such that a
quality is expressed grammatically as a phenomenon and thus objectified (e.g. ‘The results
were disappointing’ becomes ‘The results were a disappointment’). While the first
proposition is voiced as a ‘fact’, grammatical metaphor has the effect of further objectifying
the statement. Other forms of grammatical metaphor that feature in this study are lexical
metaphor (e.g. ‘the stolen generation’), and interpersonal metaphors (e.g. the use of
anticipatory ‘it’ clauses, such as ‘it is interesting’, which actually means ‘I think it is
interesting” to obscure the writer’s voice).
In addition, I extend Martin’s Involvement framework (1994, in Eggins & Slade 1997, Martin
& White 2005) by the inclusion of figurative language, particularly irony and understatement,
and other cultural references that signal the writer’s intercultural competence and project the
writer and imagined reader – and potentially the addressed reader – as sharing membership of
a particular discourse community, background knowledge and/or ideologies. For instance,
Aliénor compares Elaine to
‘… the prisoner in Plato’s cave … [who] prefers to stick to the shadows, because [the] truth is
painful’

The metaphor portrays her as having studied Classical literature and as more likely to be from
an Occidental than an Oriental civilisation, and suggests she has a philosophical disposition.
Moreover, the metaphor construes ‘coded’ implicit (provoked) judgement of and empathy for
Nellie’s daughter’s inability to accept the news about her Aboriginal origins. Cultural
references of this kind appeal to a projected reader who is cast as sharing the same
knowledge, attributes and values as the writer. I describe such allusions as ‘bonding icons’
borrowing a term Stenglin originally used in relation to Appraisal rather than Involvement
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resources (2008). Similarly, Helen Caple (2008) has explored the dynamic by which cultural
or literary allusions fuse ideational meanings with an interpersonal function of communitybuilding. However, in contrast to the position I take, Caple does not classify intertextual
references of this kind as either Appraisal or Involvement resources.
From a coding point of view, I classify instances of each Involvement type in one category
only, even though they sometimes share overlapping categories, e.g. ‘parallelism’ could be
categorised as a technical term or as an instance of nominalised GM, but has been coded
according to its more specific, technical quality. On the other hand, abstract terms like ‘hope’
and ‘justice’ which were fewer in number were counted within the nominalised GM category.

Table 4.2 The revised Involvement framework (across strata)
Register

Discourse semantics
APPRAISAL …

Power
(status)

NEGOTIATION …

Lexicogrammar

INVOLVEMENT
- naming
- technicality

- vocation/names
- technical lexis
- specialised lexis
Solidarity
- grammatical metaphor
(contact)
- abstraction
- nominalised grammatical
metaphor
- figurative language
- lexical metaphor
- irony
- understatement
- ‘bonding icons’
- cultural references
- anti-language
- slang
Based on Martin 1997: 21, Martin & White 2005: 35

From a lexicogrammatical perspective, viewing the resources in the extended Involvement
framework in terms of their relative ‘coreness’ provides a gauge for assessing whether the
writer achieves the kind of balance of subject core and non-core vocabulary choices required
to construct an effective voice in academic writing. For instance, whereas technical and
specialised terms constitute neutral, ‘subject-core’ lexis (Carter 1988a: 172), figurative
language and bonding icons that realise interpersonal and/or ideational meanings represent
more ‘expressive’ or non-core choices.
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Summary
From a voice perspective, Involvement provides a tool for viewing the writer’s self-portrayal,
and less directly her portrayal of an imagined reader with reciprocal identities, affiliations and
sensibilities, thus creating bonds of affinity and covertly aligning the reader to her argument.
Extension of the Involvement toolkit to include figurative language and cultural allusions
enables me to foreground the creation of cultural and personal affinities between the writer
and imagined reader, in addition to the disciplinary bonding effected by technical and
specialised terms. Finally, examining Involvement choices in terms of their degrees of
coreness offers additional insights into the construction of an effective academic voice .

4.4 Appraisal
The third and pivotal voice analysis tool in my study is Appraisal theory. As noted in the
literature review, Appraisal is a work in progress, with ongoing mapping of the system as it is
applied to texts in different discourse domains and, more recently, to multimodal texts,
reflecting its robustness and adaptability as an analytical tool that can be used to describe
semiosis in different environments.
The overall Appraisal system maps evaluative resources as three systems as shown in Figure
4.1 below: Attitude or the semantic resources for expressing feelings (Affect), social and
moral judgements of people’s behaviour (Judgement), and evaluations of the aesthetics or
social significance of phenomena (Appreciation); Graduation, the resources for grading
evaluations by increasing or decreasing their intensity (force) or sharpening or softening their
valeur (focus); and Engagement resources, which construe the writer’s commitment to her
propositions, and the extent to which they reference alternative (heteroglossic) voices and
viewpoints or her ‘own’ single-voiced (monoglossic), bare assertions.
As previously mentioned, within the proposed model of voice, constellations of Appraisal
resources – and particularly Attitude and Graduation – are considered to be shaped by the
abstract voices of the genre and discourse domain and by the writer’s individual views on the
subject matter. In literary and stylistic responses the writer’s Appraisal choices are
additionally influenced by the intertextual voices in the narrative. Indeed the student writer’s
ability to appropriate the voices of the narrative in her/his argument extract has been found to
be an indicator of the relative effectiveness of her/his voice (cf. Macken-Horarik 1996, 2006).
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The description of the Appraisal system articulated by Martin and White (2005) and shown in
Figure 4.1 represents the basic framework used to analyse the data in this study. However, I
also incorporate modifications and clarifications of the system by Bednarek (2008) and
extensions of the framework tailored to the requirements of my data set and the specific
discourse contexts in which the ESML stylistic analyses were produced.

Figure 4.1 The Appraisal framework: Systems and sub-systems
Affect …
ATTITUDE

Judgement …
Appreciation …
raise
Force
lower

APPRAISAL
GRADUATION

sharpen
Focus
soften
Monogloss

ENGAGEMENT
Heterogloss
Based on Martin & White 2005

The differently shaped brackets in Figure 4.1 broadly follow the SFL conventions for
displaying paradigmatic relations in system networks. Curved brackets represent either/or
relations and involve choices between one dimension of meaning or others – for instance, the
choice between a grader of Force that either raises or lowers the intensity of an evaluation
(e.g. a major problem vs. a slight problem). Curly brackets represent both/and relations and
involve the making of meaning through the co-selection of options from several systems or
sub-systems – for instance, evaluative meanings may be expressed by combined choices from
the Attitude, Graduation and Engagement systems. However, classifications of paradigmatic
relations among Appraisal resources vary (e.g. differences between Bednarek 2008, Coffin
2000, Hood 2010, and Martin & White 2005) and although I mainly follow Martin & White
in this respect, where Attitude resources are concerned, I have tended to base my
classification on Hood’s work (2010).
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In the section that follows I briefly describe relevant network options within each subclassification, their congruent and incongruent (explicit or direct) realisations at the
lexicogrammatical and discourse semantic levels, and their implicit or indirect realisations as
well. Where possible, I quote from the narrative (signalled by double inverted commas “ ”),
and from the ESML data to illustrate these features.

4.4.1. Attitude
In my model of voice, Attitude is treated as the primary evaluative resource for expressing
the self-portrayal function of voice and projecting the social and individual dimensions of the
writer’s identities. Less directly, these resources complement those of Involvement by
constructing the conative function of voice through the development of communality with the
imagined reader, since the attitudes we express and the ways we express them conform to
powerful social and cultural expectations. Some attitudes are socially acceptable and others
are not – Bednarek gives the example of ‘a mother who hates her children’ as attracting a
negative evaluation, and cites Shriver’s observation that ‘…we are all profoundly normative.
We have explicit expectations of ourselves in specific situations – beyond expectations; they
are requirements’ (2003/2006: 92, in Bednarek 2008: 159).
The three types of evaluations mapped within the Attitude system, Affect, Judgement and
Appreciation, broadly correspond to the semantic regions of emotion, ethics and aesthetics.
Nevertheless, L1 acquisition research indicates that from infancy onwards, Affect underlies
all our attitudes (Painter 2003a). Thus, Judgement and Appreciation can be thought of as
institutionalised feelings, the former relating to social behaviour and the latter to the natural
world and the products of human behaviour (Martin 2000a, Martin & White 2005). Similarly,
a distinction can be made between Attitude that expresses emotion – ‘descriptions of the
emotional reactions or states of human subjects’ – and that which expresses opinion –
‘positive or negative assessments … [of] an inherent property of the phenomenon being
evaluated (White 2004: 232).
In addition, all Attitude types share the following parameters. They:
•

are classified on the basis of their meanings – e.g. ‘happy’ (Affect) vs. ‘cruel’
(Judgement) vs. ‘striking’ (Appreciation) – or on the basis of their target – e.g.
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feelings (Affect) vs. human behaviour (Judgement) vs. phenomena or entities
(Appreciation);
•

may be expressed explicitly or implied;

•

may carry more than one type of meaning, and so necessitate double or even triple
codings – for instance, in ‘she loved her daughter’ the verb ‘love’ is coded as an
instance of explicit Affect and implicit Judgement since love involves an affective
dimension and an moral, caring one;

•

are further sub-classified into sub-types and sub-sets;

•

are mostly realised lexically;

•

are congruently or incongruently realised;

•

may appraise a 1st person (the writer/speaker) or a 3rd person (non-authorial) target;
and

•

may carry various loadings or valencies (positive, negative, neutral, negated positive
or negative).

Each of these features will be elaborated in the outline of the system below.

4.4.1.1 Affect
Affect fulfils an expressive function by conveying the emotional responses or feelings of the
writer or other characters, and a conative function of establishing solidarity with readers by
aligning them ‘into a community of shared value and belief’ (Martin & White 2005: 95).
Affect in this study is important because the ESML students needed to recognise its presence
and the powerful functions it serves in naturalising the views and values construed in ‘The
Letter’, and to then realise or reconstrue affective meanings in their arguments. In voice
terms, the students needed to fulfil the macro-discoursal function of constructing an affective
voice.

Affect in narratives
Affect in fictional texts serves three principal purposes: characterisation, identification and
bonding, and the development of ethical discernment. First, descriptions of the emotional
states and reactions of the characters play an important role in defining their personalities
(e.g. Bednarek 2010a, Culpeper 2001). Hence, preferred modes of expression are ‘style
markers’ (Taavitsainen 1999, cited in Culpeper 2001: 193) that associate protagonists with
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particular attitudes or emotions, and their emotive voice roles with a specific stance. For
instance, in ‘The Letter’, Bessie’s ‘surges’ (Affect expressed as behavioural processes e.g.
“My hands were shaking”) characterise her emotive voice role as more demonstrative and as
juxtaposed to the restrained emotive voice role of her sister, Nellie, in the letter written to her
daughter. Second, endowing characters with plausible attributes encourages readers to
identify (Giles 2002) and empathise (Macken-Horarik 2003a) with them and develop an
affinity towards them (Cohen 1999). Empathy is created through a delicate interweaving of
implicit and explicit evaluations that project the internal world of the character (her views and
feelings) and verbalise her external situation (Macken-Horarik 2003a). Third, a character’s
emotional style leads the reader to assess the latter’s values and/or habitual dispositions,
invoking an evaluation of Judgement:
… other people’s feelings are described as a way of depicting what kind of person they are and
therefore how the addressee is intended to judge them.

(Thompson [in press]: 16)
Thus, although ethical discernment in narratives is chiefly created by external evaluations
particularly those verbalised by other characters or an omniscient narrator (Macken-Horarik
2003a, Thompson [in press]), the characters’ own explicit and implicit expressions of Affect
also covertly position the reader to align empathetically with them and through this strategy
to share their views and so to pass judgements on human behaviours and events.

Categories of Affect
In analysing Affect in my data, I have adopted Bednarek’s reworking of Martin’s original
classification of the Affect sub-system (featured in Martin & White 2005), which she based
on a large corpus of media articles, academic discourse and fiction (2008). In addition, I
extend this system of network options with an overarching Affect general category informed
by the analysis of the ESML data.
Evaluations of Affect can be classified as having a trigger and an emoter (Bloom 2009). In
the following example, the daughter represents the trigger of the emotion experienced by the
mother (the emoter)
a mother who loved her daughter

In the network options shown in Figure 4.2, a distinction is made between Affect (e.g.
‘loved’) triggered by reactions to an existing stimulus (realis) – for instance, the daughter in
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the previous and next examples – as opposed to Affect (e.g. ‘prayed’) triggered by a stimulus
that may exist in the future (irrealis), e.g.
“I prayed … you’d know you had a mother who loved you”.

More rarely, Affect realis may be non-directed, involving the portrayal of a mood:
Bessie

“I felt … almost happy”

I have further classified Affect realis into five main categories, incorporating Bednarek’s
categories and a new category of Affect general (shown next to the right brace in Figure 4.2):
i.

Un/happiness: feelings associated with ‘affairs of the heart’ like
happiness, affection, sadness and anger;

ii.

In/security: feelings related to well-being, such as quiet, confidence,
trust, disquiet, anxiety, fear, and mistrust;

iii.

Dis/satisfaction: feelings concerned with the pursuit of goals (telos), like
curiosity and admiration, or boredom, frustration, and anger;

iv.

Surprise: surprise is classified as an emotion, but also overlaps with the
linguistic domain of unexpectedness, and could thus be classified as an
opinion (see Bednarek 2008); and

v.

Affect general: positively and/or negatively loaded feelings that
encompass several of the preceding four sub-categories, and are
explicitly encoded by the terms ‘feelings’ or ‘emotions’, e.g.
Aliénor Nellie … does not flaunt her feelings.

Affect irrealis covers Bednarek’s Dis/inclination continuum: feelings of desire or non-desire
(volition) that relate to prospective events or outcomes. These include feelings like wishing or
hoping, longing for a person or phenomenon, or refusing or rejecting people or phenomena.
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Figure 4.2 The Affect system
Un/Happiness
In/Security
AFFECT
(type)

Dis/Satisfaction

Affect (general)

Surprise
ATTITUDE
Dis/Inclination*
realis
AFFECT
(trigger)

irrealis *

Based on Bednarek 2008

Affect sub-sets
Table 4.3 below displays Bednarek’s classification of Affect sub-sets, which is taken up in
this study. Sub-sets of emotions within the main categories are located along continua,
between unhappiness and happiness for example. Double-headed arrows are used to
designate the continua. Bednarek’s sub-classification of Affect has two advantages over
Martin’s. First, she demonstrates that surprise carries a range of loadings, whereas Martin
classifies it as negatively loaded only. Second, whereas Martin classifies ‘fear’ as the
opposite of ‘desire’ in the Dis/inclination category, Bednarek argues that ‘un-desire’ is the
true opposite of ‘desire’ on the volition continuum, and relocates ‘fear’ along with ‘anxiety’,
under insecurity. Both modifications streamline the classification of categories within the
system, making it more logical and coder-friendly.
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Table 4.3 Bednarek’s classification of Affect categories and sub-sets
Un/happiness
Unhappiness

Happiness
misery
antipathy
cheer
affection
In/security
Insecurity

Security
disquiet
distrust
quiet
Trust
Dis/satisfaction
Dissatisfaction 
Satisfaction
Ennui
displeasure
interest
pleasure
Dis/inclination
Disinclination

Inclination
non-desire
desire
Surprise
Bednarek 2008

Explicit Affect and its congruent and non-congruent realisations
Explicit (or ‘inscribed’) Affect is typically realised lexically, as a quality, process or
comment and in the grammatical forms displayed in Table 4.4.

Table 4.4 Congruent realisations of Affect Insecurity
Type
Quality

Congruent form
Example
epithet used to describe a She is as anxious as I am. (Naomi N1. 2)
participant’s disposition
Attribute
an anxious wait (m)
circumstance of manner
I was still waiting anxiously. (Naomi N1. 2)
Process
mental
I feared the visa would not be approved. (m)
Comment
modal adjunct
Disturbingly, there was no response. (m)
Based on Martin & White 2005, ESML data, manufactured examples (M)

Other explicit non-congruent realisations include nominalised GM, particularly mental
dispositions or qualities (anxiety, fear, frustration).

Implicit Affect: Basic categories
As well as being explicit or directly inscribed in the grammatical forms listed above, Affect,
like all attitudinal meaning may be implied (or ‘invoked’), that is, expressed indirectly
through individual lexicogrammatical choices and/or co-textual features, called tokens, that
imply an evaluation on the part of the writer and trigger an evaluative response on the part of
the reader. The classification of implicit evaluation that I use to analyse my data is shown in
Table 4.5 below. The taxonomy is based in the first instance on the distinction made by
Martin and White (2005) between two types of implied Attitude, those that provoke an
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evaluative response in the reader, and are triggered by the presence of lexical metaphor
within the clause or phrase, and those that invite such a response. In the Martin and White
model, sub-categories of Invite rely on a range of linguistic triggers. More directly, these
include evaluative lexicogrammatical items such as Graduation, or Engagement options that
present something as counter-expected, or emphasise the writer’s point of view through
rhetorical questions (flagged evaluations). Less directly, they include items that become
enmeshed in dominant evaluative prosodies that colour a phase or text, and/or
lexicogrammatical items that become infused with attitudinal meanings as a result of
experiential (or ideational) meanings in the co-text and/or their associated contextual
(cultural) meanings (afforded evaluations) (see Figure 4.5 below).
Nevertheless, based on the primary data in this study, I extend and refine the classification of
implicit evaluation in Martin and White (2005) in four ways, by:
• expanding the provoked category to include other interpersonally-charged figurative
expressions, such as irony and understatement;
• limiting the afford sub-category to refer to invoked evaluations that are triggered by cotextual experiential meanings and/or prosodically-infused only;
• differentiating within the afford category between prosodically-infused items that carry
connotative meanings (semi-experiential and semi-attitudinal), and those that have purely
experiential (intrinsically denotative, non-attitudinal) meanings but become ‘saturated’ by
dominant axiological prosodies in the text (following Macken-Horarik 1996).
• creating a third, evoked sub-category, covering implicit Attitude triggered by overt
references to contextual (i.e. intertextual and cultural) phenomena or covert references to
cultural values (e.g. attitude towards racial differences).
These basic options and their sub-categories form a cline of directness, with more direct
encodings of evaluation requiring less inferencing by the reader and being less dependent on
the latter’s reading position, and less direct encodings requiring more inferencing and being
more dependent on the reader’s reading position. While the classification of implied
evaluation relates to all Attitude types, implicit expressions of Affect are used to illustrate the
typology in Table 4.5. Although some of the examples may trigger additional evaluations, I
only code implicit Affect here, which is represented by the underlining of relevant items, and
the addition of ‘t-’, standing for ‘token’ before evaluation sub-sets. The loadings of
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evaluations of Affect general are represented by a + or – sign, and Graduation is displayed as
italics. Double inverted commas around examples in Table 4.5 signal that they are quotations
from ‘The Letter’.

Table 4.5 Basic options for classifying implicit Attitude (exemplified through Affect)
More direct
less dependent on
reading position

Category

Sub-category

Key triggers

Example

flag

figurative
language
Graduation,
Engagement
resources

[Elaine] prefers to stick to the shadows.
(t-distrust)
… Nellie’ revelations are disrupting all
her [daughter’s] life. (t-disquiet)
“ … how could I forget my own
daughter?” (t-affection)
“I heard they’d changed your last name,
but I didn’t know what your new name
was”. (t-affect general –)

provoke
invite

afford

co-textual
experiential
meanings;
prosodicallyinfused
•semi“Did you hear that? Elaine will be here
attitudinal & tomorrow?”. (t-affect general +)
(saturate)
•nonattitudinal
“To my daughter Elaine” (t-affection)
items
evoke
•overt
the stolen generation (t-misery)
references to
contextual
phenomena
•covert
“You thought you were white”.
Less direct
references to (t-misery)
more dependent on
contextual/
reading position
cultural norms
Based on Martin & White 2005, Macken-Horarik 1996, ‘The Letter’ (1990), ESML data

As displayed in Table 4.5, at the most direct point on this cline, the lexical metaphor ‘stick to
the shadows’ (which is also a grader) provokes an evaluation of Elaine’s fear of knowing the
truth about her origins. At the second point on the cline, the following evaluation of her
insecurity is flagged by two intensifying graders (the verb ‘disrupt’, which is more forceful
than ‘hamper’ or ‘interfere’; and the grader ‘all’ meaning everything in her life). Similarly,
Nellie’s rhetorical question “ … how could I forget my own daughter?” along with the grader
‘own’, flags an evaluation of her love for her daughter. At the third point of the scale, Nellie’s
statement, “I heard they’d changed your last name, but I didn’t know what your new name
was”, ostensibly expresses no attitudinal meanings, but in fact affords an evaluation, since it
invites the reader to imagine the gamut of negative emotions the mother would have felt –
heartbreak, despair and rage among others – in light, not only of the context of her separation
from Elaine (“They took you away when I was twenty”), but also of the ideational meanings
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construed by the immediately preceding co-text: “No-one would tell me where you’d gone. It
was all a big secret”. These sentences recount the beginning of her long search to find Elaine
and the obstacles she encountered along the way, particularly those created by the white
authorities.
At the fourth point on the cline, still within the afford category, Bessie’s questions to Nellie,
her now dead sister, connote attitudinal meanings, but they could, for instance, be interpreted
as expressions of negative surprise, concern and/or dissatisfaction depending on their
intonation patterns. However, when read in the context of the whole of the narrative, these
ideational meanings signal the positive outcome of the sisters’ combined efforts to persuade
Elaine to accept her Aboriginality, and so afford evaluations of positive feelings, joy, surprise
and relief particularly. At the fifth point of the scale, the greeting in Nellie’s letter, “To my
daughter Elaine”, contains no conventional qualifier, such as, ‘dearest’. But when read
synoptically in the context of the message of love that the letter embodies – and more
covertly, from a cultural perspective that assumes that mothers love their daughters – the
opening is saturated by the letter’s prosody of affection and portrays Nellie’s Attitude
towards her daughter.
At the second last point on the cline, ‘the stolen generation’ is an overt cultural reference that
evokes among others, an evaluation of the suffering of its victims (Unhappiness: Misery) and,
I would argue, an evaluation of shame for the nation as a whole (Judgement: Propriety).
Finally, at the least direct extreme of the cline (evoke), I have coded “You thought you were
white” as triggering an implied expression of Nellie’s sadness that her daughter has not only
been taken from her, but has no idea of her Aboriginal identity. This statement connects not
only with the context of the story, but more broadly with cultural norms, shared by the writer
and the reader, and the feeling that any mother would want their child “brought up as one of
[their] people” as Nellie expressly does.

Implicit Affect: Additional categories
All expressions of Attitude can be measured against the cline of directness illustrated above
for the realisation of Affect. Nevertheless, in the case of narratives, the interplay of implied
and explicit Affect is crucial to the rhetorical strategy used by the writer to align her readers
by constructing solidarity with them and to invoke Judgements of protagonists’ characters
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(cf. Macken-Horarik 2003a). Indeed, implied Affect is central to the power of literature to
‘give expression to the ineffable’ (H. Martin, personal communication, May 1, 2002). Hence,
additional classifications of implicit Affect that constitute important rhetorical strategies in
literary texts have been identified by Martin and Rose (2003), and by Bednarek (2008) on the
basis of research in Appraisal and in psychology.
Again, on a cline of directness as shown in Table 4.6 below, these classifications of linguistic
cues include the behavioural process or ‘surge’, whereby a physiological response associated
with a particular emotion comes to stand directly for that emotion as a whole (in a metonymic
relationship) (Kövecses 2000: 134, in Bednarek 2008: 149). Such behavioural processes (e.g.
‘I cried!’) or nominalised processes (tears, cry, kiss) are a particularly effective rhetorical
strategy in narratives. Bednarek notes that surges have been found by a large body of multidisciplinary research to represent more prototypical, physical and psychological expressions
of specific emotions in typical situations (see 2008: 146-152). Hence, surges are said to more
readily decipherable because they are more likely to conform to the expectations or schema
knowledge of others. Thus, Martin and White (2005), for instance, code surges as instances
of explicit Attitude. Yet, in reality emotions are not ‘cut and dried’: tears may express
sadness and/or joy, relief and/or rage, and the coder relies on co-textual and contextual
information to discern which of these emotions or combinations of emotions are encoded by a
behavioural surge. On this basis, I follow Bednarek (2008) in classifying surges as implicit,
but less so than other ways of portraying emotions.
On the second point of this cline of implicit Affect, ‘action cues’ (Planalp 1999: 47 in
Bednarek 2008: 149) are atypical behaviours that may signal an emotion. However, by
comparison with surges, the reader is even more dependent on clues in the co-text to
understand what the unusual behaviour means (Martin & Rose 2003: 27). For instance, the
statement “My fingers trace around the lid of the tin and slowly loosened it” signify affection
and sadness in the context of ‘The Letter’, but could signify stealth in a different context.
Moreover, I extend the action cue category to include more usual physical or verbal
behaviours that are less forceful than surges – for example, those that express Affect through
the addition of a circumstance of manner or by infusion (e.g. “I opened it out carefully”, “I
sat down quickly”, ‘I whispered’). However, as with more unusual behaviours in the action
cue category, reference to the co-text is necessary to establish exactly which emotion is
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expressed in a particular instance – anger or defiance and a resurgence of Bessie’s courage
(tenacity) in the case of “I said quietly” (in Table 4.6).
A more indirect manifestation of Affect reviewed by Bednarek involves descriptions of the
causes of an emotion to express the emotion itself. I add a final, more indirect category,
namely the use of external phenomena (objects or events) as symbols of emotion: for instance
the state of the letter (‘faded and worn’) is explicitly evaluated aesthetically (through
Appreciation), but symbolises Bessie’s emotional state (one of sadness and despair).

Table 4.6 Additional options for classifying implicit Affect
More
direct

Category
behavioural
surges

Trigger
Example
description of
“Sometimes I’d … kiss your little face”. (t-affect)
‘prototypical’ behaviours
associated with specific
emotions in typical
situations
action cues description of
“My fingers traced around the lid of the tin and slowly
•more unusual
loosened it”. (t-affection, t-misery, t- inclination)
behaviours
action cues •more usual physical or
“ “Do not,” I said quietly.” (t-dissatisfaction, Judgement: t+ manner
verbal behaviours
tenacity –)
associated or infused
with circumstances of
manner
references
description of
“It was the third time I’d been to see her and it looked like
to causes of circumstances or events
it would be the last”. (t-misery, t-distrust, Judgement: temotions
that elicit emotions
tenacity –)
Less
symbolism description of external
“I picked up the letter. It was faded and worn”.
direct
phenomena that
(Appreciation: salience, t- misery, Judgement t-tenacity –)
symbolise emotions
Based on Bednarek 2008, Martin & Rose 2003, ‘The Letter’ (1990)

The presence of invoked Attitude is a central focus in the data analysis, since the student
writer’s ability to recognise implied as well as explicit Attitude – and particularly Judgement
– in the narrative and then re-construe these meanings effectively and appropriately is a
salient indicator of their control of social dimensions of voice and thus of their intercultural
proficiency. In addition, in the case of academic argument, judicious use of Affect at key
stages of the text can contribute to the writer’s effectiveness in establishing their authority
and persuading the reader to subscribe to her views (cf. Hood 2004).
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Loadings
The Attitude system is sufficiently flexible to capture several loading categories: positive,
negative, neutral and negated. Most evaluations are culturally construed as positive (e.g.
confident) or negative (e.g. anxious). However, certain exceptions, such as evaluations of
interest, surprise and desire, may be neutral or more ambiguous and more influenced by the
co-text than by the cultural context (Bednarek 2008, Macken-Horarik 1996). For instance, the
interruption of Bessie’s internal monologue by her dead sister’s voice – “Suddenly her voice
seemed to whisper crossly in my ear. …” – is surrounded by negative Affect, but viewed
synoptically, it is also the turning point of the story that points towards a positive resolution.
Similarly, the co-text of some instances of Affect general suggests a clear positive or negative
orientation. For example, ‘emotions’ in Aliénor’s statement:
Nellie does not let her emotions show through

appears to refer to negative feelings in light of an earlier sentence:
Her letter gives no sign of any sense of tragedy.

However, her comment on the mother’s restraint in her conclusion would seem to appraise
both her positive and negative feelings
Nellie … does not flaunt her feelings.

I code bivalent instances of this type as carrying a neutral loading following Macken-Horarik
(1996).
The final loading that I adopt in the data analysis is that of negated Attitude (following
Bednarek 2009, Martin & White 2005). Such loadings refer to positive feelings that are
grammatically negated as opposed to lexically-encoded negative feelings e.g. ‘not happy’
(neg + happiness) as opposed to ‘sad (– happiness). In contrast, morphological negation, e.g.
‘unhappy’ is classified as negatively loaded (– happiness). Furthermore, on the basis of the
ESML data, I add to these distinctions the loading of negated negative (neg – happiness) in
order to code litotes, that is, negated statements that construe positive meanings, e.g.
Aliénor … this is a kind of courage … not an absence of love … (neg – happiness)

where ‘absence of love’ might have been coded as neg + happiness, but for the preceding
‘not’ which adds a further level of negation. Lastly, while negated loadings are relevant to
Affect realis, they become difficult to code where Affect irrealis is concerned. I deal with
this by distinguishing between Inclination (e.g. ‘want’) and Disinclination (e.g. ‘does not
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want’) and coding both types of evaluations as neutrally loaded. Nevertheless, given that the
values of ‘hope’ and ‘despair’ are central to the axiology of the narrative, I have coded these
evaluations as instances of positive and negative Inclination (i.e. despair is coded as
Inclination – rather than Disinclination).

4.4.1.2 Judgement
The second category of Attitude, Judgement, involves opinions based on social standards of
acceptable behaviour or ethics. Consequently, to a greater extent than with Affect or
Appreciation, the expression of Judgement is strongly influenced by the norms and prevailing
ideologies of a given society and so represents a salient marker of an appraiser’s in-group
membership (Martin & White 2005: 52). In order to express an effective ethical voice in their
stylistic analyses, the ESML students’ needed to recognise Judgment in the narrative and
realise evaluations of Judgement in culturally consonant ways. Hence, their ability to
construct a voice of ethical discernment represents a key measure of the development of their
L2 voices in a specific genre and discourse domain.

Judgement in narratives
Evaluations of Judgement, especially invoked Judgement, are crucial to narratives, which
perform an implicit function of enculturating the audience into the values of a particular
society. It is because of this function that the narrative is considered a culturally privileged
genre: it effects ‘a special kind of instructiveness which is injunctive without being overtly
moralizing (Macken-Horarik 2003a: 286). The ‘mechanisms by which narratives ‘go to work’
on readers’ (Macken-Horarik 2003a: 285), involve developing their empathy (the province of
Affect) and positioning them to pass judgement on the behavior embodied by the
protagonists: ‘Characters become tokens for values. That is to say they represent values
dominant in the society’ (Rothery & Stenglin 2000: 227). However, the moral values
naturalised in the literary text are more likely to be invoked – in particular, by explicit and
implicit Affect, as noted above – rather than inscribed. This dynamic results in the
intertwining of a narrator’s or character’s emotive and adjudicating voice roles. Indeed, the
narrative’s higher order meanings and the problematic they cumulatively construct can only
be inferred through the reader’s ability to relate ‘one character’s words to his or her actions,
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one character’s judgements to another’s, a particular motif to the rest of the text, and so on
…’ (Macken-Horarik 1996: 184).

Categories of Judgement
Judgements involve a source (or appraiser) and a target (or appraisee). I focus below on the
categories and congruent and non-congruent realisations of explicit Judgement, since implicit
Judgement is triggered by the same linguistic (lexicogrammatical and co-textual) cues as
those discussed under basic options for implicit Affect above, while types of loadings, and
targets (1st or 3rd person) have also been outlined in relation to Affect.
Two categories of Judgement initially developed by Iedema et al. (1994) are displayed in
Figure 4.3. These are evaluations of:
i.

Social Esteem (or personal judgements) expressing admiration or criticism of
someone’s specialness (Normality), strengths (Capacity), and courage or
reliability (Tenacity), e.g.:
Naomi

ii.

It’s natural (normality +) and reasonable (capacity+) for Nellie to keep
looking (tenacity +) for Elaine …

Social Sanction (or moral judgements), which praise or condemn a person’s
honesty (Veracity), and ethics (Propriety). For instance, Naomi positively
appraises Nellie, the Aboriginal mother for her candour:
Naomi

… because she wants to tell the truth (veracity =) that Elaine is Aboriginal.

whereas another student criticises the Australian government’s treatment of
Aborigines:
Helen

… the white people treated the Aborigines in an inhumane way
(propriety –).
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Figure 4.3 Categories of Judgement
Normality (how unusual?)
Social esteem
ATTITUDE

Capacity (how capable?)
Tenacity (how resolute?)

JUDGEMENT
Veracity (how honest?)
Social sanction
Propriety (how ethical?)

Based on Martin & White 2005

Social networks are based on shared values of Esteem, whereas values of Sanction are those
that underpin institutional codes of behaviour, namely those sanctioned by the church and
state (Martin & White 2005: 52). Hence the extent and type of realisation of Judgement –
both the category to which it belongs, and its degree of directness – becomes a salient marker
of the speaker’s institutional position, and more broadly, her heteroglossic position (White
1997 in Coffin 2000: 275) – that is, how she positions herself in relation to other voices and
views, and to those of the audience in particular. More narrowly, as with all Attitude, the
interpretation of expressions of Judgement is dependent on the immediate context: for
example ‘justice’ in most contexts would constitute a positive evaluation of Sanction:
propriety, but it takes on an ironic meaning in the context of Aliénor’s comment that ‘…
justice was in the hands of white people’ (propriety –).

Explicit Judgement and its congruent and non-congruent realisations
Congruent realisations of Judgement are both lexical and grammatical. Lexical realisations of
Sanction are shown in Table 4.7 below. Grammatically, Social Esteem and Sanction are
realised, both congruently and as interpersonal metaphor, through different options in
Halliday’s system of modality within Mood (Halliday & Matthiessen 2004). Modality in SFL
is treated as made up of two sub-systems, as depicted in Figure 4.4: modalisation, used to
discuss the probability and usuality of propositions; and modulation, used to discuss the
obligation, inclination, and ability of proposals. Modalisation and modulation are both
expressed on a scale from high to low according to the degree of probability, usuality,
obligation or inclination involved.
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Table 4.7 Congruent lexical realisations of Judgement (Sanction)
Type
Quality

Congruent form
Example
epithet describing
It was foolish of him to return.
participants
attribute (adjectival)
A foolish man.
attribute (nominal)
A fool.
circumstance of manner He acted foolishly.
Process
material
He stole the code.
verbal
He lied.
Based on Martin 2000a, White 2001a, Martin & White 2005

Figure 4.4 shows the correspondence between types of modality and Judgement, as
summarised by Martin & White: ‘… normality is to usuality, as capacity is to ability, as
tenacity is to inclination, as veracity is to probability, as propriety is to obligation’ (2005: 54).

Figure 4.4 Relationship between modality and Judgement types
probability

truth

modalisation
MODALITY
TYPE

Social
sanction
usuality

fate

obligation

ethics

modulation

inclination

resolve

ability

capacity

Social
esteem

readiness
Based on Iedema et al. 1994 in Martin & White 2005: 54

Although most realisations of Judgement in the narrative and ESML stylistic analysis data are
lexical, I take up the modality-Judgement classification outlined in Figure 4.4 to deal with
expressions of congruent modality that explicitly or implicitly realise evaluations of Esteem.
Firstly, prosodies of Inclination associated with Nellie (e.g. the repetition of ‘want’ and
‘hope’) in the narrative, and their reconstrual in the students’ stylistic analyses, invoke an
evaluation of her persistence (Tenacity). A related trend involves grammatical expressions of
usuality (e.g. ‘always’) that realise evaluations of Normality – e.g. “Nellie had always been
the strong one”.

4.4.1.3 Appreciation
Like Judgement, the third sub-system of Attitude, Appreciation, encodes opinions or
institutionalised feelings, and has a source and a target. However, while the focus of
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Judgement is on human behaviour, Appreciation construes evaluations of ‘things’, including
natural phenomena (sunsets), and the processes and products of human behaviour, both
concrete (art, films, books, and performances), and abstract (relationships or qualities of life)
(Martin & Rose 2003). Because it evaluates phenomena rather than feelings or behaviours, a
defining characteristic of Appreciation is its ‘objectifying’ rather than interpersonalising
effect (Hood 2004: 120).
It is not surprising, then, that Appreciation is the preferred form of explicit Attitude expressed
in academic arguments (cf. Coffin 2000, Hood, 2004, Lee 2006, Nakamura 2009). Hood’s
analysis of published academic texts, for instance, showed that Appreciation made up
between 80% and 100% of instances of explicit Attitude and was also dominant among
implicit evaluations. Although less present in ‘The Letter’, the narrative analysed by the
ESML students, Appreciation is nevertheless central to the requirements of the stylistic
analysis task, namely, the need to understand and evaluate the composition of the text in
question in terms of its rhetorical effects on the reader and on her interpretation of the text’s
meanings. The need to construct an aesthetic voice is also the aspect of literary text response
that students appear to find most difficult to address (Rothery & Stenglin 2000, Zyngier &
Shepherd 2003).

Categories of Appreciation
I use the same parameters as those discussed in Affect and Judgement to analyse
Appreciation in my data set. I discuss below the main categories of Appreciation in relation
to their explicit and congruent realisations, and their borders with Judgement and Affect.
In the existing framework (as presented in Martin & White), the Appreciation system is made
up of aesthetic evaluations and evaluations of the social significance of phenomena. Subclassifications include evaluations of
i.

Reaction, that construe our individual reactions to phenomena, and particularly
our affective responses;

ii.

Composition, expressing our perceptions of the composition of these phenomena;
and

iii.

Valuation, encoding our (cognitive) assessments of the overall social significance
of things.
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However, of all categories of Attitude, Appreciation is most sensitive to context, such that its
network options have been repeatedly modified in Appraisal analyses to conform to
evaluation conventions of specific discourse contexts, texts and topics (e.g. Coffin 2000 in
historical discourse, Hommerberg & Don 2010 in wine reviews, Lee 2006 in academic
writing in the social sciences). Hence, while I retain the original Appreciation framework
developed by Martin (2000a), on the basis of preliminary analysis of the ESML data, each
sub-category has been substantially modified to meet the requirements of the stylistic analysis
genre and specific text under analysis. In particular I have adjusted and systematised the
existing Reaction sub-sets, and mapped additional sub-sets of Composition and Valuation.
These modifications and extensions are detailed below and depicted in Figure 4.5.

Figure 4.5 Revised Appreciation network options
Impact
Reaction

Quality
Balance
Complexity

Composition

Narrative Device

(type)

Foregrounding
Prominence
Backgrounding

Attitude

Appreciation
Authenticity
Consequence
Valuation

Expectedness
Possibility
Salience

(sphere
of
reference)

social
symbolic

Reaction
The first modifications to Appreciation concern evaluations of Reaction, which Martin and
White see as having an affective basis and as primarily referring to the power of a stimulus to
evoke a feeling in the appraiser. They distinguish between evaluations of Reaction that
express a phenomenon’s
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• Impact, e.g. ‘moving’, ‘touching’, and that answer the question, ‘did it grab me?’;
and
• Quality, e.g. ‘nice’, ‘vivid’, and that answer the question ‘did I like it’.
Furthermore, their Reaction: quality sub-set conflates more subjective evaluations of an entity
(‘good’, ‘bad’), and evaluations of the aesthetic qualities of the object of appreciation
(‘beautiful’, ‘ugly’) (See Martin & White 2005: 56-57).
Based on the ESML data, I have revised and elaborated the Reaction options around two sets
of distinctions:
1) a distinction between evaluations of Impact and Quality:
•

the Impact sub-set directly evaluates the rhetorical effects of particular
qualities of the appraised phenomenon (the narrative), e.g. ‘poignant’. This
sub-set directly answers the questions: ‘how did it affect me?’ or ‘how did I
find it?’.

•

the Quality sub-set directly evaluates qualities of the narrative, or of thematic
or compositional elements within it, and indirectly suggests their effects on the
reader or on characters within the narrative, e.g. ‘the difficult task of making
Elaine accept her origins’ evaluates the quality of the task but also suggests its
implications for Bessie who has been entrusted with it. Similarly, ‘the use of
short sentences … generates ‘a jerky rhythm’ explicitly evaluates the uneven,
irregular quality of the rhythm, but suggests its perceptual impact on the
reader. While ‘jerky’ might have been treated as an instance of Composition:
Balance (discussed below), the epithet already describes the effect of a
‘balancing’ compositional element (‘short sentences’). The Quality sub-set
directly answers the questions: ‘what is its distinctive or most noticeable
quality?’.

2) a distinction between evaluated qualities and responses depending on whether
their basis is:
•

emotional/aesthetic, e.g.
Naomi

•

… it is really moving to know that she keeps looking for Elaine
despite all the difficulties.

perceptual/conceptual, e.g.:
Aliénor

The absence of characters in the passage is striking.
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•

general, and more overtly subjective, e.g.:
Nellie

“I wanted you to have a better life than me.”

While ‘moving’ expresses a primarily emotional response (impact), ‘striking,
involves a perceptual term used metaphorically to describe a conceptual response
to the passage (impact), and Nellie’s “better” expresses a general, subjective
assessment (quality).
Although these distinctions between sub-sets may seem ‘finicky’, they were adopted in the
analysis in the first place because they create different voice qualities – the more direct
expression of rhetorical effects in evaluations of Impact renders them more forceful and
‘engaging’ than instances of the more ‘distancing’ Quality type; and secondly, because of
differences identified in patterns of distribution of particular choices within the ESML data

Composition
Secondly, I revise the Composition sub-type, which encompasses evaluations of the semiotic
or meaning-making resources that form the narrative. Martin’s classification of Composition
comprises two sub-sets:
i.

Balance, referring to the contrastive or harmonising nature of semiotic elements,
e.g.:
Ayami

ii.

On the other hand, paragraphs and sentences are shorter in Bessie’s [than
Nellie’s] narration.

Complexity, targeting the simplicity or intricacy of semiotic elements and their
effect on the ease or difficulty with which the reader understands the text, e.g.:
Aliénor

Moreover, the style is very simple …

I extend the Composition sub-type to capture evaluations of two other types of more finegrained compositional variables that play an important role in the semiosis of texts but are not
easily encompassed within the existing, more general Composition sub-categories
(Complexity and Balance):
i.

Narrative device, involving evaluations that target specific, usually widespread,
‘macro’ compositional elements used in a literary work:
Aliénor

… [the letter] is a device to reclaim her daughter …
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ii.

Prominence, referring to perceptually-based evaluations of the significance of
‘micro’ compositional elements, as opposed to conceptually-based evaluations of
significance (mapped as Valuation). Prominence is further sub-divided into:
• Foregrounding i.e. evaluations of emphasis through repetition of particular
items or features, like parallelisms or lexical groupings, e.g.:
Aliénor

Besides, she highlights her helplessness …

and
• Backgrounding, meaning a lack of emphasis through downplaying, rather
than simply ‘what is linguistically normal’ (Short 1996: 2) e.g.:
Aliénor

… the style is very simple, and sober …

Four comments need to be made with regard to these extensions. First, although Prominence
bears a relationship to the notion of Balance, I have developed a separate classification for
evaluations of this type: Foregrounding, in particular, is a salient technique in works of art
(including literary texts) and thus a key concept in stylistic analysis. It is often defined as
deviation from everyday language and has been found to be related to the reader’s aesthetic
appreciation (e.g. van Peer, Hakemulder, & Zyngier 2007). Hence, evaluations of
Prominence represent an important field-specific addition to the Appreciation framework.
Second, they scale semiotic elements in terms of their relative presence or absence rather than
in positive/negative terms, and are therefore coded as neutrally-loaded, like most Valuation
sub-categories, as described in the following section. Third, evaluations of Prominence are
often realised by verbal processes (e.g. ‘insists on’) or processes that may be classified as
either relational or verbal (e.g. ‘highlights’ and ‘emphasize’).
Fourth, the Narrative Device sub-category is problematic: while it refers to compositional
elements that enable or facilitate the construal of certain meanings in the narrative and/or
rhetorical effects, all instances of Narrative Device are necessarily implicit: closest to an
explicit instance of this kind is the term ‘device’ (used by Aliénor), which frequently carries
positive connotations *. I take the position, nevertheless, that the central task of the stylistic
*

Analysis of a random selection of instances of ‘device’ in 50 sentences from the 100 million word British

National Corpus indicates that the word carries positive connotations in 68% of instances, either as a result of its
explicitly evaluative collocates (e.g. a ‘clever/effective/ tremendously useful device’) or its role as a facilitating
phenomenon within the context described in the proposition (www.natcorp.ox.ac.uk). In the balance of
instances, ‘device’ carries bi-valent or neutral meanings, or negative ones in only 3 cases (6%).
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analyst is to analyse, and implicitly, to evaluate, the linguistic/stylistic means by which the
writer/artist crafts the narrative’s ideational and interpersonal meanings as well as the
aesthetic/rhetorical effects of the semiotic process. From this perspective, it can be argued
that there is an evaluative rather than a purely analytical purpose involved in the writer’s
selective focus on specific compositional elements from among all the ‘meaning potential’
within the narrative. Further, I argue that proficient student analysts like Aliénor are able to
recognise and realise this ‘unwritten’ requirement in their arguments, sometimes in a single
move as discussed further in Chapter 6. Moreover, while some aesthetic evaluations,
particularly instances of Reaction, may be articulated explicitly, e.g. ‘The absence of the
characters in the text is striking’, preliminary analysis of the ESML data indicated that many
are not.

Valuation
Valuation, the Appreciation sub-type most closely related to cognition, is made up of the
resources for evaluating the social worth of natural and man-made entities and phenomena,
including ideas and material circumstances. Assessments of social Valuation, like those of
Judgements are tied to social conventions, but whereas the latter are mostly strongly shaped
at the context of culture level, the expression of Valuation is particularly sensitive to the Field
variable at the level of the context of situation and the different criteria against which
phenomena are evaluated in different discourse domains. Thus, at the context of situation
level, my extension of the Valuation sub-type was shaped by the specific stylistic analysis
task to which the ESML participants responded and the data it generated. I outline below my
reclassification and elaboration of five sub-sets of Valuation resources and two potential
Spheres of reference, one social (outside the literary text) and one symbolic (within the text).

Sub-sets of Valuation
My extension of the Valuation sub-system includes evaluations of
i.

Authenticity, based on a categorisation sketched by White (1998) and developed
by Coffin as evaluations of the ‘Validity’ or reliability of sources in history texts
(2000) and later by Lee (2006: 87) in academic writing in the social sciences. In
the ESML data, Authenticity is congruently realised as a quality like ‘real’,
‘authentic’ and ‘own’, but is often expressed implicitly as nominalised GM
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describing experiential or conceptual meanings (like ‘identity’, ‘self-discovery’)
and lexical metaphors (‘family ties’, ‘ties of blood’, ‘roots’):
Aliénor

… the daughter’s reaction, which is the denying of her aboriginality
(t-authenticity social =)

ii.

Consequence, expanding White’s notion of evaluations of ‘social harm’ (1998:
44) to include the opposing value of ‘benefit’, e.g.:
Aliénor

… [the letter] leads to the revival of hope (consequence symbolic +)

Susanne

… it gives us an impression what harm the so called Aboriginies
[sic] Protection Board did to the Aboriginal people
(consequence social –).

iii.

Expectedness, based on Bednarek’s classification of evaluative standards that are
not easily classifiable as either aesthetic or ethical (2009: 173). For instance, in the
example below, ‘supernatural’ lexicalises the notion of counter-expectancy, e.g.:
Aliénor

And there is this supernatural event (unexpectedness social &
symbolic =) …

iv.

Possibility, which shares the same ‘fuzzy’ characteristics as evaluations of
Expectedness, e.g.
Aliénor

It is rationally impossible (impossibility social & symbolic ==).

The last two examples both express the idea that the event evaluated could not
have occurred in reality (i.e. the social sphere) but is also beyond the realm of the
‘normal’ or rational within the world of the narrative. Similarly, following the
pattern applied to coding Dis/Inclination, as described above, both examples are
given

neutral

loadings

because

they

combine

negated

meanings

of

Unexpectedness or Impossibility with a positive evaluation of the composition of
the narrative.
v.

Salience assesses the overall social significance of the narrative’s meanings and
composition, and the symbolic importance of elements of its composition.
Salience is congruently realised as ‘quality’, but is frequently nominalised, e.g.:
Aliénor

the verb “desert” … has a high loadedness … (salience social =,
t- reaction =)
I would like to concentrate on a central (salience symbolic =) aspect of the
text, which is the key importance (salience symbolic =) of the letter.

In the first example, Salience is used to evaluate the narrative in relation to social
norms, in this instance the strongly negative connotations conventionally
associated with the verb ‘desert’. The neutral loading of the evaluations reflects
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the negative meaning of ‘desert’ as well as Aliénor’s positive evaluation of this
word choice and its rhetorical effect. In contrast, in the second example, the
intensified epithet ‘central’ and the doubly intensified noun ‘importance’
explicitly evaluate the symbolic significance of Nellie’s letter as a narrative device
within the semiosis of the literary text.
While evaluations of Consequence are mostly coded as positive or negative, the other
Valuation sub-sets frequently attract neutral codings, following Bednarek (2009), because
they may not necessarily be classed as good or bad. For instance, Salience, Expectedness and
Possibility are scaled on a continuum from high to low, with negative Salience denoting low
social significance or worth, and negative Expectedness and Possibility denoting phenomena
that are unexpected or impossible. While the notion of Authenticity, like ‘truth’, suggests an
inherently positive connotation, it may also comprise negative aspects. I have therefore coded
instances of this type as neutral, unless they convey ‘inauthencity’ as in Nellie’s daughter’s
belief that she was white, e.g.:
Aliénor She had been raised by a family, thinking it was hers … (t-authenticity –)

The four extended Valuation sub-categories emerged directly from the meanings construed in
‘The Letter’ and ‘re-envoiced’ in the ESML arguments. However, it is very likely that values
of Authenticity, Consequence, Expectedness and Possibility are to be found in other literary
texts and responses to them, and that they may well have a broader relevance. By
comparison, the existing Salience sub-type and the proposed social/symbolic distinction
appear to reflect the needs of the discipline of stylistics in general and the literary stylistic
analysis as a genre in particular. These two spheres can be related to Halliday’s description of
the two field orders of discourse in fictional texts (1978), the 1st order concerning the context
of situation and the relationship between the author and the reader, and the 2nd order being
the social action within the world of the narrative. Similarly, evaluations of social
significance assess the narrative’s content and composition to norms within the social context
(1st field order), whereas evaluations of symbolic importance assess the significance of
specific elements of the narrative’s composition in relation to the whole text and the world it
evokes (the 2nd field order).
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Congruent forms of Appreciation
Finally, as can be seen from the preceding overview, the adjective is the congruent form of
Appreciation: e.g. ‘moving’ ‘simple’ ‘dominant’

Summary
The Attitude system primarily provides a lens for viewing the social and individual
dimensions of the writer’s self-portrayal, and less directly, her alignment of the imagined
reader on the basis of their shared views and values. The overview highlights the fine-grained
description of voice made possible by the sub-categorisation or regionalisation of values of
Affect, Judgement and Appreciation, and by further classification of network options within
each sub-system. The preceding discussion additionally evaluates the significance of each
region of Attitude within the narrative and stylistic analysis genres, and explains the
modifications and extensions made to the Affect sub-system and above all to Appreciation.
Extended categories of Appreciation attempt to capture evaluations of linguistic/stylistic
features deployed in the composition of a literary text, their rhetorical effects and social or
symbolic significance. In the case of Valuation sub sets, these innovations relate in the first
instance to the needs posed by the specific narrative that the ESML students analysed,
although they seem likely to have a more broader applicability. However, the correspondence
between the social and symbolic spheres of relevance of Valuation resources and Halliday’s
classification of the two orders of discourse in literary texts suggests the relevance of this
innovation to the domain of pedagogical stylistics and to the analysis of aesthetic artefacts
more generally. Furthermore, the overview underlines the intricate and the linguistically
principled nature of the Attitude system by classifying congruent explicit realisations for each
region, and by extending existing classifications of implicit evaluation to account for the
lexicogrammatical and co-textual cues and/ or intertextual and contextual meanings that
trigger implicit evaluations and their differing degrees of dependence on the coder’s reading
position. As in the Involvement system, figurative language turns out to be important in the
Attitude system, this time as a linguistic trigger that provokes implicit evaluation.

4.4.2. Graduation
Graduation, the second

APPRAISAL

system, comprises two sets of resources for scaling

gradable and ungraded semantic categories:
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i.

expressions of Force intensify or downtone evaluations of people or things
(e.g. a significant or trivial problem);

ii.

expressions of Focus sharpen (“… she’s your own aunty”) or soften (‘a kind of
confession’) the core meaning of experiential (non-attitudinal) meanings,
rendering them gradable (White 1998, 2001b).

Graduation is important in the present study because it has a significant effect on the
construction of the expressive and conative functions of the writer’s voice. Expressions of
Force adjust the strength of the writer’s commitment to an attitude, and the corresponding
risk for the interlocutor to question or challenge the writer’s position. Similarly, by scaling
experiential (vs. evaluative) meanings, instances of Force convey the subjective value of
these meanings for the writer and interpersonalise them. For instance, the number in the
following example invokes (affords) an evaluation of the success and significance of
Morgan’s book:
Helen

… My Place, written by Sally Morgan, … has sold 500000 copies …
(t-salience social +)

Depending on the degree and type of Graduation resources used, the writer’s social and
individual identities are projected as more or less authoritative and confident, rendering her
argument more or less persuasive and thus positioning the ideal reader in more or less
assertive or subtle ways.
The Graduation framework used in the analysis of the ESML data is primarily based on
extensions of work on amplification (Martin 1992, Eggins & Slade 1997) by White (1998,
2001b) and Hood (2004, 2010). Key Graduation resources are set out below.

4.4.2.1 Focus
The two sub-sets of Focus resources depicted in Figure 4.6
•

sharpen or blur the categorical boundaries of non-gradable entities, rendering them
gradable; and

•

grade processes on a cline of fulfilment (Hood 2010).

Resources in the first sub-set include epithets that adjust the categorical boundaries between
entities (such as things, people, qualities and numbers) along two main parameters: degrees
of authenticity or ‘real-ness’ (Hood 2004: 99), and degrees of specificity. Resources of
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fulfilment scale processes according to their degree of completion and realisation (the extent
to which they are realis or irrealis). While their effect is more subtle than that of graders of
Force, Focus resources nevertheless modulate the ‘volume’ and assertiveness of the writer’s
voice by making her commitment to the information she is presenting ‘negotiable’ (Martin &
Rose 2003: 43), and so contribute to the projection of the writer’s identity, and the
positioning of readers. Commitment is normally increased by sharpening the core meanings
of evaluative words, and decreased by ‘vague words’ (Channell 1994) that blur the
boundaries of experiential categories.

Figure 4.6 Graduation: Focus: Sub-sets
Force …
Authenticity

what really happened

Specificity

a particular message

Completion

I will attempt to show
I have shown

Realisation

suggest Vs. prove

Valeur
GRADUATION

Focus

(type)
Fulfilment

sharpen the drama in question
(scale)
soften
Based on Hood 2004, 2010, Martin & White 2005

a kind of courage

4.4.2.2 Force
Figure 4.7 illustrates the three types of resources that raise or lower the force of the speaker’s
commitment to the utterance – namely expressions of intensification, enhancement and
quantification – and the three modes for realising intensification and quantification – isolating
or infused graders and repetition. Each type and mode is outlined below.
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Figure 4.7 Graduation Force: Sub-sets and modes
Intensification
Force
(type)

Enhancement
Quantification
Isolating

Graduation

Force
(mode)

Infused
Repetition
raise

(scale)
lower
Focus …
Based on Hood 2004, 2010, Martin & White 2005

A. Intensification
As shown in Table 4.8, intensifiers grade qualities, processes and expressions of modality.
Intensification may be carried out by:
•

isolating graders, or grammatical items with a primary grading function, including
premodifying adjectives (e.g. slightly, quite, very), adverbs (e.g. much, strongly), and
‘maximisers’, that is, superlatives (e.g. completely, above all) and expressions of high
usuality (always, never);

•

infused graders, or lexical items that fuse evaluative meanings with a grading function
(e.g. ‘yearning’ expresses a high degree of Affect: Inclination), including ‘evaluatory’
items (White 1998) that intensify the attitudinal colouring of statements to a high
pitch, e.g. the doubly intensified expression, ‘the desperate cry’ (Affect: insecurity);
and

•

repetition, at the sentence or discourse semantic levels, of identical or semantically
similar expressions – both individual items and through techniques such as listing and
parallelism.

As in previous tables, double inverted commas around examples in Table 4.8 signal that they
are quotations from ‘The Letter’.
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Table 4.8 Force: Intensification in isolating, infused and repetition modes
Category
Qualities

Isolating mode
The feelings were a bit too
weak ….

Infused mode
a vivid description …
… mutually exclusive desires

Processes

... she strongly believes …

…
she
highlights
helplessness

Modality

Nellie never gives up …

… tending to give up

her

Repetition
… all the more touching … all
the more sincere
… confused, depressed and
hopeless
“He didn’t want you brought up
as one of our people. I didn’t
want to let you go ...”.
Repetition of the verb ‘want’
throughout Nellie’s letter
“Nellie had always been the
strong one … She’d always
believed that one day Elaine
would come home.”

Based on Martin & White 2005, ‘The Letter’ (Morgan 1990), ESML data

B. Enhancement
Although Halliday uses the term ‘enhancement’ to refer to consequential logical relations
between parts of a text, Hood defines enhancement (or ‘enrichment’ in Martin 1997, Eggins
& Slade 1997, Rothery & Stenglin 2000) as the fusion of a material process with a
circumstance of manner, conveying a sense of the ‘vigour’ with which a process is carried out
(2004). Enhancement is common in figurative language, particularly lexical metaphors – e.g.
‘the verb … launches the action forward’) and similes – e.g. ‘[I] cry like a baby’ (Naomi
N1.2); and in attitudinally loaded circumstances of manner – e.g. “I pressed the lid down
firmly …” expresses Bessie’s frustration. I extend Hood’s enhancement category to include
rhetorical questions and all figurative language since, unless the latter have become fixed
expressions, they retain an interpersonal charge.

C. Quantification
Quantification network options are informed by Hood’s insights into these resources (2004,
2010) which are commonly used in academic discourse to invoke evaluations of degrees of
significance and so to persuade the reader to the writer’s point of view (e.g. ‘many studies’
Vs. ‘little attention’). Quantifiers fuse the interpersonal function of scaling intensity with the
experiential function of counting. They grade entities through imprecise measurements that
are determined subjectively by the speaker, or precise and ostensibly more objective
measurements of their amount or number, mass or presence, and extent or proximity and
scope in time or space. Quantification shares the same modes as intensification, but is mainly
expressed by isolating graders (Figure 4.8 below).
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Figure 4.8 Graduation Force: Quantification: Modes and sub-types
Intensification …
Enhancement …
amount (non-specific)
no sign of any sense of tragedy
number (non-specific or specific)
Several sentences …
the colour “white” is repeated four times
mass or presence
“a big secret”
The style … is … bare of hyperbolic metaphors
time
immediately
proximity
space
extent
“very close to me”

Isolating
Graduation
Force
Quantification
(entities)

time
all her life
scope
space
universal themes
nouns
[T]he predominance of the past simple
Infused
processes
the colour “white” is repeated [four times]
Repetition

“She’d gone over and over every word”.

Based on Hood 2004, 2010, Martin & White 2005

Figure 4.9 (below) sets out the whole Graduation framework as it is used in this study.
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Figure 4.9 Overview of the Graduation framework
Intensification

Enhancement …
amount (non-specific)
Force
(type)

number (non-specific or specific)
mass or presence
Quantification
(entities)

time
proximity
space
extent
time
scope
space

Isolating
Graduation
Force
(mode)

Infused
Repetition

Force
(scale)

raise
lower
Authenticity
Valeur

Focus
(type)

Specificity
Completion
Fulfilment
Realisation

Focus
(scale)

sharpen
soften

Based on Martin & White 2005, Hood 2004, 2010

Summary
As a voice tool, the Graduation system combines with Attitude resources to provide a picture
of the relative confidence or authority of the writer’s self-portrayal, and with Engagement
resources to describe the degree of assertiveness or negotiability with which she aligns the

202

Chapter 4 Tools for analysing voice

imagined reader to her point of view. Graduation resources also play a crucial role as triggers
and indicators of implicit evaluation. In this respect, as with Involvement, I extend
Graduation to account for figurative language – lexical metaphor in particular boosts
evaluative meanings.

4.4.3 Engagement
Just as Graduation is interwoven with the expression of values through Attitude, so it is
closely allied with the third Appraisal system, Engagement (Martin & White 2005, White
1998). Of all the interpersonal resources that fulfil a conative function in my model of voice,
Engagement strategies most directly align the imagined reader to the writer’s argument. As
discussed in §4.3 and §4.4.1, alignment is also covertly performed by the expression of
Attitude and Involvement resources which mainly establish relations of solidarity between
the writer and imagined reader by respectively implying their shared values and views, and
their complementary identities and affiliations. On the other hand, Engagement strategies
align the imagined reader by enabling the writer to assert her position, or to acknowledge its
negotiability by explicitly or implicitly referencing diverse, existing and potential, views and
voices in the discourse community, including those of the imagined reader:
The framework groups together … the means for the authorial voice to position itself with respect
to, and hence to ‘engage’ with, the other voices and alternative positions construed as being in
play in the current communicative context.

(Martin & White 2005: 94)
Simultaneously, Engagement strategies, in combination with Graduation, indirectly perform
an expressive function. By signalling the degree of the writer’s commitment to the validity of
her own propositions and those of others, these resources modulate the quality of her voice,
intensifying or minimising its assertiveness or persuasiveness, and thus portraying the writer
as a more or less confident and strategic rhetor, which in turn construes the persona she
projects as more or less credible. For instance, as described in Chapter 3, Aliénor’s
categorical (monoglossic) interpretations endowed her voice with authority, whereas Naomi’s
use of modality (Heterogloss) in ‘Both of them may be aboriginals’ construes her
interpretation as negotiable, but its inappropriateness for a lower order (more accessible)
meaning in the narrative, gives her a ‘shaky’ voice that reduces her disciplinary credibility.
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Most Appraisal-based voice analyses in academic discourse have foregrounded the use of
Engagement strategies by novice or published writers to negotiate their views in relation to
the discourse community with which they seek to be identified. In particular, these studies
have examined the writer’s explicit incorporation of other voices from the community in
question (e.g. Chattergee 2007, Lee 2006, Nakamura 2009, Swain 2007, Tang 2009). In the
present study, however, I focus more on Attitude and Graduation analyses than on analysis of
Engagement resources. In one sense, the ESML stylistic analysis task is profoundly
intertextual since, as Bakhtin states, it is ‘a double-voiced narration of another’s words’
(1934-5/1981: 341) and also carries the ‘taste’ of more abstract discoursal voices of stylistics
and social voices of the argument genre. In another sense, however, the task was less
dialogical, since the students were asked to support their individual interpretation of the
semiosis of the narrative extract by reference to the voices in the narrative – and not to other
theoretical voices and views – and to their linguistic/stylistic and world knowledge. In other
words, the ESML stylistic analysis task was designed to strengthen the writers’ skills in
arguing their own point of view and thus in naturalising a reading position that could
persuade an academic audience to align with their argument.
Despite the reduced dialogicality of the ESML task, Engagement strategies, along with the
other voice analysis tools in the proposed model, can still be used to trace the presence in the
students’ writing of ‘other’ voices – i.e. voices from the narrative, genre-based and discoursal
voices and non-specified heteroglossic voices, potentially including those of the projected
readership. However, although I use the Engagement analysis to reveal the writer’s dialogical
positioning in their texts, I tend to foreground the role of these strategies in portraying the
writer. Thus I focus on their effects on the relative negotiability of her utterances, the
qualities they contribute to her voice/s (more or less assertive, persuasive, coercive) and
therefore on the projection of her identities. In addition, as with the Attitude and Graduation
analyses, I compare the writer’s preferred Engagement choices to those in the ‘The Letter’.
Furthermore, although I have extended and refined the Monogloss and Attribution categories
of the existing Engagement system to account for the specific requirements of the task type
and data set, the full inclusion of this aspect of the research goes beyond the limits of the
study, particularly given the in-depth and already complex nature of other aspects of the
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Appraisal analysis. Consequently, the outline of the Engagement framework below is less
detailed than the overview of the other Appraisal systems.

4.4.3.1 Categories of Engagement
As depicted in Figure 4.10, Martin & White draw a primary distinction (2005) between two
categories of Engagement, namely:
•

Monogloss (or ‘averral’, following Sinclair 1986) or a bare assertion by the writer
that neither references nor engages with other voices or viewpoints, and that assumes
the reader’s convergence with the expressed worldview; and

•

Heterogloss or a proposition that implicitly or explicitly acknowledges the existence
of other voices and worldviews and the reader’s potential divergence from the
writer’s position. (Sinclair refers to explicit references to other sources as
‘attribution’).

Figure 4.10 Categories of Engagement
Monogloss
ENGAGEMENT
Heterogloss
Source: Martin & White 2005

Monogloss
Monoglossic or ‘single-voiced’ propositions are especially important in the ESML stylistic
analysis task, since as mentioned earlier, the students were not required to engage with other
voices apart from those in the narrative extract they analysed. From a truth value perspective,
Monogloss is ‘intersubjectively neutral, objective or even factual’ (Martin & White 2005: 99)
and the writer is responsible for a proposition’s truth value. From a dialogistic perspective,
Monogloss is highly strategic in positioning the reader to be unproblematically aligned with
the writer’s voice. Nevertheless, according to Bakhtin, there are degrees of Monogloss: ‘…
monoglossia is always in essence relative’ (1934-5/1981: 66). For instance, Martin and White
identify two types of undialogised discourse (Figure 4.11):
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i.

Presupposition, or ‘factual’ assertions that are presented as axiological truths
or values held by the writer and assumed to be shared by the reader; and

ii.

‘Focal’ propositions that are presented as subjects for ‘discussion and
argumentation’ (Martin & White 2005: 101), do not assume that the reader
will necessarily share the writer’s position, and thus that s/he needs to be
persuaded of its validity. Focal Monogloss is usually more evaluative and
precedes (or follows) a number of points raised in support of an argument.

Figure 4.11 Engagement: Monogloss options
presupposition

“That was the law”.

focal assertions

The past is the main issue of Nellie’s letter. … She gives
information about time … about space. Nellie wants her
daughter to know the circumstances of their separation …

Monogloss
Engagement
Heterogloss …
Based on Martin & White 2005

Following Miller (2004), I argue that depending on their location and meanings, both types of
Monogloss may build solidarity and/or power with the reader.
On the basis of preliminary analysis of the ESML data, I build on a gradience of averral
developed by Hunston (2000) and extended by Bednarek (2006) to further sub-categorise
presupposition and focal Monogloss to capture what Bakhtin called the ‘double-voiced’ or
‘mixed character’ of the stylistic analysis. Hunston elaborates Sinclair’s distinction between a
‘fact’ or averral (‘the verbal assertion that something is the case’) which is sourced to the
writer’s voice, and an attribution to other voices or sources (Sinclair 1986: 57 in Hunston
2000: 184). She proposes a gradience of averral, discriminating between non-sourced averral,
where the writer is deemed responsible for the statement’s truth value, and sourced averral,
where the evidence – and thus the responsibility – for the truth of the statement purportedly
lies outside the sentence (2000: 192). She gives the example of:
Peter O’Toole is a born romantic; this much is clear from this beguiling second volume of a set
of memoirs that looks likely to last to infinity.

where the book referred to is the presumed source of the averral.
Hence, I distinguish between:
•

Unsourced Monogloss in which the writer is assumed to be responsible for the
proposition and the attitudes it expresses; and
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•

Sourced Monogloss in which an utterance appears to be sourced to the voices of the
narrative’s author or narrators in the case of the ESML stylistic analysis. However it
is a monoglossic attribution in the sense that the views expressed are not dialogistic –
while other voices may be present, no space is given to views or interpretations other
than those of the writer. Grammatically, the utterances may contain processes of
verbal (‘insist’, ‘repeat’), mental (‘want’, ‘prefer’), relational (‘refers to’,
‘highlights’), or metaphorical material types (e.g. ‘deals with’, ‘gives information
about’) that are used to report or ‘re-envoice’ the words, thoughts and feelings of
protagonists in the narrative in a complement or dependent clause or in an interdependent projected clause that would normally be treated as an Attribution (see
below), e.g.:
She gives information about time … (report)
She realizes she cannot give up (projection)

Finally, two sub-sets of Sourced Monogloss may be distinguished: reports mediated
by verbal, mental and other process types just mentioned, and those that are
unmediated and take the reader directly into the minds of the characters (See Figure
4.12 below).

Figure 4.12 Extended Monogloss options
Presupposition
Focal
Unsourced

The absence of adjectives, adverbs is striking.

Monogloss
Engagement

Mediated
Sourced

The text broaches universal themes,
such as … the suffering of a mother..,
the fear of the daughter who does not
want to hear about her <shameful> past

Unmediated She wants to justify herself.
Heterogloss …

Sourced Monogloss is particularly strategic in that the writer may recast her own
interpretations of the meanings of the literary text as facts, as in the case of Aliénor’s
assertion about the daughter’s fear in the example above.
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Heterogloss
Rather than assuming the reader’s solidarity as with Monogloss, dialogised discourse seeks to
align the reader to the writer’s position more assertively, by closing down the space of the
text to alternative voices and views (contract), or more persuasively by opening up the text to
potentially divergent views (expand) (Figure 4.13).

Figure 4.13 Heterogloss options
Monogloss …
contract
ENGAGEMENT

Heterogloss
expand

Source: Martin and White 2005

A. Contraction
As shown in Figure 4.14 below, a basic distinction is drawn between
•

assertive Disclaim strategies that allow the writer to overtly or covertly introduce
alternative viewpoints into the text, but then to reject (Deny) or more subtly, to
explicitly or implicitly counter them (Counter-expectation) in order to align the
projected reader to the writer’s position; and

•

more covert Proclaim strategies that emphasise the validity of the writer’s position
over all others and attempt to disalign the reader from taking up alternative positions
without ever articulating them. The ESML data contains resources that proclaim the
writer’s position
-

by asserting it (Pronounce) more or less subjectively or objectively, explicitly
or implicitly according to Halliday’s Orientation matrix, which displays
relations of subjectivity and objectivity and their explicit or implicit
realisations (Halliday & Matthiessen 2004: 619ff.)

-

more covertly, by explicitly or implicitly invoking the logic of cause and
effect to explain or justify evaluations (Expectation)

-

even more covertly, by presenting her views as sourced to and authorised by
an external voice (Endorse) through realisations that make the proposition
sound ‘factual’ and ‘scientific’. Endorse sits on the border between Contract
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and Expand but is highly contractive, excluding counter-positions to the
writer’s.

Figure 4.14 Heterogloss (contract): Disclaim and proclaim
Deny

“I didn’t want to let you go, but I
didn’t have any choice”.

Counter

the letter … makes possible a
reconciliation between Elaine and her
roots even after her death’.

Pronounce

As I said before, there are two
protagonists in this passage.

Expect

… the style is very simple … which
makes it all the more touching because
it makes it all the more sincere.

Endorse

The very short sentence “That was the
law” demonstrates the power of white
people.

Disclaim

Heterogloss

contract
Proclaim

expand …
Based on Martin & White 2005

The table in Appendix 22 summarises these contractive sub-types, their mode of operation
(aligning or disaligning) on a cline from more assertive to more persuasive, and their
congruent realisations (Vol. 2, p. 71) . While subjectively, each of these strategy types and
sub-types contributes different degrees of subjectivity and assertiveness to the writer’s voice,
intersubjectively, the upshot of Disclaim and Proclaim strategies is the same: by signalling a
preference for her own position, the writer increases the interpersonal risk for the reader of
challenging or questioning her view.

B. Expansion
Expansion options are of two types:
i.

Entertain resources construct a proposition as contingent on the writer’s
opinion and therefore open to alternative interpretations or to negotiation
through the language of modality – mapped within SFL as modalisation
(probability and usuality) and modulation (obligation, inclination and
capacity) – and evidentiality meanings (deduction, appearance, hearsay, or
other sensory perceptions) (Figure 4.15 below).
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Figure 4.15 Heterogloss (expand): Entertain
contract …

Heterogloss

modality

These themes could be condensed in one main idea…

evidentiality

the reader seem[s] to act as one of the
character[s] in the story

Entertain
expand
Attribute …

Adapted from Martin & White 2005, Coffin 2000

ii.

Attribute options introduce external voices and viewpoints into the text
directly through quotation of their words or thoughts (insert) or through
incorporation of their words in paraphrase (assimilate). Nevertheless, as noted
above, I have modified the existing Engagement framework by classifying
assimilated Attributions as Sourced Monogloss since in the stylistic analysis
argument they are almost entirely sourced to the narrative, and explicitly or
implicitly endorse the writer’s interpretation rather than opening the text to
diverse views. Hence only inserted Attribution is included in my framework
(Figure 4.16).
Attribution is ‘extravocalised’, unlike all other Engagement strategies, which
are ‘intravocalised’ or predominantly sourced to the writer’s voice. However,
Attribution is always double-voiced, since external voices are inserted into and
assimilated within the text through the writer’s voice, and via lexical resources
that form a continuum that scales the writer’s engagement with the projected
utterance. Martin and White propose two degrees of engagement:
acknowledge, allowing the writer to remain neutral or support the cited value
position and thus playing a greater or lesser role in aligning the reader to the
same position; and distance, signalling little or no support by the writer and
opening the text up to other non-specified voices.
Congruent and incongruent realisations of Attribution: acknowledge in the
data include projection resources – verbal (say, tell,) and mental (believe,
hear, think) processes and projected speech acts (the extract, the sentence, the
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adjective). The only realisations of Attribution: distance in the data are scare
quotes.

Figure 4.16

Heterogloss (expand): Attribute
contract ….
Entertain …

insert
expand
Heterogloss

the colour “white” is repeated four times …

Attribute
(type)
(assimilate = Sourced Monogloss)
(She realizes that she cannot give up …)
Attribute
(scale)

acknowledge

“You were so fair”, Nellie says.

distance

the daughter who does not want to hear
about her <shameful> past …

Adapted from Martin & White 2005

Again, however, I have modified the Attribution sub-set to account for the special nature of
the stylistic analysis and the revised Sourced Monogloss category described above. Thus, I
map additional degrees of writer engagement or commitment to utterances and ideas sourced
to external voices. Building on Hood’s example (2004), I treat distance and acknowledge
options as part of a cline of factivity extending from Attribution to Sourced Monogloss as
featured in Figure 4.17. At the more open end of the continuum is the direct Attribution of
views expressed by other voices. As the cline passes through the regions of Entertain and
contractive strategies to Sourced Monogloss, the external voices are ‘annexed’ by the writer’s
voice (intravocalised) and expressed with increasing degrees of assertiveness/authority and
decreasing degrees of negotiability. Nevertheless, I note that even ‘acknowledging’
Attribution projected by a neutral verb like ‘says’ can perform an ‘authorising’ function, as in
the example below e.g.:
From the very beginning, everything is problematic. “You were so fair”, Nellie says. Neither
black, nor white, she is half-caste.

Here, Aliénor refers to the difficulties associated with being of mixed racial origins in the
context of the stolen generations policy. She cites Nellie’s statement from the narrative to
adduce her view. Her third proposition not only elaborates the meanings of the word
‘problematic’ and of the attribution – i.e. the bitter-sweet connotations of Nellie’s daughter’s
‘fairness’ – but also strongly reinforces Aliénor’s argument through two expressions of
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Denial (‘Neither’, ‘nor’) that refute any alternative interpretations of the narrative or of the
citation.

Figure 4.17

Engagement: Monogloss and Heterogloss resources on a cline of factivity
Monogloss

Monogloss
Sourced Monogloss

She realizes that she cannot give up …

Disclaim …
contract

Pronounce
Proclaim

The repetition of “It was no use” clearly shows
the discouragement of the auntie

Expect

Cline of factivity

Endorse
Heterogloss
Entertain
expand

The very short sentence “That was the law”
demonstrates the power of white people …

the adjectives “faded” and “worn” suggest
despair and lack of faith in the future

acknowledge

says, states

distance

<shameful>, <boong>

Attribute
Adapted from Martin & White 2005, Hood 2004

Summary
Engagement strategies in conjunction with Graduation primarily perform the conative
function of voice, aligning the imagined reader to the writer’s position more or less
authoritatively or persuasive depending on whether evaluations are presented as factual
(monoglossic) or as more or less negotiable (heteroglossic). These voice qualities in turn
contribute to the projection of social, and to a lesser extent, individual, dimensions of the
writer’s identities. The elaboration of the existing Engagement system foregrounds
extensions to the Monogloss and Attribution network options that I developed to meet the
requirements of the global disciplinary culture of pedagogical stylistics and specifically the
stylistic analysis genre.

4.4.3.2 Self- and reader-reference markers
Furthermore, for the purposes of my model of voice, I incorporate self- and reader-references
within the Appraisal system and specifically within Engagement, as elaborated below. I
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examine the following categories of self- and reader-reference features in the voice analysis
of the ESML data:
•

personal pronouns, as subject (e.g. ‘I’, ‘we’, ‘they’), as object (e.g. ‘me’, ‘us’)

•

the indefinite or impersonal pronoun, ‘one’;

•

possessive determiners (e.g. ‘my’, ‘our’) and

•

‘metaphors of modality’ (Halliday & Matthiessen 2004: 613ff.), which ‘dissimulate’
the writer’s opinion and project it onto others through
-

expressions such as ‘the reader’, and

-

‘universalising’ anticipatory ‘it’ clauses that are in fact mental projections
from which the senser is eliminated (following Iedema et al. 1994: 223), e.g.:
‘And it’s interesting to analyse the daughter’s reaction’ is an abbreviation of
‘I think it’s interesting …’.

As outlined in the literature review, personal pronouns are treated as key evaluative resources
in Pragmatic approaches to voice (e.g. Hyland 2005, 2007, Lorès-Sanz 2011, Sanderson
2008). Within SFL, Halliday classifies personal and impersonal pronouns as a system of
resources that represent ‘the world according to the speaker, in the context of a speech
exchange’ (Halliday & Matthiessen 2004: 325). Because they function as reference resources,
they play an important role in creating cohesion in texts, as viewed from the perspective of
the textual metafunction. On the other hand, metaphors of modality are discussed within the
interpersonal metafunction as creating the writer’s angle on the proposition.
Nevertheless, to date, the Engagement framework does not account for these markers in a
systematic way, as noted by Miller (2004) and Bednarek (Chapter 3, 2006). Personal
pronouns have been discussed incidentally as they relate to Entertain (‘I think …’) and
Pronounce (‘I contend that …’) strategies, but not, as Bednarek says, in relation to
Attribution (e.g. ‘I hear that …’) . Anticipatory ‘it’ clauses have also been discussed as
obscuring or depersonalising the writer’s voice (e.g. Martin & White 2005: 130) and so
implying the objectivity of research findings, the appropriateness of a technique used, or the
wider significance of results (Hyland & Tse 2005: 55). However, judging by the ambiguity
involved in coding expressions like ‘I think’ or ‘To me …’ as instances of Entertain or of
Pronounce (see §4.4.5.3 below), further work needs to be done to integrate self- and reader
references within Engagement.
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From a voice perspective, this thesis makes three moves towards such a development. First, I
draw on Coffin and Mayor in classifying these reference markers according to whether they
index a single subjectivity (e.g. first person singular pronouns), a ‘joint’ (2003: 245) or social
subjectivity that includes the writer, the reader of her analysis and potential others who are
assumed to have read the narrative (e.g. ‘us’), or a ‘collective’ or multiple social subjectivity
that includes anyone who may or may not have read the narrative (e.g. ‘one’, ‘the reader’,
‘we’, ‘it is …’, ‘people’).
Second, I relate the individual/social subjectivity classification to Halliday’s Orientation
matrix (p.208 above), as displayed on a cline of subjectivity in Figure 4.18. The figure shows
that singular personals indexing an individual subjectivity are most explicitly subjective,
while reference markers that index a joint subjectivity are less so. At the other end of the
continuum, explicitly objective markers reference a multiple social subjectivity. I note in
passing that more obscured interpolations of the writer’s voice lie between the two poles on
the cline, namely, implicitly subjective features, (e.g. modal verbs like ‘could’, ‘suggests’),
and implicitly objective markers (e.g. comment adjuncts like ‘Indeed’). Nevertheless, I have
not included these forms under the rubric of self-reference markers, since they are already
accounted for by Entertain and Pronounce strategies within Engagement.

Figure 4.18 Self- and reader-reference markers and authorial voice on a cline of subjectivity
Explicitly subjective
I, me, my
us
Personal pronouns (singular) (plural)

Explicitly objective
one, the reader, it is …
Indefinite & metaphorical personals, anticipatory ‘it’

Third, I follow studies, mainly in the Pragmatic tradition, that have identified ‘author roles’
that correspond to the collocation of personal pronouns with a range of verb types and
construe differing degrees of subjectivity and authority (e.g. Fløttum et al. 2006, Hyland
1999, 2002c, Lorès-Sanz 2011). Among these studies, those that provide more detailed
qualitative analyses have also related these roles to the staging of texts (e.g. Lorès-Sanz 2011,
Vassileva 2000). I bring this approach into dialogue with an SFL perspective, additionally
analysing the interaction of personal pronouns with Engagement strategies and the social
relations these construct with the ideal reader, as well as with (following Coffin and Mayor
2003,) with their location in the sentence and discourse structure. Thus, the in-depth analysis
of Aliénor’s argument takes account of the conjunction of self-reference markers and
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•

their expression of individual and/or social subjectivity

•

their orientation

•

Engagement strategies, and the contractive or expansive power- and/or solidaritybuilding functions they perform. particularly at the clause level,

•

their discoursal function

•

the staging of the text

•

the Theme, or first part of a clause that conveys the subject of the message and the
writer’s ‘frame’ on it;

•

the hyper-Theme and hyper-New, or propositions located at the beginning and end of
a paragraph, the former signalling, and the latter summarising the subject and
trajectory of the paragraph; and

•

the macro-Theme and macro-New, or propositions occurring at the beginning and end
of a text, the former signalling, and the latter summarising the subject and trajectory
of the whole text.

Drawing on these resources I establish a double cline of negotiability and power and/or
solidarity construction as shown in Table 4.9. While all personal pronouns in the table are
explicitly subjective, express a single subjectivity and are located in Theme position, they
construe different degrees of negotiability and power and /or solidarity depending, above all,
on their intersection with Engagement strategies and the discourse function they perform. For
instance, the first example, ‘As I said before’, realises a contractive Engagement strategy
(Pronounce), serves to reaffirm points that Aliénor has previously argued and occupies a
salient hyper-Theme location. Among all the examples in the table this is therefore the least
negotiable and most power-creating, although each of these qualities is mitigated by the dual
meta-discoursal role of reviewing the argument played by the proposition. At a lower point
on this double cline, the second example, ‘and that is why I like it’, also encodes contractive
Engagement resources – I have classified ‘that is’ as Pronounce rather than Monogloss
because it is emphatic rather than factual, a quality that is accentuated by the subsequent
justification (an Expect strategy) in the embedded clause ‘[[why I like it]]’. A monoglossic
rendition of the same utterance might have been ‘I like it because …’. Yet, by comparison to
the first example, the utterance is slightly more negotiable and less powerful since it serves to
justify rather than reinforce an earlier point.
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Table 4.9 Clines of negotiability, power and solidarity: Conjunction of self-reference, Engagement, discoursal function, genre, discourse and
sentence locations
Less negotiable
More power-creating

Example
As I said before…

More negotiable
More solidarity-creating

… and that is why I like
it
To me, this is a kind of
courage …
In this essay, I would
like to concentrate …

Engagement
strategy
Pronounce
Pronounce + Expect

Discoursal function

Stage

reaffirm/ meta-discoursal
justify

argument
argument

Entertain

argue

argument

Entertain

propose/meta-discoursal

thesis
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Discourse
location
Hyper-Theme

Sentence location
Theme
Theme
Theme

Macro-theme

Theme
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Further down the cline, the third and fourth examples are increasingly more negotiable and
perform dual power- and solidarity-building functions, by virtue of their combination of
explicit subjectivity with Entertain resources of modality (‘To me’ and ‘I would like’).
However the third example is more directed to the construction of power between Aliénor
and her reader, because of its arguing function: she acknowledges the subjectivity of her
interpretation of the narrative and thus the potential existence of alternative positions, but
strategically balances this negotiability with her commitment to her position, making it more
difficult for the reader to challenge or question her view. Additionally, this example
combines a Thematised and hyper-New position at the end of a crucial paragraph of the
Argument stage. By comparison, the fourth example is more oriented to building solidarity
with the ideal reader: Aliénor uses modality as an interpersonal metaphor to express her
intention and so fulfils a metadiscoursal function of signalling the direction taken by her
argument. Moreover, unlike the previous three examples which occur in the Argument stage
of her text, the last one is located within the more hypothetical Thesis stage. Yet at the same
time, this proposition also expresses some power related to its key macro-Theme location in
combination with Aliénor’s disclosure of her investment in her approach (cf. Fløttum et al.
2006).

Summary
In short, any attempt to describe voices in texts needs to account for the contribution of selfand reader-references to the construction of the writer’s voice (the self-portrayal function)
and of her relationship with the imagined reader and potential other heteroglossic voices (the
dialogic or conative function). In this thesis, I argue that such an account needs to be
integrated within the Appraisal system, and particularly within Engagement, and needs to
factor in the conjunction of self- and reader-references with particular Engagement strategies
and discoursal functions, their location within the genre, discourse and sentence structure,
their indexation of individual or social subjectivities and their explicit or implicit realisations.
Depending on these variables, self- and reader-reference markers construe the writer’s
propositions as more or less negotiable and her voice as more or less authoritative or
deferential towards the reader.
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4.4.4 Methodological issues in coding Appraisal
The overview of the modified and extended frameworks of the Attitude, Graduation and
Engagement systems highlights the complexity but also the linguistically-grounded nature of
this set of voice analysis tools. Both these qualities generate a number of methodological
issues. In this section I focus on coding difficulties, associated reliability issues and the
measures taken to deal with fragilities in the classification of Appraisal, and particularly of
implicit Attitude.

4.4.4.1 Semantic overlaps between Appraisal systems
Appraisal resources frequently merge meanings from different systems, (Lemke 1998), a
phenomenon Bednarek terms ‘polyphony’ (see Bednarek 2010b). For instance, as described
in the discussion of Appreciation Valuation sub-sets above, the word ‘supernatural’ expresses
counter-expective meanings, which are normally classified within Counter-Expect strategies
(like ‘but’, ‘however’, ‘still’) in the Engagement system. However, Aliénor uses the term as
an expression of Attitude to evaluate an event in the narrative:
And there is this supernatural event

Overlaps like this make it necessary to adopt a topological rather than a categorical or
typological approach to the classification of interpersonal meanings (cf. Bednarek 2010b,
Martin & White 2005), and to establish principles for coding these overlaps in systematic
manner. Thus, in treating ‘supernatural’ as an instance of Valuation: Unexpectedness rather
than an Engagement strategy, I have attempted to classify grammatical evaluative meanings
as Engagement resources and not lexicalised realisations of the same meanings.
However, this grammatical/lexical distinction proves hard to enforce, particularly where
Disclaim: Counter-Expect and Proclaim: Pronounce and Expect meanings are concerned. For
instance, emphatic Pronounce strategies are realised in diverse ways (e.g. ‘As I said before
…’). While explicit, congruent realisations of Expect include conjunctions and connectives of
Reason, Purpose and Result (e.g ‘for this reason’, ‘in order to’, ‘because’), incongruent
lexical realisations include causative verbs like ‘cause’ or ‘generates’ and expressions like
‘makes’. However, as noted in §4.4.3.1, like Counter-expective meanings, the Cause/Effect
relationship is also expressed implicitly – depicted as a bracketed circumflex accent (^) in the
example below: e.g.
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She wants to justify herself (CAUSE). (^ Thus) A negative form immediately follows the verb
“desert (EFFECT) … ‘

Following Martin, intratextual relationships of this kind fulfil a logical, cohesive function as
well as an interpersonal function of obligation or necessity, and can thus be treated as modal
(1992: 193). Implicit construal of consequential relations may be used in an attempt to
persuade the reader to take up a view different to that which s/he may currently hold, or to
make it harder to challenge the writer’s position. Thus, although I have included implicit and
lexicalised Expect strategies in coding the ESML data, I draw attention to areas that need
further consideration to make the Engagement system more principled and thus user-friendly.

4.4.4.2 Semantic overlaps within Attitude
Semantic overlaps are also common within the Attitude system, because of the affective basis
of all regions of Attitude. However, in this respect, the Appreciation sub-system is ‘the most
problematic area for analysis, since it is here that the issue of discriminating between
‘ideational’, ‘descriptive’ meanings and interpersonal, attitudinal ones is most pressing’
(Painter 2003a: 202). In particular, the close relationship between Reaction and Affect, and
Valuation and Judgement (Martin & White 2005) results in evaluations that ‘speak with’ two
sets of voices, to borrow Bednarek’s concept of polyphony (2010b). Below I discuss issues
related to the coding of such evaluations, and principles established to deal with these fuzzy
borders.

Borders of Affect and Appreciation
Firstly, from a voice analysis perspective, distinguishing between affectively-based
evaluations of Reaction and Affect is important because each type of evaluation produces
different rhetorical effects, e.g.:
Aliénor … the text … is moving.
Helen

This book does move me a lot.

Evaluations of Reaction such as Aliénor’s (‘moving’) create an objectified voice because they
target the ‘appraised’ phenomenon (‘the text’) rather than the ‘appraiser’ (herself), and so
express emotion that has been ‘generalised, objectified and detached from any individual
subjecthood’ (Bednarek 2010b: 120). In contrast, expressions of Affect like Helen’s (‘move’)
create a subjective voice, because they are individualised and depend on and describe the
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‘singular state of mind or emotional disposition’ of the appraiser (p120). Nevertheless,
ambiguities arise when explicit Affect is used to appraise an artefact, as in Helen’s
evaluation cited above. Bednarek (2010b) treats such instances as a ‘blend’ of explicit Affect
and explicit Appreciation. However, as shown below, I code them as merely invoking
evaluations of Reaction, because their realisation as Affect creates a more personalised
quality of voice at the surface of the text, whereas explicit evaluations of Reaction construe a
more detached tone:
Aliénor … the text … is moving.

(reaction +)

Helen

(satisfaction +, t-reaction)

This book does move me a lot.

Borders of Judgement and Appreciation
Evaluations of human behaviour comprise a second area where fuzzy borders make it
necessary to establish clear coding principles. Here I follow Martin and White (2005) in
drawing a semantic distinction between evaluations of Judgement, which appraise the actions
of human beings, and evaluations of Appreciation, which appraise the outcomes of those
actions or behaviours, e.g.:.
Naomi

The author is so skillful … in telling the story (Judgement: capacity +).

Sara

… how carefully planned and constructed the story is (Appreciation: balance +).

While the target of Naomi’s evaluation of Judgement is the author, the target of Sara’s
evaluation of Appreciation is the narrative itself. From a voice perspective, the difference
between Judgement and Appreciation, like that between Affect and Reaction cited above, is
that the former creates a more personalised tone of voice, while the latter renders the writer’s
voice more objective and projects the writer’s identity as a more sophisticated and
experienced reader of literature and stylistic analyst.
There are three related coding issues around the borders of Appreciation and Judgement. The
first involves nominalised instances of Appreciation that evaluate phenomena but invoke
Judgements. In these cases, nominally ‘packaged’ (Martin & Rose, 2003: 328) Appreciation
often appraises the outcomes of human action, through a kind of metonymical transfer, in
relation to their social significance (Valuation: Consequence) (cf. Thompson 2010, Bednarek
2010b). At the same time, however, these instances invite Judgements of the human agents
responsible for the action. For instance, four times within her argument Aliénor refers to the
forcible removal of Nellie’s daughter, Elaine, as ‘the separation’, e.g.:
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2.3 Mr Neville, the man that caused the separation …

I treat ‘separation’ as an instance of invoked Valuation: Consequence that evaluates the
outcome rather than the perpetrators of the Stolen Generations episode. Although it has an
experiential meaning, a survey of 50 random items from the British National Corpus confirms
that ‘separation’ also carries positive, negative or neutral attitudinal meanings
(www.natcorp.ox.ac.uk). Nominalised experiential or semi-attitudinal meanings like
‘separation’ are highly coercive, because they construe the writer’s voice as detached and
abstractive but nevertheless carry judgemental overtones. In the case of ‘separation’, it is very
likely that the noun would evoke a negative Judgement of the Australian government,
particularly for a culturally conversant reader, given its repeated use in Aliénor’s text, its cotextual relations with negative experiential meanings and prosodies of attitude at the local and
discourse semantic levels and the cultural context to which it refers, e.g.:
7.3 The vehicle of several parallelisms is used to emphasize on the inescapability of the
separation by highlighting the difference between Aborigines and non-Aborigines (consequence
–, t-propriety –)

Traditionally, coding conventions require that at least one evaluation be explicit in borderline
instances of this kind. However, I have coded ‘separation’ as invoking negative evaluations
of Appreciation Consequence and Judgement Propriety in order to do justice to both the
phenomenalised meaning of the wording chosen by Aliénor – i.e. her nominalised evaluation
of the devastating outcomes of the Stolen Generations as a social phenomenon – and the
underlying reading of negative Judgement it naturalises in relation to those who instigated
and, like Mr Neville (mentioned in 6.4 above), implemented the policy. While this coding is
unconventional, the problem it attempts to resolve – the tension between lexical realisations
that suggest one type of attitude but are simultaneously enmeshed in a prosody of evaluative
meanings by co-textual cues and contextual meanings – is an all too familiar issue in
Appraisal analysis.
The second, converse issue around the coding of borderline instances of Appreciation and
Judgment concerns the use of explicit Judgement lexis to evaluate the social significance of
phenomena rather than to judge the human beings involved, thus invoking evaluations of
Appreciation: Valuation. For instance, in 7.3 cited above, Aliénor uses the lexis of intensified
explicit negative Esteem (Capacity) to evaluate the separation as an event that was impossible
for Nellie to escape: ‘the inescapability of the separation’ (capacity – t-impossibility = t221
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normality). The additional invoked evaluation of negative Normality forms part of the
prosody that runs through Paragraph 7 explicitly and implicitly positioning the reader to
accept Aliénor’s argument that the removal of Elaine was inevitable and that Nellie was
powerless to do anything about it.

The third coding issue involving evaluations that simultaneously ‘speak with’ the voices
Judgement and Appreciation concerns instances that appraise someone’s misfortune
(normality –) or inability (capacity –) as a result of their circumstances rather than as inherent
character traits (Thompson 2005). For instance, in Aliénor’s evaluations of Nellie’s
‘weakness’ or ‘helplessness’, the lexis of explicit negative Capacity (Judgement) clearly does
not serve to assess Nellie’s character, but rather evaluates her powerlessness (Valuation:
Salience) in relation to the Australian government, as signalled by the nominal form of these
evaluations. Instances of this kind suggest that what is at issue is the social significance of
Nellie’s situation, and so invite codings of Salience through explicit Capacity. I follow
principles suggested by Thompson (2005) and Bednarek (2010b) for dealing with these
overlaps. From a voice perspective, explicit evaluative lexis that invokes Appreciation makes
the writer’s voice more forceful, and contrasts with the subduing effect of nominalised
realisations like ‘separation’ that invoke Appreciation and/or Judgement.

4.4.4.3 Semantic overlaps within Engagement
Overlaps between Entertain, Attribute and Endorse
Borders between Engagement categories may also be fuzzy. For instance, within Engagement
evidential resources realise Attribution at times and Entertain at others, (e.g. ‘think’, ‘hear’,
‘understand’, and ‘suggests’). I address this issue by determining whether the evaluative
meaning is sourced to an external voice (Attribution) or a text-internal voice (Entertain, or
more contractively, Endorse). For instance:
…the adjectives “faded” and “worn” suggest despair and lack of faith in the future

This proposition has been coded as an instance of Entertain since the verb ‘suggest’ is voiced
by Aliénor, and not the voices from the narrative. The inserted Attributions serve to adduce
or even endorse her interpretation, thus strengthening her voice. However the low intensity of
‘suggest’ on a cline of factivity (vs. ‘show’ for example) opens the text to the possibility of
alternative interpretations.
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Entertain and Pronounce
Finally, Entertain resources normally modulate the writer’s authority by indicating that a
proposition is based on opinion rather than fact, and while signalling the writer’s investment
in a position, also construe it as contingent, only one position among potential others (Martin
& White 2005). There is nevertheless some ambiguity in coding explicitly subjective
expressions of modality and evidentiality, particularly when they occur in Thematic
positions, e.g.:
Naomi I think the message of “The Letter” is …

Opinion is divided as to whether to code these utterances as instances of contractive
Pronounce that foreground the subjectivity and authority of the writer (e.g. Coffin & Hewings
2004) or whether to treat them as instances of Entertain that perform a modal function like
‘possibly’ or ‘perhaps,’ rather than an experiential/ ‘factual’ function (e.g. Martin & White
following Halliday 1985/1994: 254). Similar issues surround the coding of:
•

realisations of evidentiality which construe an angle that frames the proposition – e.g.
‘To me, this is a kind of courage …’ (Aliénor) where ‘to me’ is an abbreviation of ‘it
seems to me’;

•

explicitly objective anticipatory ‘it’ clauses – e.g. ‘And it’s interesting to analyse the
daughter’s reaction’ (Aliénor)

Although I follow Martin and White in coding these examples as instances of Entertain, I
take a number of co-occurring factors into account (see §4.4.3.2 above) and use a topological
approach to scale the degree to which each example constructs the writer’s voice as building
power and/or solidarity relations with the reader.
The principles described in this section, not only help to disambiguate the fuzzy borders
between and within Appraisal systems, but from a methodological perspective provide some
assurance that coding will be systematic and potentially more replicable and thus reliable.

4.4.4.4 Implicit evaluation
The second issue raised by the use of Appraisal as an analytical tool concerns the
interpretation of implicit evaluation, which is heavily dependent on inferences drawn by the
reader of the text (cf. Macken-Horarik 2003a, 2003b Martin 2003, Page 2003), making it
crucial for the coder to counter-balance subjective readings with objective, linguistically-
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principled, careful coding decisions. The nature of the data in this thesis makes the coding of
implied evaluation a particular concern. As discussed above, implicit evaluation is prevalent
in literary narratives and thus in successful literary analysis arguments, since their writers are
able to mimic the highly implicit evaluative meanings of the texts they deconstruct (MackenHorarik 1996). In addition, the intercultural nature of the ESML participants’ voices means
that depending on their L2 proficiency and L1 cultural evaluations styles, evaluation is more
likely to be construed in explicit, unnuanced ways, or more may be left unsaid. In fact these
trends are the norm rather than the exception where less proficient L2 voices are concerned.
For instance, writers of the middle- and lower-graded ESML assignments tended to express
evaluations of Judgement in more explicit, concrete and sometimes ‘blunt’ ways ( e.g.
Susanne’s ‘racistic’ mentioned above, or Naomi’s ‘… how unfair it is for Nellie and Elaine to
be separated’). Similarly, these writers were more likely to express aesthetic evaluations
implicitly through Affect, rather than explicitly, as Appreciation (e.g. Helen’s ‘This book
does move me a lot’ vs. Aliénor’s ‘the text … is moving’).
Coding invoked evaluation presents several methodological difficulties, including:
i.

the diverse lexicogrammatical realisations of implicit (as well as explicit)
Attitude and Engagement;

ii.

the diffuse, prosodic, rather than discrete or segmental presence of evaluations
throughout the text;

iii.

the ‘multilayered’ quality of evaluation, meaning that a single evaluation,
inscribed or invoked, may have multiple overt and covert targets and values
(Hunston 2000: 177). Multilayering is common in evaluations that are realised
as experiential meanings, and particularly nominalisations, e.g.:
Aliénor … she highlights her helplessness (capacity –, t-salience –, t-propriety –).

In this example below, ‘helplessness’ is an explicit evaluation of negative
Capacity that overtly targets and evaluates Nellie’s powerlessness (t-salience),
(see §4.4.4.2 on evaluations of circumstantial misfortune). However it also
covertly targets those responsible for her circumstances and so invokes
(through linguistic cues, especially Graduation) and evokes (from a
contextual perspective) a Judgement of the negative Propriety of the
Australian government and its representatives;
iv.

the high dependence of implied evaluation on
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•

the co-text at the clause and whole text levels

•

the context construed by the text;

•

the social, cultural and ideological position of the reader, and

•

the assumption that the reader shares the writer’s value system:
Tokens rely upon conventionalised connections between behaviours or actions and
evaluations. … That is, according to how far their own value system converges/
diverges with that of the writer or how persuasive the writer is in naturalising a reader
position, the reader’s interpretation may or may not be aligned with that of the writer’s.

(Coffin 2000: 285).
Measures to counter subjectivity in coding implied Attitude
A. Following systematic procedures to account for codings of implicit evaluation
A number of measures have been adopted to counter-balance the subjectivity associated with
coding implied Attitude. Most important is the provision of a systematic and as far as
possible, linguistically-principled account of coding decisions. In particular, the proposed
framework of options for classifying implicit evaluation outlined above (Tables 4.5 and 4.6)
provides some assurance that codings can be accounted for in terms of their linguistic
(lexicogrammatical items), co-textual or contextual basis, with each option scaled in terms of
its reliability, i.e. according to the degree of the coder’s reliance on her/his reading position.
Additional measures to ensure the systematic nature of coding include the use of:
•

prosodies that permeate a text to confirm implied evaluations. This involves retracing
predominant evaluative ‘keys’ that structure the text to explicit realisations of
particular values (Macken-Horarik 2003a,b, Martin 2003);

•

the concept of the ‘ideal’ reader or the reading position naturalised by the text to
ensure a consistent, though not necessarily valid, reading of implied evaluations
(Macken-Horarik 2003a: 287); and

•

double or multiple coding where multiple interpretations are possible (following Page
2003). While cumbersome and potentially difficult to delimit, given that Affect
redounds in evaluations of Judgement and Appreciation (e.g. Thompson 2002, in Page
2003), multiple coding provides a means of documenting the ‘polyphonic’ nature of
evaluative meanings. This practice is particularly appropriate in light of the use of
Affect values to invoke Judgements in narratives, and the literary basis of many
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evaluations in the ESML stylistic analyses. In addition, however, double or multiple
codings provide a way of addressing the limitations of the existing Appraisal
framework which, as noted by Coffin (2000), is unable to model all the meaning
potential available in any given culture, as discussed earlier in relation to the
complexity involved in coding semantic differences between circumstantial and
inherent misfortune, or attitudinal meanings triggered by contextual references in
experiential realisations (e.g. ‘aboriginality’, ‘ties of blood’, and ‘roots’).

B. Declaring one’s institutional reading position
A further measure to ensure consistent readings of implied evaluation requires the coder to
acknowledge her/his reading position, a task that has several aspects. First, the coconstructive nature of Appraisal makes it essential for the coder to declare her/his ideological
position: ‘the evaluation one makes of evocations depends on the institutional position one is
reading from’ (Martin 2000a:162). In this sense, my reading of the narrative is a compliant
one – it takes up the reading position naturalised by the literary text, one which is covertly
critical of the long-term damage done to Aboriginal families as a result of the stolen
generations episode, and empathetic in relation to the human suffering it caused. This reading
is probably typical of a middle-aged, politically-engaged Australian. In turn, this prior
reading of the narrative shapes my reading of the students’ analyses.
In addition, however, my experience as an EAP instructor and my contextual knowledge as
the ESML participants’ lecturer means that I may recognise evaluations or meanings that are
non-congruently or only partially expressed expressed in their first drafts, but which were
subsequently clarified in their revised drafts. For instance, Susanne’s use of ‘trying on’ refers
to the Nellie’s continued efforts to reconnect with her daughter despite the latter’s rejection:
[Nellie] seems to be of some endurance for she is still trying on her daughter …’

The dependent clause represents the evidence Susanne draws on to support her interpretation
in the main clause. Nevertheless, her inaccurate and incomplete formulation (restricted code)
cannot be understood without a knowledge of the narrative, and is typical of the difficulties in
using an instrument such as Appraisal to analyse NNS texts, as described earlier.
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C. Defining the coding environment
As Macken-Horarik points out, declaring one’s reading position also involves being aware of
the ‘frame’ through which one is engaging with attitudinal resources in the text:
… every lexical expression of appraisal takes on a particular valeur depending on the
environment in which it is found.

(Macken-Horarik 2003b: 317).
She notes that in practical terms, defining one’s environmental reading position means
deciding whether an instance of implicit evaluation is being viewed:
•

at the clause, clause complex or phase level, leading to a dynamic or online reading;

•

at the phase and/or whole text level, allowing for a synoptic or overview reading; or

•

intertextually i.e. in relation to other texts to which the writing refers overtly (e.g. the
narrative in the case of the stylistic analysis) or covertly (e.g. other texts in the same
genre).

Macken-Horarik also identifies a fourth, contratextual frame of reference, where the reader
does not take up the naturalised reading position. Because this perspective is not relevant to
the ESML students’ readings of ‘The Letter’, it is not taken into account during the coding
process.
While Macken-Horarik acknowledges the possibility of additional frames of reference, it
seems to me that if intertextuality is defined as a form of cultural reference, then the
intertextual perspective can be subsumed within the contextual environment. Hence, an
intertextual frame involves coding a text from a position that is sensitive to overt and covert
references to related texts within the context of situation and/or the context of culture.
However, I propose to use a broader concept of a contextual frame of reference that can
account for a reading of a text that is highly attuned to all aspects of the contextual
environment outside the text. In other words, in coding evaluations the analyst would account
not only for the influence of intertextual references, but for that of overt references to cultural
phenomena, such as historical episodes (e.g. the stolen generation, the holocaust), and covert
references to values assumed to be shared by the members of a culture (e.g. values related to
racial differences). Finally, the extension of my theorisation of the context of culture to
include the ESML students’ L1 and L2 sociocultural contexts means that the contextual
frame of reference potentially provides an intercultural frame for viewing the students’
construal of evaluative meanings, since evaluation styles differ across cultures.
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D. Defining the reading perspective/s
As foreshadowed in Chapter 3, the fact that the Appraisal and Involvement systems are
theorised as meaning at the discourse and lexicogrammatical levels represents a critical
advantage over alternative models of interpersonal meaning since they allow me to take up
synoptic and dynamic reading positions. A synoptic view of dominant patternings makes it
possible to code implicit, and particularly afforded evaluations (i.e. those that concern nonattitudinal items that become enmeshed in the text’s prosodies or are triggered by ideational
selections in the co-text). Additionally, the synoptic perspective enables the coder to capture
changing constellations of interpersonal resources that correspond to discourse- and genrerelated task requirements and form variations in voice types and roles as each phase of the
text unfolds. At the same time, a dynamic, ‘online’ reading makes it possible to trace the
interplay of explicit and implicit evaluations, and the effect of patterns in the writer’s choices
of realisations of evaluative (and Involvement) resources on the line by line, phase by phase
construction of voice qualities and the portrayal of particular aspects of the writer’s social
and/or individual identities. For instance, a preference for nominalised evaluations – which
also realise abstract Involvement meanings – constructs the writer as a more sophisticated
thinker and language user than do congruent evaluative choices, as in the contrast below
between Aliénor’s nominalised and Helen’s concrete lexical choices:
Aliénor … she highlights her helplessness…
Helen

It stated that how poor and desperate the mother was.

As well as ‘shunting’ (Halliday 1961/2002, in Miller 2004) between these two frames, an
intertextual perspective allows me to account for the coding of the ESML students’
interpersonal choices in relation to the specific narrative to which their arguments refer, to
other texts in the stylistic analysis genre and more generally to the register of pedagogical
stylistics context of culture. In addition, the broader contextual reading perspective provides a
basis for explaining the coding of evaluations evoked by overt and covert references to
phenomena in the L2 and, potentially, L1 intertextual and sociocultural contexts.

E. Choosing a primary unit of analysis
Defining one’s reading position at the clause or whole text levels involves choosing an
appropriate unit of analysis to code Appraisal, whether it be a single lexical item (e.g. Eggins
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& Slade 1997, Cotton 2010) or longer stretches of text, within or beyond the clause and/or the
clause complex (e.g. Belz 2003, Hood 2010, Macken-Horarik 2003a, Zyngier & Shepherd
2003). Following Macken-Horarik and Hood, I have chosen the phase as the basic unit of
Appraisal and Involvement analysis. As discussed in Chapter 2, the phase is a stretch of
discourse characterised by significant semantic unity that may extend across a range of
grammatical units from words to clause complexes (Gregory & Malcolm 1981/1995). I
demonstrated in §3.3.5.3 how I follow Hood in using the phase to trace interpersonal shifts
within clauses, as well as at the discourse semantic and sentence levels (as in the analyses of
Macken-Horarik and Coffin). Above all, the phase as a unit of analysis gives me the
flexibility to shunt between different frames of reference and dynamic and synoptic reading
perspectives. Thus it enables me to make coding decisions that reflect the prosodic nature of
evaluative meaning beyond clause complexes, as well as nuances and/or shifts in evaluative
resources and voice within the clause complex.

The phase, Engagement strategies and grammatical units
The phase offers a multi-layered approach to the analysis of Engagement as well as to the
coding of Attitude. However, to carry out this aspect of the analysis, I draw on the SF notion
of the Rank scale comprising diverse grammatical units, with clause complexes at the higher
end of the scale and morphemes at the lower end. Higher-ranking units are considered to be
constituted by grammatical units from the rank below. Within this hierarchical framework
(shown in Table 4.10 below), clause complexes are made up of one or more independent
clauses, dependent clauses, and sometimes, embedded clauses, phrases and embedded
phrases. An independent clause is one that can stand alone, whereas a dependent clause can
not. The relationship between the main or primary independent clause and subsequent
independent clauses in a clause complex is equal (parataxis), whereas dependent clauses
have a subordinate relationship with the primary clause (hypotaxis). Embedded or
downranked clauses, and embedded phrases function within another component of the clause,
usually a nominal group or prepositional phrase, or sometimes a verbal group. In addition, to
the Rank scale, some clauses containing verbal and some mental processes project a second
clause. Projected clauses are treated as separate from and in an interdependent rather than
constituent relationship with the projecting clause (Eggins 2004: 121-135).
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Examples of each of these constituent types are displayed in Table 4.10 below. Boundaries
between clause complexes are shown as three parallel lines (|||), and those between clauses as
two parallel lines (||). Embedded clauses are placed within double square brackets ([[]]), and
embedded phrases within a single set of square brackets ([ ]).

Table 4.10 Constituent units in Engagement analysis
She had been raised by a family ||, thinking it was hers ||… and Nellie’s revelations are disrupting all her life
Primary clause
Hypotactic clause
Paratactic clause
… I would like || to concentrate on a central aspect of the text, [[which is the key importance of the letter,]]
Projecting clause
Projected clause
Embedded clause as part of a nominal group
[through two main points]
Embedded phrase as part of verbal group
It is rationally impossible ||, and that is [[why I like it]].
Primary clause
Paratactic clause Embedded clause as part of a verbal group

Each of these clause types may carry evaluative meanings and/or construe Engagement
strategies that play a part constructing the writer’s voice and in positioning the reader.
Furthermore, down-ranked embedded clauses, and below the clause level, phrases (marked in
brackets), may also construe evaluative meanings, at times reinforcing the dominant meaning
in a clause complex, and at others changing or adding to it, e.g.:
Besides, the letter outlives (t-unexpectedness =) her, || and makes possible a reconciliation
(between Elaine and her roots) (even after her death).

In this example, Aliénor implicitly evaluates the unexpectedness of the ‘reconciliation’
(valuation: consequence +) between the Aboriginal mother and her ‘stolen’ daughter thanks
to the letter. Additionally, the modal adjunct ‘even’ in the second phrase is a Counterexpective Engagement strategy that heightens the counter-expective meaning of the whole
clause complex. Instances of this type demonstrate that even non-ranking units like phrases
add to the interplay of evaluative meanings and thus to the harmonic structure of a text
Nevertheless, differentiating between higher-, lower - and non-ranking-units is important
because depending on their location within a clause complex, evaluative meanings create
different degrees of authority or persuasiveness in the writer’s voice. For instance, a
personalised Entertain strategy located in Theme position (12.7) below is more forceful and
less negotiable than one that occurs as a complement (6.5).
12.7 To me this is a kind of courage …
6.5

The sentence [[“I want to tell you what it was like”]] is, to me, a key sentence.
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Hence, although all constituent types are tagged in the Engagement analysis of Aliénor’s
argument, I take account of the greater weighting normally attached to evaluative resources in
higher-ranking constituents, and their subsequent effect on the quality of the writer’s voice
and the portrayal of her disciplinary and individual identities. Furthermore, projecting and
projected clauses are treated as single units, as are successive units within a clause complex
that share the same Engagement strategies.

4.5 Conclusion
This chapter has described three linguistic tools that are theorised within the model of voice
developed in this thesis as those that construct and best characterise the writer’s voice. Each
tool has been discussed in relation to its contributions to the elaborated description of voice
that the model attempts to capture, and to the ways I have adjusted and/or extended them to
meet the needs of the global and local disciplinary contexts. In this section I sum up the
implications of the toolkit as it is applied to the analysis of the narrative and ESML data.
First, genre theory provides a view of the construction of voice as patternings of interpersonal
meanings as they unfold in the staging of the text, but also as they relate to the differentiated
notion of the context of culture theorised in the proposed model of voice to fulfil Criterion 1.
Hence, the ESML students’ varying performances of the stylistic analysis genre can be
related to the conventions of the global and local disciplinary discourse communities, and to
their understanding of the L2 context evoked by the narrative and to the L1 contexts they
brought with them to their writing. This intertextual and intercultural connection makes it
possible to compare the stylistic analyst’s voice with those of other L2 and L1 stylisticians
writing in the same genre. Furthermore, the adoption of a topological approach to the analysis
of the narrative and stylistic analysis genres enables me to relate the calibre of the students’
writing to the modelling of genre in the local ESML context of culture and to the quality of
their readings of ‘The Letter’ at the context of situation level.
The second and third voice analysis tools, Involvement and Appraisal, respectively, are
viewed in terms of their shaping by genre, but more importantly, in terms of the relationship
between voice and tenor (the context of situation). The inclusion of Involvement within the
toolkit represents an innovation that provides a sharper view of the writer’s self-portrayal as
well as her portrayal of the imagined reader than does Appraisal. Moreover, Involvement
resources foreground the particular bonds of affinity created between the writer and her
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assumed audience. In this respect, my extension of the original framework by the inclusion of
figurative language and cultural allusions functions as a gauge of the writer’s intercultural
communicative competence and of her ability to create cultural bonds with the imagined
reader, particularly where the expression of Judgement is concerned. Finally, linking different
types of Involvement realisations to their degree of coreness enriches the model’s ability to
describe the qualities of an effective voice in academic writing.
Most of the chapter is devoted to a description of the third voice tool, Appraisal, its three
interrelated systems and their interaction with self-and reader-reference markers. The
theorisation of the simultaneous social and individual basis of Attitude makes it possible to
describe the social and individual dimensions of the writer’s voice, complementing the
projection of her identities, identifications and sensibilities through Involvement features. At
the same time, Attitude represents a lens for viewing the conative function of voice, since the
writer’s expressed views and values imply and covertly align a likeminded readership. My
development of the Attitude system is salient in two respects: firstly, the extension of
Appreciation network options represents an attempt to fulfil the requirements of the discourse
community – as encapsulated by the stylistic analysis genre – and to capture specific
meanings in the narrative analysed by the ESML students at the context of situation level.
Secondly, the extended options for classifying implicit evaluations are important because
they provide the basis for a systematised and linguistically informed methodology for coding
implicit evaluations and thus counter-balancing the subjectivity implied in the coder’s
reading position.
The examination of the Graduation framework and its conjunctions with Attitude and
Engagement reveals a finely elaborated, although more straightforward, instrument for
capturing modulations in the writer’s voice that relate to the performance of both expressive
and conative functions. From a methodological perspective, graders are important as
linguistic cues that trigger implicit evaluations. Hence, I extend the system to account for
figurative language as instances of graders of enhancement.
Finally, although my model of voice draws more on Attitude and Graduation, the
Engagement system most directly captures the conative function of voice. The new Sourced
Monogloss category captures the voices of the ESML stylistic analysis task which is
profoundly double-voiced because it redounds with the voices of the narrative, and at the
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same time less dialogised than other academic argument genres, since it does not require
explicit engagement with the voices of the disciplinary community. Likewise the refined
Attribution sub-set developed reflects the task’s specific requirement that students
predominantly use citations from the narrative contractively to adduce their interpretations of
the text.
Furthermore, the inclusion of self- and reader-reference markers within Appraisal, and
particularly within Engagement, provides an additional lens for capturing the more or less
assertive or persuasive qualities of the writer’s voice and of her alignment of the reader. In
this respect, the newly-developed cline of subjectivity describes the effects of different
realisations of writer- and reader-reference on the writer’s voicing of Attitude, while a cline
of negotiability accounts for the effects of the intersection of self-reference features with
genre, the discourse and sentence structure, and other textual functions.
The overview of Appraisal concludes with a discussion of two methodological issues
concerning its use as an analytical tool, namely coding and reliability issues related to
semantic overlaps between and within Appraisal systems and to the high context-dependence,
diverse, prosodic and multi-layered realisations of implicit evaluations. Nevertheless, I
outline principles adopted and developed in the data analysis process in an attempt to ensure
that codings of ‘borderline’ and of implied evaluations are consistent and linguisticallygrounded, thus counter-balancing the subjectivity implied by the coder’s reading position.
Key measures for dealing with implicit evaluation include providing a detailed account of
coding decisions, declaring one’s ideological reading position, defining the clause-level,
whole text or intertextual/contextual ‘frame’ of reference through which the evaluation is
being viewed, and choosing the phase as a flexible, meaning-based unit that makes it possible
to shunt between dynamic and synoptic perspectives. Furthermore, to provide a
comprehensive and systematic picture of the writer’s positioning of the imagined reader, I
analyse the presence of Engagement strategies across all ranking and non-ranking
constituents of the clause complex, but at the same time take account of their differing effects
on the strength of the writer’s voice depending on the rank status of the unit in which they
occur.
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Having described the theory of voice in Chapter 3, and the analytical tools for its application
in this chapter, I turn to the results of the voice analysis of the narrative and ESML stylistic
analysis data in Chapters 5 and 6.

234

Chapter Five
Voices in the narrative

5.1 Introduction
In this chapter, I introduce the extract from ‘The Letter’ that was the subject of the stylistic
analysis task and discuss the findings of the voice analysis of the passage. The analysis was
carried out using the same tools as those applied to the ESML stylistic analyses and described
in Chapter 4, namely genre theory, the interpersonal resources of Involvement and Appraisal
(with the inclusion of self- and reader-references). These tools constitute the linguistic
resources theorised as indexing the writer’s voice in the new model of voice elaborated in
Chapter 3. The primary purpose of the analysis of the literary extract was to describe the
intertextual voices in the context of situation on which the ESML students draw to express
their own voices in the stylistic analysis argument. Hence the voice analysis of the extract
makes it possible to trace the students’ uptake and transformation, in SCT terms, of the
narrative voices in the patterns of interpersonal meanings and the linguistic and stylistic
realisations by which they reconstrued the narrative’s ethical and affective meanings in their
arguments. Since the stylistic analysis task requires the analyst to be attuned to these
meanings and their semiosis in the narrative, the results of the voice analysis of the extract
provide a gauge of the relative effectiveness of the ESML students’ voices.
At the same time, the analysis of the extract from ‘The Letter’ represents an attempt to apply
the new model of voice to a text in the narrative genre. However, the voice analysis of the
extract differs in two respects from the more extensive and intensive analysis of Aliénor’s
stylistic argument in Chapter 6. First, given the need for the ESML students to recognise and
re-construe the narrative’s voice types (i.e. the voices of the two narrators), voice roles and
stances in their arguments, my analysis of the extract focuses on these levels of the hierarchy
of voice rather than on the overarching voice of the author, Sally Morgan. Second, as
foreshadowed earlier, the use of Affect in narratives to invite judgements of characters makes
it difficult to analyse each narrator’s emotive and adjudicating voice roles in a discrete
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fashion. Because of this, discussion of the results of the voice types, voice roles and
Appraisal analyses are combined.

5.2 Introduction to the extract from ‘The Letter’,
The extract from ‘The Letter’ that the ESML students analysed is reproduced below, and the
whole narrative in Appendix 23 (Vol. 2, pp. 72-73). As foreshadowed in Chapter 3, the
narrative by Sally Morgan treats the issue of the ‘stolen generations’ of Aboriginal children
who were removed from their families by the Australian government. The extract contains
the voices of two narrators: that of Nellie, the central protagonist who is now dead, but who
lives on in a letter to her ‘stolen’ daughter, Elaine; and that of Nellie’s sister Bessie, who has
made several unsuccessful attempts to deliver the letter to her niece.
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Extract from Sally Morgan, ‘The Letter’ (1990: 1-3).
It was the third time I’d been to see her and it looked like it would be the last.

little face. I prayed that somehow you’d know you had a mother who loved

I picked up the letter. It was faded and worn. I opened it out carefully and

you.

read it again.

By the time I found you, you were grown up with a family of you own. I
started sending you letters trying to reach you. I wanted to see you and my

To my daughter Elaine,

grandchildren, but you know all about that because you’ve sent all my letters

I am writing in the hope that one day you will read this and understand. I

back. I don’t blame you and I don’t hold any grudges, I understand. When

suppose you don’t want to know me because you think I deserted you. It

you get this letter I will be gone, but you will have the special things in my tin.

wasn’t like that. I want to tell you what it was like.

I hope that one day you will wonder who you really are and that you will make

I was only seventeen when you were born at the Settlement. They all

friends with our people because that’s where you belong. Please be kind to the

wanted to know who your father was, but I wouldn’t tell. Of course he was a

lady who gives you my tin, she’s your own aunty.

white man, you were so fair, but there was no love in his heart for you or me. I

From your loving Mother.

promised myself I would protect you. I wanted you to have a better life then
me.

My hands were shaking as I folded the letter and placed it back in the tin. It

They took you away when I was twenty. Mr Neville from the Aborigines

was no use, I’d tried, but it was no use. Nellie had always been the strong one

Protection Board said it was the best thing. He said that black mothers like me

in our family, she’d never given up on anything. She’d always believed that

weren’t allowed to keep babies like you. He didn’t want you brought up as

one day Elaine would come home.

one of our people. I didn’t want to let you go but I didn’t have any choice.

I pressed the lid down firmly and looked out the window at the passing road.

That was the law.

It was good Nellie wasn’t here now. I was glad she didn’t know how things

I started looking for you when I was thirty. No-one would tell me where you’d

had turned out. Suddenly her voice seemed to whisper crossly in my ear.

gone. It was all a big secret. I heard they’d changed your last name, but I

“You always give up too easy!”

didn’t know what your new name was. I went and saw Mr Neville and told

“Do not,” I said quietly. I didn’t know what to do then. Nellie was right, that

him I wanted to visit you. That was when I found out that you’d been adopted

girl was our own flesh and blood, I couldn’t let her go so easily. I looked

by a white family. You thought you were white. Mr Neville said I’d only hurt

down at the tin again and felt strangely better, almost happy. I’ll make one last

you by trying to find you.

try, I thought to myself. I’ll get a new envelope and mail it to her. She might

For a long time I tried to forget you, but how could I forget my own

just read it!

daughter? Sometimes I’d take out your baby photo and look at it and kiss your
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5.2.1 Notation system
The notation system displayed in Table 5.1 is used in this chapter and in Chapter 6 to
represent genre-based stages, modes – i.e. explicit and implicit realisations – and loadings of
Attitude, and the presence of Graduation, Engagement, self- and reader-references, and
Involvement:
Table 5.1 Notation system
Genre:
Attitude:
mode
loading

Graduation
Engagement:
Monogloss
Heterogloss

stages

BLOCK LETTERS

explicit
implicit
positive
negative
neutral
negated

bold
underlined plain font + (t-)
+
–
=
neg + –
italics

contract
attribute contract
expand

Involvement
Self- and reader-reference

black
teal
violet
gold
SMALL CAPITALS

I

In the interests of clarity, I generally focus on and thus depict one set of interpersonal features
at a time. Additionally, although all Engagement strategies described in §4.4.3.1 were
analysed, I have simplified the reporting of the analysis results in this chapter and Chapter 6
by collapsing these resources into the four basic categories listed in Table 5.1, that is,
Monogloss, contractive Heterogloss strategies (Disclaim and Proclaim) and contractive
attributions, and expansive Heterogloss resources (Entertain and Attribute acknowledge or
distance).

5.2.2 Results of the combined genre and axiological analysis
The genre analysis contextualises the location of the extract within the staging of the whole
text and additionally draws on Macken-Horarik’s model of the narrative’s higher and lower
order meanings. Seen from the perspective of its lower order or more literal meanings, the
extract stretches from the end of the COMPLICATION stage (Bessie’s third failure to deliver
the letter) to the beginning of the RESOLUTION (her decision to make a final attempt to
send the letter to Elaine). Seen from the perspective of its higher order or more implicit
meanings, the extract construes Bessie’s Habitus of despair, and the Challenge that occurs
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when she re-reads Nellie’s letter and ‘hears’ her sister’s voice accusing her of giving up too
easily. This event reignites Bessie’s hope and she resolves to send the letter to Elaine in a
“new envelope”, ultimately leading to a new order (the Metastability) represented by Elaine’s
acceptance of her Aboriginal origins.

5.2.3 Results of the combined Appraisal, voice types and voice roles analyses
Analysis of interpersonal features reveals the key relevance of expressions of Appraisal
resources and personal pronouns in the expression of the narrators’ voices and in the
alignment of the reader. In particular, the deployment of Attitude in the narrative is examined
in some detail, because of its influence on the ESML students’ recognition and reconstrual of
the story’s meanings, as well as on the process of coding implicit evaluations and neutral
loadings in their arguments.

5.2.3.1 Attitude
The Attitude analysis sheds light on the narrative’s dependence on a highly strategic interplay
of explicit and implicit, positive and negative Affect and Judgement values to make its
meanings. Perhaps the most striking feature of ‘The Letter’ is that it exposes the still ongoing
consequences of the ‘blackest’ episode in post-European settlement in Australia yet contains
no single instantiation of explicit Judgement in relation to the government, its policy or its
representatives, embodied in the person of Mr Neville, the Chief Protector of Aborigines.
This means that the text relies even more heavily on the explicit and implicit expression of
Affect to align the reader empathetically and invite her or him not only to share the views it
implies, but indeed, to pass judgement on the people and events it portrays.

A. Affect: Two voice types, two emotive voice roles
Central to this strategy are the two sets of contrasting but complementary voice types and
emotive voice roles made up of characteristic evaluation types, with distinctive loadings, subtypes, and modes of expression. On the one hand, Nellie’s voice type and her emotive voice
role is characterised by the constrained expression of predominantly positive Affect. In
particular, prosodies of Happiness: Affection and Inclination respectively evaluate her
feelings for, and her lifelong hope and determination to reunite with her daughter, Elaine
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(“hope,” “want”, “prayed”). A less frequent but significant prosody of Disinclination targets
the opposing wishes of Mr Neville (“he didn’t want you brought up as one of our people”),
and Elaine’s reluctance to accept her Aboriginality. An additional a prosody of negated
Affection targets Elaine’s white father who had “no love in his heart” for mother or daughter,
reinforcing the negative ‘freight’ that attaches itself to the word ‘white’ in Nellie’s narration.
These evaluations are mainly explicit, congruently expressed as processes (“love”, “want”),
or invoked by varied linguistic and co-textual means (as outlined in §4.4.1.1), including
expressions that evoke cultural norms, (e.g. her rhetorical question with the grader ‘own’ “ …
how could I forget my own daughter?”), and double negation, (e.g. “I don’t hold any
grudges…” – dissatisfaction neg –, t-affection), and most implicitly, saturation, e.g. “To my
daughter Elaine” seems to imply an expression of affection when read synoptically in the
context of the care that Nellie took in writing the letter and the message of love it embodies.
The foregrounding of positive Affect portrays her as determined, loving and forgiving,
invokes a judgement of her courage, and forces the reader to ‘fill in the gaps’, empathise with
her unspoken suffering and criticise those responsible for her misfortune. In addition, her
restrained use of mostly 1st person Affect, contained in short, sharp sentences that are
consonant with a carefully crafted written style (cf. Bessie’s “She’d gone over and over every
word”), positions the reader to attend more closely to the notes of implicit moral and personal
Judgement in her testimony. Overall, the stoical stance that characterises Nellie’s emotive
voice role portrays her as a person who feels deeply but whose hard-won wisdom enables her
to maintain her poise and self-control.
On the other hand, Bessie’s emotive voice role is composed of evaluations of Affect that are
mostly negative, have almost entirely 1st person targets and are expressed in longer, more
flowing sentences that are consonant with her oral style (inner monologue) and emotional
state. In the extract and in the story generally, Bessie expresses lower order affective
meanings as emotional states e.g. “sadly”, “I wanted to cry” (t-happiness –), behavioural
surges e.g. “My hands were shaking …” (t-affect general –), and action cues “I pressed the lid
down firmly... ” (t-satisfaction –). Higher order meanings, relating to her habitual disposition,
despair, are invoked e.g. “it looked like it would be the last” (t-affect –, t- inclination –, tcapacity –, t-tenacity –”) or conveyed through the symbolism of the letter’s “faded and
worn” appearance. The negative, demonstrative style and stance of Bessie’s emotive voice
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depict her as more emotional and weaker than her sister, and juxtapose her lack of resolve
with Nellie’s stoicism. However, as mentioned in §5.2.2, a change in Attitude values and
loadings accompanies the climax of the story and Bessie’s change of habitus: her
characteristic despairing stance is replaced by evaluations of surprise, positive Affect and
hope: “Suddenly” (t- surprise +), “almost happy” (happiness +), “She might just read it! ” (tinclination +).

B. Judgement: Two voice types, two adjudicating voices
Likewise, contrasting but complementary adjudicating voice roles define the voice of each
narrator. As discussed in Chapter 4, Judgement is at the heart of narratives, and the
adjudicating voice roles of Nellie and Bessie together form the core of Sally Morgan’s voice
and moral teaching in ‘The Letter’. Central to the story’s axiology is the value of
perseverance and courage (Tenacity) personified by Nellie and symbolised by the letter,
which recounts her relentless search for Elaine over a twenty-year period. As with the
interplay of the two sisters’ contrasting emotive voice roles, Nellie’s positive moral values –
principally her courage and perseverance – are contrasted with and enhanced by Bessie’s
negative personal qualities – her tendency to give up in despair. Thus each narrator’s
adjudicating voice role invites the reader to pass a judgement, in the first instance on her
character.
On the one hand, Bessie’s adjudicating voice role is primarily associated with this universal,
personal moral dimension of the story, and particularly with explicit evaluations of her
sister’s Tenacity, expressed through positive as well as doubly negated values:
“Nellie had always (normality +) been the strong (tenacity +, capacity +) one …, she’d never
given up (tenacity neg -) on anything.”

Bessie’s prosody of explicit Tenacity reinforces the prosody of implicit positive Tenacity
construed by Nellie’s adjudicating voice role and invoked by her emotive role with its ‘litany’
of Inclination (‘want’, ‘hope’ ‘pray’) describing her determination and resolve, often
through the expression of negated or doubly negated values, e.g.:
“I didn’t want to let you go” (disinclination = t-tenacity –)

In contrast, Bessie’s own lack of courage is invoked by her emotive voice role, its stance
defined by descriptions of her unrestrained affective behaviours – e.g. “I pressed the lid down
firmly” (satisfaction –, t-tenacity –) – and negative state of mind, as symbolised by the “faded
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and worn” letter (reaction: quality –, t-affect gen.–, t-inclination –, t-tenacity –); or more
directly by her repeated expression of despair – “It was no use …” (t-affect –, t- inclination –,
t-capacity neg +, t-tenacity –), and finally by the sound of Nellie’s ‘voice’ – which is in fact
bears the explicit, intensified evaluative hallmarks of Bessie’s own adjudicating voice –
echoing in her head:
“you always give up too easy!” (normality =, tenacity –)

Together, the evaluative meanings that make up the two narrators’ adjudicating voice roles
portray the their moral qualities and project the ethical values that comprise the teaching of
the narrative: at the turning point of the story, Bessie, who is pessimistic and habitually lacks
courage and resolve, learns from Nellie’s positive attitude, bravery and endurance.
On the other hand, Nellie’s adjudicating voice role additionally construes the local, political
moral dimension of the narrative, primarily through evaluations of Propriety that echo a
strategy employed in her emotive voice role: that is, contrasts of explicit positive Propriety
and implicit negative Propriety that is triggered linguistically by negation, graders and/or by
contextual meanings. Nellie is the source, and in all but one instance, the target, of the mostly
positive, explicit evaluations of Sanction in the story. First person Judgement testifies to
Nellie’s moral integrity, e.g.:
“I promised myself I would protect you (propriety +)”.

This evaluation is juxtaposed with her invoked negative evaluation of Elaine’s father in the
immediately preceding clause:
“Of course he was a white man but there was no love in his heart for you or me (affection neg +,
t-propriety –)”.

In contrast, explicit 3rd person evaluations of Propriety with the Australian government as
their implicit target have an intrinsic positive valence: for instance, Nellie explains to Elaine
that she had to let her go because “[T]hat was the law” (propriety + t-propriety –).
Nevertheless, ‘the law’, which is supposed to enshrine a society’s code of ethics, is instead
used to override the natural rights of a mother to bring up her child. I define ‘the law’ in the
context of Nellie’s utterance as a kind of irony, since its meaning here overturns the
conventional meaning of the term. Thus, this irony or contratextual meaning acts as a
metaphorical grader invoking a second, negative Judgement of Propriety in relation to those
responsible for an unjust and inhumane law.

242

Chapter 5 Voices in the narrative extract

The last prosody of Judgement, Veracity, is entirely implicit in the adjudicating voices of
each narrator, but nevertheless important. Nellie’s letter serves to tell the truth, and its
restrained, chronological and ostensibly factual style evokes a positive evaluation of her
honesty by saturation, while Bessie’s narration serves to verify her sister’s trustworthiness.
For a culturally and critically attuned reader of ‘The Letter’, the authentic quality of the
political dimension of Nellie’s largely implicit adjudicating voice role perhaps comes closest
to indexing the voice and point of view of its author, Sally Morgan.

C. Appreciation: Emotive and adjudicating voice roles
Finally, emotive and adjudicating voices in the narrative are occasionally expressed through
Appreciation. Valuation, which is benchmarked against social standards of significance, is
used in the adjudicating voice role, as for example in Bessie’s evaluation of Elaine’s
Aboriginality:
“… that girl was our own flesh and blood …”. (valuation: authenticity +)

Here, Valuation: Authenticity is invoked by the intensifying grader ‘own’ and the lexical
metaphor ‘flesh and blood’. In addition, multi-layered, explicit Reaction is used to appraise
the aesthetic qualities and impact of phenomena according to the appraiser’s individual
standards (rather than social ones), and at the same time to invoke emotive and adjudicating
evaluations of the appraiser. For example, Bessie’s evaluation of the appearance of the letter
as “faded and worn” (reaction: quality: physical –) also functions symbolically and implicitly
to evaluate her despair (t-affect general – t-inclination – t-tenacity –).

5.2.3.2 Graduation
Although the use of Graduation by both protagonists is constrained (1:12 words), graders
play a vital role in triggering implied evaluations and thus in shaping their voices. For
instance, Nellie’s intensifying rhetorical question, “how could I forget my own daughter?”
including the grader ‘own’ not only invokes evaluations of positive Affect (her love for
Elaine) and negative Affect (her unhappiness), but from a cultural perspective, it also evokes
negative evaluations of those responsible for her situation (t-propriety –). Again, different
forms of Graduation associated with Nellie and Bessie construe particular voice qualities and
correspond to the written or spoken mode of their narration respectively: Nellie’s letter
contains mainly isolating graders. These include individual items, mainly grammatical, with a
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grading function (e.g. ‘own’), but also more subtle modes of intensification that are more
common in written texts, for instance, repetition (e.g. the prosody of negation that permeates
the letter, and the repetition of the verb ‘want’) and what I treat as irony (e.g. the
conventional meaning of ‘best’ is overturned when Nellie states that Mr Neville described the
compulsory removal of her three-year-old daughter as “the best thing”). Similarly, there are
also some infused graders – i.e. lexical items that simultaneously express and scale evaluative
meanings. These are more typical of the succinct quality of written rather than spoken
expression (e.g. processes like ‘loved’, ‘prayed’, ‘deserted’). On the other hand, Bessie’s
inner monologue contains mostly isolating graders, and a few enhancing graders (enrichment
by circumstances of manner e.g. ‘shaking’, ‘crossly’, and common lexical metaphors, e.g.
‘own flesh and blood’) – that are closer to spoken language and also construe her as less
sophisticated than Nellie.

5.2.3.3 Engagement and self- and reader-references
The analysis also reveals the narrators’ contrasting use of Engagement strategies. Prior to rereading Nellie’s letter, Bessie’s narration is profoundly monoglossic, alternating between first
and third person pronouns, meaning that her evaluations are voiced as facts, and the reader’s
alignment is assumed. However, the letter represents a form of Attribution that opens the
space of Bessie’s narrative to Nellie’s voice and views, but also functions contractively to
validate her own account, particularly her evaluations of Nellie’s determination and courage.
Although Nellie’s narration is mainly voiced through first person Monogloss, it is dialogical
largely by virtue of the abundant presence of reader-reference markers and of contractive
Heterogloss that implicitly or explicitly acknowledges, but simultaneously discounts or
overrides, diverse views that may be held by the reader or others. Importantly, she aligns her
immediate ‘addressed reader’, Elaine, by acknowledging her potentially different view – “ I
suppose you don’t want to know me because you think I deserted you” (Entertain) – and
then uses an authoritative prosody of Denial and Counter-expectation strategies to refute this
interpretation: “It wasn’t like that. …

I didn’t want to let you go but I didn’t have any

choice”. Furthermore assimilated Attributions to Mr Neville reinforce her argument that she
could not have prevented her daughter’s removal, but also invoke the reader’s condemnation
of the treatment of Aborigines. At the end of the extract, Nellie’s spirit infuses Bessie’s voice,
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as reflected not only by her more positive evaluations, but also by the transition from
monoglossic despair to assertive denial of her own lack of resolve: “ “Do not,” I said quietly.
… I couldn’t let her go so easily” ”

5.2.4 Involvement
Involvement features are infrequent, but still play an important role in underlining the values
expressed in the narrative, and portraying the narrators and the reader as bonded by similar
cultural and ideological knowledge and views. Hence, lexical metaphors realise Bessie’s
references to Elaine’s Aboriginality (“one day Elaine would
FLESH AND BLOOD”),

reader (“TO

COME HOME”

and “our own

while Nellie uses vocatives to create bonds of affinity with her intended

MY DAUGHTER ELAINE”

and “FROM

abstraction, combined with irony (“That was

YOUR LOVING MOTHER”),

THE LAW”),

and more rarely

and ‘bonding icons’ (as a result of

recent films and television documentaries, the reference to “MR NEVILLE from the ABORIGINES
PROTECTION BOARD”

has a negative but iconic status for many Australians, particularly for

those with a critical awareness of the Stolen Generations episode).

5.2.5 Summary
The voice analysis of the extract that was the subject of the ESML stylistic analysis focused
firstly on its location within the genre-based and axiological staging of the narrative, and
secondly on the role of the Appraisal and Involvement resources in shaping the narrators’
distinctive but complementary voices, voice roles and stances, that together index the
author’s voice. In terms of the expressive function of voice, the analysis highlights the
primary importance of Attitude, particularly implicit Affect and Judgement, and Graduation
in characterising the narrators’ emotive and adjudicating voice roles, and thus in projecting
their social identities and individual dispositions. In terms of the conative function, the
Attitude analysis highlights the importance of the narrators’ sharing of these attitudes in
building communality with the ideal reader and in developing the reader’s intersubjective
(empathic) and ‘supersubjective’ (ethical discernment) relations with them (cf. MackenHorarik 2003a: 287). In addition, the Involvement analysis illustrates differences in the type
of bonding features used by each narrator, although in each case bonding icons and/or
figurative resources reinforce the influence of Attitude in constructing the narrators’ and
projected reader’s shared cultural membership, covertly aligning the latter to the author’s
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views and values. The Graduation analysis also reveals the key role played by these graders
in invoking evaluations, particularly Judgement in Nellie’s letter, where the understated
surface of the text is subtly intensified by a range of graders that interpersonalise experiential
meanings and implicitly convey the narrator’s, and author’s, point of view. Lastly, mainly
monoglossic and contractive heteroglossic resources were shown to combine with selfreference in Bessie’s internal monologue, and self- and reader-references in Nellie’s
explicitly dialogical narration, asserting their values and views and making it difficult for the
reader to question or challenge them.

5.2.6 Conclusion
This chapter has presented the results of the voice analysis of the extract from ‘The Letter’
that the ESML students analysed in their stylistic arguments. The analysis emphasises the
counterpoint represented by the distinct but complementary ‘tunes’ that characterise the
narrators’ voices, especially the implicit and understated qualities of Nellie’s letter that make
the ESML students’ sensitivity to the narrative’s meanings all the more important and all the
more challenging. In this respect Aliénor’s ability to tune into and reconstrue the narrative’s
ethical and affective meanings is especially impressive, as is her analysis of the
linguistic/stylistic features that construe these meanings. Thus in Chapter 6, I report the
results of the in-depth voice analysis of Aliénor’s stylistic analysis, and of the comparative
but less intensive analysis of her peers’ arguments.
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6.1 Introduction
In this chapter I present the findings of the in-depth voice analysis of Aliénor’s high-graded
written expository argument and the comparative, but less in-depth analysis of the lowergraded arguments of her peers. The analysis of the ESML arguments, like that of the
narrative extract reported in the previous chapter, involved the tools of genre, Involvement
and Appraisal (with the inclusion of self- and reader-references), which are theorised as
indexing the writer’s voice in the new model of voice elaborated in Chapter 3. The results
of the ESML voice analyses are related to the results of the narrative analysis (Chapter 5),
which provide a basis for viewing the study participants’ ‘re-envoicement’ (following Prior
2001) of the narrative’s voices, as well as to findings of studies of voice in academic
discourse noted in the literature review.
This chapter foregrounds the results of the case study analysis of Aliénor’s argument,
which served several linguistic and pedagogical purposes. From a theoretical perspective,
its most immediate purpose was to provide a linguistically-informed description of the
expressive and conative functions of the writer’s voice and its variations throughout the
argument. Thus the analysis set out to respectively describe Aliénor’s voice, her projected
textual identities and social identifications, the alignment of her assumed reader of her
argument through a range of modus operandi that negotiate social relations of power and
solidarity and the projection of this reader’s identities. In addition, in order to capture the
individual dimension of Aliénor’s voice, the case study analysis results were compared
with voice trends revealed by the less intensive analysis of texts in her reference corpus.
However, the second, underlying theoretical purpose of the analysis of Aliénor’s text – and
indeed, the overriding aim of the thesis – was to develop, refine and evaluate the proposed
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model of voice in terms of its ability to provide some answers to the core question posed in
this study, which is:
What is an adequate and appropriate linguistic model for the characterisation of voice
and its development in written academic discourse?
To this end, the research design incorporated a concurrent ‘meta-view’ analysis and
assessment of the process by which the analytical framework was applied to Aliénor’s text
and continuously developed and refined, and of the results it yielded. This overview
analysis involved shunting backwards and forwards between the theoretical readings, the
analytical tools and the results of the analysis of Aliénor’s argument. A particular objective
of the ‘meta-view’ analysis was to assess the affordances and limitations of the modified
Appraisal system as an analytical tool for describing voice. Although evidence that informs
this overarching analysis is noted in passing in the present chapter, the results are
substantively addressed in the evaluation of the model in Chapter 7.
From a pedagogical point of view, the comparative voice analyses of the arguments of
Aliénor and her peers were designed to provide some answers to the question of what
constitutes an effective voice in the domain of pedagogical stylistics and specifically in the
stylistic analysis genre. Hence, while the main focus of this chapter is on the description
provided by the case study analysis of Aliénor’s voice, in order to identify characteristics
that make her voice especially effective I also look at the findings of the less intensive,
comparative analyses of the other ESML participants’ arguments, particularly the B- and
C-graded arguments of Naomi and Helen respectively.

6.1.1 Organisation and foci of the chapter
The chapter begins with an introduction to Aliénor’s stylistic analysis argument (§6.2), and
briefly compares the results of the genre analysis of her argument with those from the
analysis of the other ESML students’ texts (§6.3). In §6.4, I summarise the overall
quantitative trends that emerged from the Appraisal and Involvement analyses of the
ESML essays, foregrounding differences in patterns of use in Aliénor’s A-graded text, by
comparison to those in Naomi’s and Helen’s arguments, and where relevant, to the findings
of previous research. The following section (§6.5) highlights insights generated by the data
analysis about quantitative and qualitative trends in Aliénor’s use of interpersonal
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resources. In accordance with the hierarchy of voice proposed within my model, the
analysis results are presented in terms of Aliénor’s performance of affective, ethical and
aesthetic voice types by comparison with her peers’ enactment of the same voice types.
Each voice type is treated as a reflection of the writer’s ability to fulfil the specialised
requirements of the ESML stylistic analysis task. The findings of the voice types analysis
are brought together in §6.6, while §6.7 concludes the chapter.
Finally, the notation system used in this chapter is the same as that displayed in Table 5.1
(p. 237). The full colour-coded genre analyses of Attitude and Graduation, Engagement,
self- and reader-references and voice roles, and Involvement in Aliénor’s stylistic analysis
argument are presented in Appendices 24-27 (Vol. 2, pp. 74-102). Comparable analyses of
Naomi’s and Helen’s texts can be found in Appendices 28-31 (Vol. 2, pp. 103-118) and 3235 (Vol. 2, pp. 119-140) respectively.

6.2 Introduction to Aliénor’s stylistic analysis
The unmarked first draft of Aliénor’s stylistic analysis of the extract from ‘The Letter’ is
reproduced in Appendix 9 (Vol. 2, pp. 26-29). For ease of reference throughout this
chapter, I have numbered paragraphs and clause complexes in the version of the draft in
Table 6.1. The essay draft meets most of the task requirements with distinction: the
analysis is original and insightful, and the arguments are well supported by linguistic
evidence. Ideas are generally communicated fluently and effectively through a variety of
sometimes quite complex sentence structures. Aliénor’s control of grammatical accuracy is
excellent and her use of vocabulary is precise and appropriate. Although the organisation of
her essay is reasonably clear, there is nevertheless a need for a more explicit and tighter
articulation of her interpretation of the key theme in the text (Paragraph 3) with her Thesis
(Paragraph 4) and subsequent arguments, as discussed below. Aliénor partly addressed this
issue in her final draft which was awarded the grade of Honours 1st class by two raters
(myself and a moderator), taking a criterion-based marking scheme and norm referencing
into account.
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Table 6.1 Aliénor’s stylistic analysis
Extract from The Letter
Paragraph/
Clause
Complex
Para.1
1.1
1.2
1.3

Para. 2
2.1
2.2

2.3
2.4
2.5
2.6
2.7

Para. 3
3.1

3.2
Para. 4
4.1

Para. 5
5.1

Para. 6
6.1
6.2
6.3
6.4
6.5

This text is an extract from The Letter written by Sally Morgan, an Aboriginal artist, in
1990.
The whole story is about a mother, Nellie, yearning to renew the family ties with her
stolen daughter, Elaine.
The passage deals with the last letter Nellie wrote before dying and that her sister
Bettie [sic] kept in order to carry on[e] [sic] with the difficult task of making Elaine
accept her origins.
The absence of the characters in the passage is striking.
Indeed, the aunty is the only one who is “physically” present as the reader can enter her
stream of consciousness, while Nellie can only be perceived through her writing:
through the letter.
Mr Neville, the man that caused the separation, and Elaine are only evoked while they
are the main characters of the drama.
The drama in question is the one of the stolen generation.
That is why the first adjective to qualify the text that comes to my mind is moving.
Indeed, it tackles a painful problem, which is still topical nowadays.
Moreover, the style is very simple, and sober, which makes it all the more touching
because it makes it all the more sincere.
The text broaches universal themes, such as the suffering of a mother whose child has
been taken away from her, the fear of the daughter who does not want to hear about her
<shameful> past because she just cannot handle the truth, the poignant perseverance of
the aunty, linked to her dead sister by a promise.
These themes could be condensed in one main idea: the importance of the ties of blood.
In this essay, I would like to concentrate on a central aspect of the text, which is the key
importance of the letter, through two main points: how the letter constitutes the
transmission of a particular message and how it leads to the revival of hope.
My first part will focus on the letter as a mean [sic] for the mother to renew relations
with her daughter.
The past is the main issue of Nellie’s letter.
The predominance of the past simple is revealing.
She gives information about time: “I was seventeen”, about space:
“the Settlement”, “the Aborigines Protection Board”.
Nellie wants her daughter to know the circumstances of their separation, so that Elaine
could know what really happened.
The sentence “I want to tell you what it was like” is, to me, a key sentence.
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Para. 7
7.1
7.2
7.3

7.4
7.5
7.6

7.7
7.8

Para. 8
8.1
8.2
8.3
8.4
8.5

8.6

Para. 9
9.1
9.2
9.3
9.4
9.5
9.6
9.7
9.8
9.9
9.10
9.11
9.12

Nellie insists on the colour of the skin: the colour white is repeated four times, and the
adjective fair is used to qualify Elaine’s skin or hair.
The reader immediately understands that what was at stake was the whiteness of
Elaine.
The vehicle of several parallelisms is used to emphasize on the inescapability of the
separation by highlighting the difference between Aborigines and non-Aborigines:
“They all wanted to know... but I wouldn’t tell”,
“He said that black mothers like me weren’t allowed to keep babies like you”.
The separation was inevitable: even justice was in the hands of white people.
The very short sentence “That was the law” demonstrates the power of white people:
Nellie was a person against a system.
Another parallelism can be evoked here:
“He didn’t want you brought up as one of your people. I didn’t want to let you
go”.
Mr Neville and Nellie had mutually exclusive desires, and her weakness destined her to
fail.
There is here an underlying idea of fate, which is reinforced by the use of short
sentences, which generates a jerky rhythm, as if it followed the movements of her life.
I would now like to evoke the purpose of the letter, as Nellie clearly insists on it.
On the one hand, she wants her daughter to know she loved her.
She wants to justify herself.
A negative form immediately follows the verb “desert”, which has a high loadedness:
“It wasn’t like that”.
Besides, she highlights her helplessness:
“I was only seventeen”
“I didn’t have any choice”.
The lexical set of maternal affection is quite significant: “protect”, “I’d only hurt you”,
“kiss”, “little face”, and above all the sentence:
“I prayed that somehow you’d know you had a mother who loved you”,
with the verb “love”, and the repetition of the pronoun “you”.
On the other hand, Nellie wants her daughter to know her identity.
This is a dominant theme in Sally Morgan’s work, as it is part of her childhood.
My place tells the story of her self-discovery through reconnection with her Aboriginal
culture and community.
Indeed, she learnt she was Aborigine only at fifteen.
From the very beginning, everything is problematic.
“You were so fair”, Nellie says.
Neither black, nor white, she is half-caste.
Several sentences refer to her roots:
“our people”, repeated twice, “who you really are”, “that’s where you belong”.
And it is interesting to analyse the daughter’s reaction, which is the denying of her
aboriginality.
Elaine is like the prisoner in Plato’s cave.
She prefers to stick to the shadows, because [the] truth is painful.
She had been raised by a family, thinking it was hers:
“you’d been adopted by a white family”,
“you thought you were white”,
“you were grown up by [sic] a family of your own”,
and Nellie’s revelations are disrupting all her life.
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Para. 10
10.1
10.2
10.3
Para. 11
11.1
11.2
11.3
11.4
11.5
11.6
Para. 12
12.1
12.2
12.3
12.4
12.5
12.6
12.7
12.8

12.9
Para. 13
13.1
13.2
13.3
13.4
13.5
13.6
13.7
13.8
13.9

13.10

As I said before, there are two protagonists in the passage: Bettie and Nellie.
The aunty is physically present; the reader enters her stream of consciousness, while
Nellie’s thoughts cannot be known.
Thus, I would like to focus on the role of the letter regarding Bettie’s hope.
The difference between Nellie’s positive attitude towards life and the pessimism of
Bettie is striking.
At the beginning of the passage, Bettie’s feelings are very negative.
The sentence “... it looked like it would be the last”, and the adjectives “faded and
worn” suggest despair and lack of faith in the future.
The repetition of “It was no use” clearly shows the discouragement of the auntie.
But the verb “(I) read it again” launches the action forward.
It is a first step.
Nellie’s style can now be evoked.
The style of the letter is very simple, and bare of hyperbolic metaphors.
The absence of adjectives, of adverbs is striking.
Her letter gives no sign of any sense of tragedy; on the contrary, she tends to minimize
what happened via understatement.
She does not need ornaments; she goes to the essential as if she knew that simplicity is
sufficient unto itself.
Nellie does not let her emotions show through.
To me, this is a kind of courage, of self-control (not an absence of love as one could
think at first glance as it took Nellie all her life to find her daughter).
It goes along with her perseverance, and the fact that the aunty, in the free direct
thought which allows us to enter her mind, uses the adverb “always” twice is not a
trivial detail:
“Nellie had always been the strong one, she’d always believed”.
It shows the permanent positive state of her mind.
And there is this supernatural event, Nellie’s voice that Bettie can hear because she just
read the letter.
It is rationally impossible, and that is why I like it.
It allows the reader to dream.
It reminds me of Jane Eyre, when she hears the desperate cry of Rochester, and yet she
is so far away from him.
His voice rekindles her love.
In The Letter, the same thing occurs.
Nellie’s voice gives Bettie courage.
She realizes she cannot give up, because of the ties of blood that are particularly
important in the Aboriginal culture: “that girl was our own flesh and blood”.
The gradation (I) felt strangely better, almost happy,
the use of the future: I’ll make one last try, I’ll get a new envelope, shows that Bettie
has faith in the future.
And the final modal verb, “she might just read it” followed by an exclamation mark
underlines this idea of hope.
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Para. 14
14.1
14.2
14.3
14.4
14.5

In this extract, the letter has a particular relevance.
For Nellie it is a device to reclaim her daughter, and to express herself, as she cannot be
interrupted while writing.
It is a form of confession which allows the reader, and Elaine who is the addressee, to
know the past, and to understand.
Besides, the letter outlives her, and makes possible a reconciliation between Elaine and
her roots even after her death.
To me, the originality of the text lies in the fact that Nellie, whose point of view is
predominant, does not flaunt her feelings, and this restraint makes the story poignant.

6.3 Results of the ESML genre analyses
Within the proposed model of voice, the writer’s uptake of the abstract ‘social voices’ of
the genre in which she is writing shape her interpersonal choices. Thus, the writer’s
negotiation of the staging of the stylistic analysis genre contributes to the qualities of her
overarching voice and projects particular social and individual dimensions of her identities
and of those of her imagined readership. Hence the discussion of the genre analyses of the
ESML students’ texts highlights the implications for voice construction of their handling of
this aspect of the stylistic argument task.

6.3.1 Aliénor’s argument
The summarised genre analysis in Table 6.2 below indicates that Aliénor generally
followed the model of the argument genre on the guide given to the ESML students shown
in Appendix 21 (Vol. 2, pp. 67-70), but was able to appropriate the model for her own
purposes. For instance, in the Evaluation stage, Paragraph 1 succinctly contextualises the
narrative and the extract, providing details about the protagonists, and the story’s lower
order meanings and events. Aliénor’s first innovation on the modelled genre occurs in
Paragraph 2 which begins with an overview of the narrative’s style, then extends the
Synopsis, relating the story to the social context (‘The drama … of the stolen generation’),
and combining the evaluation of its meaning, style and rhetorical effects with the optional
Personal Reaction section (e.g. 2.5 ‘That is why the first adjective to qualify the text that
comes to my mind is moving’). Paragraph 3 completes the Evaluation with a statement of
Aliénor’s interpretation of the text’s central meaning (‘the importance of … ties of blood’).
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Table 6.2 Staging of the argument genre in the ESML model and in Aliénor’s text
STAGE

ESML model
EVALUATION
Synopsis
Personal Reaction
Interpretation
THESIS
Outline
ARGUMENT/S &
EVIDENCE

Aliénor’s argument
EVALUATION
Synopsis
Synopsis & Personal
Reaction
Interpretation
THESIS
Outline
ARGUMENT 1 &
EVIDENCE
Preview
Micro-Argument 1.1

1
2
3
4

5
6
7

Micro-Argument 1.3

8

Micro-Argument 1.4
TRANSITION:
Review Synopsis
Preview Argument 2
ARGUMENT 2 &
EVIDENCE
Micro-Argument 2.1

9

Personal Reaction
REAFFIRMATION
OF THESIS

Focus
The text & the extract
Key stylistic features & the reader’s
reaction
The importance of the ties of blood.
The pivotal role of the letter
Aliénor’s interpretation
purpose of the letter

Micro-Argument 1.2

Micro-Argument 2.2
REAFFIRMATION
OF THESIS

Para.

of

the

To inform Elaine (& the reader)
about what really happened
To inform Elaine that she was unable
to prevent her removal (implied)
To inform Elaine that she was loved
& not abandoned
To inform Elaine of her identity

10

11
12
13
14

The letter’s role in bringing about the
revival of hope
The 2 narrators’ contrasting
dispositions:
(i) Bessie
(ii) Nellie
The role of the letter in Bessie’s
change of heart
The pivotal role of the letter &
personal evaluation

A second difference with the model is that Paragraph 4 does not make explicit the
relationship between the Thesis (‘the key importance of the letter’) and her interpretation of
the text. The Outline in Paragraph 4 previews the two arguments she intends to use in
support of her thesis. There is some slippage in the description of Argument 1, which is
initially described in terms of what the letter represents (‘the transmission of a particular
message’), but in Paragraph 5 is described in terms of the letter’s purpose (‘for the mother
to renew relations with her daughter’), and the following 4 paragraphs articulate different
aspects of this ‘purpose’.
A further innovation on the ESML model occurs with the Transition stage in Paragraph 10
which reviews information about the two narrators in the Synopsis and previews the second
argument, (the letter’s role in bringing about the revival of hope), that unfolds over the next
three paragraphs. Paragraph 11 deals with Bessie’s habitual despair, Paragraph 12 with
Nellie’s contrasting courage and hope. Paragraph 13 represents another difference from the
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ESML model in that Aliénor combines her analysis of the turning point (the re-reading of
the letter that instigates Bessie’s change of heart) with an elaborated explanation of her
personal reaction to this event (13.2-13.4). The conclusion in Paragraph 14 reinforces the
thesis (the letter’s ‘particular relevance’) and reviews Argument 1 but not Argument 2.
In addition, there are several indications from the genre analysis that her writing may be
shaped by ‘social voices’ other than those represented by the model of the argument genre
with which the ESML students were provided. These voices may well be influenced by her
experience of ‘doing stylistic analysis’ in French. The key difference could be characterised
as a somewhat more fluid structuring of information than might be expected in a stylistic
argument written in English. For instance there are two digressions in Paragraph 9: the first
(9.2- 9.4) relates the story in the narrative to the autobiography of the author, Sally Morgan,
then abruptly returns to the argument in 9.5 (‘From the very beginning, everything is
problematic.’). The second digression (9.9-9.12) leaves the argument about the purpose of
the letter and very insightfully analyses the daughter’s reaction to the news of her origins.
In addition to the differences in the staging of Aliénor’s text as highlighted above, this
impression of a less explicit and more meandering than linear approach to the information
structure is reinforced by the ordering of sentences within paragraphs – for instance, within
Paragraph 6, the actual topic sentence (or macro-Theme) which overviews the evidence for
Argument 1 (the purpose of the letter) is 6.4 (‘Nellie wants her daughter to know the
circumstances of their separation, so that Elaine could know what really happened’) rather
than 6.1. Yet Aliénor builds up to this key point with a discussion of the importance of the
past in the letter. An alternative interpretation of the less explicit and unusually ordered
structure of Paragraph 6 is that these traits are a consequence of Aliénor’s incomplete
mastery of argument writing.
The digressions and more fluid organisation in Aliénor’s text echo debated theories that
posit cultural differences in argument styles (e.g. Galtung 1981, Kaplan 1966) and
considerable anecdotal evidence from EAP instructors. However, apart from the ‘hedged’
discussion of findings from intercultural studies regarding discourse patterns in Romance
languages (e.g. Clyne 1987) and the genres they employ (e.g. Melander 1998), there is still
a dearth of relevant empirical evidence and thus a need for further research in this area.
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From a voice perspective, the genre analysis demonstrates Aliénor’s confidence in
negotiating the disciplinary voices of the stylistic analysis genre, projecting her identity as
a writer with some experience in the field, and projecting the identity of her imagined
reader as an expert, or at least, a peer who will allow for her innovations. At the same time,
the analysis indicates that the staging of her argument also represents an expression of her
individuality and creativity, and potentially of her still developing proficiency in academic
writing in some instances, and in others, of social voices that she brings to her writing from
her knowledge of the stylistic analysis genre in French, thus casting her as being from
‘somewhere else’.

6.3.2 Aliénor’s peers’ arguments
Overall, the staging of the lower-graded texts of her nine peers (Appendices 10-18) is less
intricate and less tightly structured than Aliénor’s argument. The genre analysis of her
colleagues’ texts also highlights the fact that apart from Armin’s draft of his A-graded
argument (Appendix 12, Vol. 2, pp. 36-39), her peers’ demonstrate less control of the
voices of the stylistic analysis. Likewise, there is less innovation and individualisation in
their arguments, again with the exception of those of Armin, Susanne and Sara, all of
whom had prior experience of doing stylistic analyses in German. Perhaps most
importantly, other than Armin, Sara and to some extent Naomi, the other ESML
participants are generally unable to relate their interpretations of the text to their thesis, and
thus to their ‘arguments’, which tend to be a more or less methodical discussion of the
rhetorical effects of various narrative or semiotic devices. As a result, the conclusion of the
lower-graded arguments tends to provide a Review and Personal Evaluation stage but not a
Reaffirmation of the Thesis. Moreover, the other students’ contextualisations of the
narrative are all considerably less concise than Aliénor’s, as are their Personal Reaction
statements. In some cases digressions are more frequent and more personalised (e.g. May,
Aqua) or bear little relationship to the argument. Consequently their lesser control of the
stylistic analysis genre contributes to the less competent and more subjective qualities of
their voices, projects their identities as student writers and projects their imagined reader’s
identities as that of a teacher/assessor.
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6.3.2.1 Naomi’s argument
I illustrate some of these issues in relation to the genre analysis of the drafts of Naomi’s Bgraded (Appendix 28) and Helen’s C-graded (Appendix 32) arguments (Vol. 2, pp. 103105 and 119-121). Naomi adheres tightly to the modelled genre staging – to the point
where she introduces each section of her essay by repeating the modelled outline structure.
She states her interpretation of the message (Paragraph 3), which concerns the political
dimension of the narrative (‘the cruelty of the system’), and refers to this as her thesis in
Paragraph 4 (and later in 9.1). However, although she claims that she will demonstrate the
contribution of certain linguistic patterns to this message, the features analysed in her
ARGUMENT and EVIDENCE stage (Paragraphs 5-8) generally foreground the semiosis
of the author’s/narrators’ relationships with the reader but are not specifically related to her
thesis. An excerpt from the genre analysis of Naomi’s text is shown in Table 6.3, with my
interpolations (numbering of clause complexes and naming of stages and sections) in grey.

Table 6.3 Excerpt from the genre analysis of Naomi’s stylistic analysis

2.1
2.2
2.3
2.4

3.1
3.2
3.3

EVALUATION
Personal reaction
(2) Personal Reaction
I can’t understand the “ The Letter ” the first time I read it.
But when I read it for the second time and make clear what relationship between
characters in the story are, I’m impressed by the Sally Morgan’s successful skills in
writing the story.
I like the story and am touched by Nellie’s persistence and determination in
searching Elaine in the hope of telling Elaine of her aboriginal origin.
Besides, there is a change in Auntie Bessie’s mind from tending to give up taking
the letter to Elaine to holding fast to Nellie’s willing.
Interpretation of the message and personal reaction
(3) Interpretation of Message
I think the message of “ The Letter ” is to show the cruelty of the system, which is
consisted of the white people representing upper class of people while the
aboriginals the bottom of the society.
It’s unfair for Nellie and Elaine to be separated in the beginning, with the result
that they both are deeply hurt.
It’s natural and reasonable for Nellie to keep looking for Elaine because she wants
to tell the truth that Elaine is an aboriginal, which can be inferred from the text “ I
hope that one day you will wonder who you really are and that you will make
friends with our people because that’s where you belong.”
Outline
Outline:
First Personal Pronoun
Function: the writer closer to the reader
Narrative Sequence: beginning with the middle of the story
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Function: a. Avoiding monotony
b. Increasing complexity of the story
c. Coherence in context
Function: removing the complexity for readers to understand the story

4.1

THESIS
2 Thesis:
In this essay, I will attempt to show how Sally Morgan uses first personal
pronoun, narrative sequence and coherence in context, all of which writing skills
contribute to the message of the text.

6.3.2.1 Helen’s argument
By comparison, the organisation of Helen’s argument is looser – for instance, her first
paragraph combines a long contextualisation, a brief Personal Reaction section and outlines
the structure of the essay. In Paragraph 2 she repeats and elaborates her Personal Reaction
statement before offering her interpretation of the meaning of the narrative, again
highlighting the political dimension of the story. However, she makes no explicit links
between this ‘message’ and the linguistic features she discusses in the body of her essay
(Paragraphs 3-6), as underlined by her statement in 3.1. Like Naomi, she analyses the
rhetorical effects of certain linguistic features, but relates them to her general
interpretations of the narrative and to the characterisation of the protagonists (Paragraph 6),
rather than to the interpretations proffered in Paragraph 2 (See Table 6.4).

Table 6.4 Excerpt from the genre analysis of Helen’s stylistic analysis
Personal reaction and interpretation of the message
2.1
2.2
2.3
2.4
2.5
2.6
2.7
2.8
2.9

There are a lot of reasons why this stories move me a lot. Firstly, this story is
credible and plausible.
From the extract, it could be seem [sic] that the vocabularies it used were simple
and sincere.
In addition, the whole extract was emotional involved.
Through every sentence, it could be seem [sic] and imagined the feeling or
thoughts of the writers.
Furthermore, from the text “he said that black mothers look [sic] me weren’t
allowed to keep babies like u” [sic], it reflected how poor the Aborigines were and
how cruel was the stolen generation.
It also indicated that during that period of time, the white people treated the
Aborigines in an inhumane way.
This helps people to provoke sympathy towards the half-caste and the Aborigines.
Moreover, refer to the text “I don’t blame you and I don’t hold any grudges, I
understand”, this gives a sense that how mighty could a mother be and encourage
the reader to have a positive thinking and treasure what they already have.
Also, the specialty of this story is that it gives two sides of views to the reader: the
mother’s view and the daughter’s view either. [sic]
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2.10
2.11

3.1
3.2
3.3
3.4
3.5
3.6
3.7
3.8

It stated that how poor and desperate the mother was.
Simultaneously, it also told that how hard the daughter has to face and confront of
identity.
Argument 1.1 The use of first person perspective
There are a few linguistic patterns from this extract.
Firstly, the whole extract often used the first person perspective.
There are two narrators in this extract, one is Aunty Bessie and the other is Mother
Nellie.
For instance, “…I’d been to see her and it looked like it would be the last” and “I
am writing in the hope that one day...”.
Both narrators used the first person perspective to describe the story.
The advantage of using the first person perspective is that it can help to create an
intimate relationship between the reader and the writer.
Furthermore, this help to invite readers involve the story world and have a realistic
image inside their head or mind.
In addition, it creates less distance between the reader and the writer.

6.3.3 Summary of the genre analysis of the ESML arguments
The analysis of the genre-based staging of Aliénor’s argument sheds light on her control of
the stylistic analysis genre and on a polyphony of voice or argument styles that she has
appropriated but nevertheless innovated on and individualised. They include disciplinary
voices that prioritise succinctness, structuredness, explicitness and relevance, as modelled
by the local (ESML) interpretation of the broader Anglophone discourse community’s way
of doing pedagogical stylistics; and voices that present information more discursively and
potentially reflect her L1 context of French culture. Taken together, these voices project her
identity as an advanced L2 stylistic analyst writing for an audience she addresses as her
equals.
On the other hand, the overview of the genre analyses of the other participants’ texts
reveals that, with the exception of Armin’s argument, the staging of the information
structure of their stylistic analyses does not exhibit the same degree of control, polyphony
or individualisation. Although these arguments follow the modelled genre structure quite
closely, they are also less ambitious and less intricate, portraying their writers as less
advanced students and their ideal reader as an academic reader/assessor. Above all, their
arguments were mostly less connected to their theses, a trend that points to a fundamental
difference in the quality of these students’ readings of the narrative and consequently, in
their interpretations of the stylistic analysis task. Aliénor treats the text as an artefact to
deconstruct and thus sees her task as being to identify the linguistic/stylistic devices that
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construe the narrative’s salient meanings as well as to analyse their rhetorical effects. In
contrast, her less proficient peers’ readings of the narrative are more emotionally engaged,
and while they may identify key meanings and/or linguistic/stylistic features of the
narrative, they tend to interpret the stylistic analysis task as principally requiring them to
focus on the rhetorical effects rather than on the semiosis of these meanings. These
differences in the ESML students’ responses to the narrative and writing task are taken up
again below in the discussion of the results of the analysis of interpersonal features.

6.4 Results of the Appraisal and Involvement analyses: Overall quantitative trends
Within the proposed model of voice, the interpersonal resources of Appraisal and
Involvement and their interaction with genre represent crucial indicators of the writer’s
presence in the text and of the relations she establishes with her audience. In the following
section (§6.4.1), I review salient trends in the overall quantitative results of the analysis of
interpersonal features in Aliénor’s stylistic argument, attending particularly to their relative
significance in the construction of her voice and projection of her identities and those of the
ideal reader of her text. This overview perspective is valuable because, like the genre
analysis, it provides a snapshot of her overarching voice as opposed to its composite parts –
i.e. voice types and roles and stance. It also enables me to make comparisons, not only with
the results of the analysis of her peers’ voices (§6.4.2), but more generally with the findings
of existing voice studies across disciplines, a level of comparison that is less relevant to the
more domain-specific voice types and roles examined later in this chapter. However, it is
important to recognise that quantitative data can only go so far in providing a description of
the voices in a written text. In the end, capturing more subtle and dynamic dimensions of
voice require a qualitative analysis that traces constellations of interpersonal meanings and
their interactions with the co-text as the text unfolds.

6.4.1 Aliénor’s stylistic argument
6.4.1.1 Quantitative results of the Appraisal analysis
Attitude: types and explicit or implicit construal
A summary of the results of the Attitude analysis in Table 6.5 below shows a total of 315
codings, most instances of Appreciation, followed by a medium number of instances of
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Judgement, and a lower frequency of Affect. (The number of evaluations coded excludes
those in citations in Aliénor’s text). While the total number of explicit and implicit codings
is roughly equal, there is a clear preference for implicit over explicit Judgement, and
explicit over implicit Affect.

Table 6.5 Attitude in Aliénor’s argument by frequency, types and mode of construal
Attitude type
Explicit
Implicit
Total

Affect
42
9
51

Judgement
26
60
86

Appreciation
78
100
178

Total
146
169
315

From a voice perspective, the most prominent results are the low frequency of explicit
Judgement and the strong presence of Appreciation, which has an objectifying effect by
comparison to Affect and Judgement, since it concerns evaluations of ‘things’ rather than
of people’s behaviours or feelings. These preferences play a central role in constructing the
depersonalised quality of Aliénor’s voice, particularly in the Personal Reaction sections,
where she chooses Appreciation Reaction (e.g. ‘moving’ in 2.5, ‘all the more touching’ in
2.7) over Affect in all but one instance (13.2).
In terms of the effectiveness of Aliénor’s writing, the overall rate of Attitude in her text
(1:4 words) is similar to that found in earlier Appraisal analyses of successful literary text
responses (Macken-Horarik 1996, Rothery & Stenglin 2000), suggesting the more
comprehensive nature of her analysis by comparison to those of her peers. Finally, the
proportionate presence of each Attitude type in Aliénor’s text – particularly her use of
higher frequencies of Appreciation and Judgement than of Affect – is similar to that found
in Appraisal analyses of high-graded literary responses in each of the above-mentioned
studies. However, owing to differences between interpretive and stylistic approaches to
literature (as elaborated in §6.5.3 below), Appreciation predominates in the ESML stylistic
analyses of literary texts, whereas Judgements are more frequent than evaluations of
Appreciation in the high-graded literary responses analysed by Macken-Horarik and
Rothery and Stenglin. Although no previous Appraisal analyses of stylistic arguments have
been undertaken, related studies of literary arguments suggest that students generally fail to
make adequate use of Appreciation resources to evaluate the composition of literary texts
(Rothery & Stenglin 2000, Zyngier & Shepherd 2003).
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Graduation
Furthermore, median frequencies of Graduation again reinforce the contribution of
Aliénor’s Attitude choices to constructing her voice as analytical and impersonal rather
than personally involved. In all, 51% of all evaluations were graded, and mainly
intensified, but only about half of these instances co-occurred with explicit evaluations
contributing to the more detached quality of her voice. These combined Attitude and
Graduation patterns are appropriate to the academic nature of the writing task and reflect
the findings of related studies (e.g. Coffin 2000, Cotton 2010, Hood 2010, Lee 2006,
Nakamura 2009, Paul 2007).

Engagement
Adding to the ‘objective’ quality of Aliénor’s voice is the strong presence in her argument
of monoglossic Engagement strategies particularly in primary and other ranking clauses,
construing many of her views as unarguable facts and generally assuming the reader’s
convergence with her values. However, the results of the qualitative analysis provide a
more in-depth view of the way that specific monoglossic strategies (e.g. ‘Unsourced’ vs.
Sourced, mediated or unmediated instances) combine with particular meanings, discoursal
functions and voice roles to endow Aliénor’s voice with authority. Figure 6.1 reduces the
breakdown of Engagement strategies in Aliénor’s argument to four basic categories, and
represents the presence of each as a percentage. (The more detailed analysis of
Engagement, voice roles and self- and reader-references is shown in Appendix 26.) The
figure illustrates the fact that although she uses more heteroglossic than monoglossic
strategies overall, the majority close down the space of the text to other interpretations of
the narrative. As foreshadowed in Chapter 4, inserted Attributions that are implicitly or
explicitly endorsed, and have a contractive, authorising effect on Aliénor’s interpretations,
are treated separately from the few instances that are explicitly acknowledging or
distancing.
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Figure 6.1 Engagement strategies in Aliénor’s text (shown as percentage)
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Among existing studies of Appraisal in academic writing, that of Lee (2006), like the
present study, includes Engagement strategies in ranking as well as non-ranking clause
constituents. Figure 6.2 compares Aliénor’s use of Engagement (expressed as a percentage)
with that in the writing of four of Lee’s NNS international undergraduates. The chart shows
that although all arguments contained a similar percentage of contractive strategies
(including contractive Attribution in Aliénor’s), Aliénor used considerably more
Monogloss, and considerably fewer expansive Heterogloss resources than the students in
Lee’s study. These results above all reflect the less dialogised requirements of the ESML
stylistic analysis task as discussed in §4.4.3, but also suggest the role of the discourse
domain – stylistics vs. general humanities in Lee’s study – in variations in voicing patterns
within the same genre.

Figure 6.2 Comparison of Engagement strategies in arguments of Aliénor and Lee’s
students (shown as percentage)
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Self- and reader-references
The authoritative qualities of Aliénor’s voice associated with her preferences for
monoglossic and contractive Engagement strategies are reinforced by her use of 19 selfand reader-reference markers – that is a ratio of 1: 64 words as shown in Appendix 26 (Vol.
2, p. 95). Table 1 in Appendix 36 provides a breakdown of these features in terms of their
orientation (explicitly subjective or objective) realisations, functions and locations in the
discourse and sentence structure. Key findings are that most realisations:
•

are explicitly subjective, and singular, referencing Aliénor specifically (58%);

•

occur in the Arguments and Evidence and Reaffirmation stages; and

•

perform arguing, followed by metadiscoursal functions;

In addition, the table shows that a considerable number of self- and reader-references are in
salient locations in the discourse and/or sentence structure and so play an important role in
scaffolding her argument.
It is difficult to compare these results with those of previous analyses of self- and readerreferences in L2 pre-tertiary (Coffin & Mayor 2003, Coffin & Hewings 2004) and
undergraduate academic writing (e.g., Hyland 2002c,d) or in published cross-disciplinary
research, since the findings of these earlier studies varied across disciplines and across, and
sometimes within, cultural groups (e.g. Coffin & Mayor 2003). However, Aliénor’s use of
self-reference could be interpreted as an indicator of her still developing proficiency in
writing arguments in English or as a conscious strategy. Supporting the first interpretation,
the findings of the self-reference analysis correspond closely to those of Coffin and Mayor
(2003) whose study similarly revealed the considerable, but judicious use of self-reference
in Theme, and macro- and hyper-Theme and New positions in the essays of the most
successful IELTS candidates. On the other hand, Aliénor’s self-reference choices would
seem to be intentional rather than the result of L1 interference when seen from the
perspective of the strong dispreference for first person singular pronouns in the published
academic discourse of French writers (cf. Fløttum et al. 2006) and, indeed, in the advice
given to students preparing to write arguments at the Baccalauréat level (e.g.
http://www.etudes-litteraires.com/bac-francais/technique-dissertation.php).
Regardless of which of these interpretations holds, the trends that emerge from the analysis
of Aliénor’s text highlight the effectiveness of her use of self- and reader-references in
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constructing an authoritative disciplinary identity. In this sense, the frequency of explicit
self-mention in her argument is consonant with Trengrove’s (1986) analysis of a collection
of the writing of 10 published literary stylisticians (Carter 1982b). Trengrove noted ‘the
liberal and liberated use of ‘I’’ and its derivatives (‘we’, ‘one’ and ‘the present writer’)
‘without … undue egotism’ in these papers (p. 61), albeit with marked differences among
the individual writers. For instance, the use of the first person singular pronouns ‘I’ and
‘my’ ranges from 3 to 46 instances. Furthermore, from a more qualitative perspective,
Aliénor uses personal pronouns for arguing purposes more frequently than to state goals.
These trends were closer to patterns demonstrated by professional linguists than by L2
student writers in Hyland’s (2002c) corpus. Hyland’s student writers used personal
pronouns for metadiscoursal purposes three times more often than for arguing.
In the discussion of the qualitative results of the data analysis, I further examine the effects
on the construction of Aliénor’s voice of specific configurations of self- and readerreference features in their interactions with other co-textual and interpersonal features.

6.4.1.2 Quantitative results of the Involvement analysis
Finally, the Involvement analysis (Appendix 27) (Vol. 2, p. 99-102) reveals that bonding
resources – such as technical and specialised terms – occurred at the rate of 1:12 words,
although repeated items were excluded. Although there are no existing studies of
Involvement resources in academic writing with which to compare the quantitative trends
of the Involvement analysis of Aliénor’s argument (shown in Table 2 Appendix 36, Vol. 2,
p. 141), I note that items in the core nominalisation/GM category composed over 50% of
all bonding resources, while technical and specialised (subject-core) terms comprised over
25%. Grammatical metaphor being a crucial marker of language development (cf. Byrnes
2009b, Ryshina-Pankova 2010, Schleppegrell 2004a,b, 2006), these results indicate the
primary importance of Involvement resources on the shaping of Aliénor’s voice, and thus
the projection of her academic and stylistic analyst personae and identifications as well as
of the assumed reader’s identities.
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6.4.2 The stylistic arguments of Aliénor’s peers
In this section, I briefly compare the overall quantitative results of the voice analysis of
Aliénor’s text with those of the analysis of her nine peers’ voices, making specific
standardised numerical comparisons with the analyses of Naomi’s B/C-graded text and
Helen’s C/D-graded text which are summarised in Table 3, Appendix 36 (Vol. 2, p.141).
Standardised data are denoted with an asterisk (*). This comparative overview highlights
key differences in their use of interpersonal features that generally shape their voices as
more personalised rather than detached, and less authoritative.
The other ESML students’ arguments contain considerably fewer instances of Attitude
overall – for example, 173 and 198 evaluations were identified in Naomi’s and Helen’s
texts respectively in contrast to Aliénor’s 315. In addition, by comparison to Aliénor’s text,
proportionately higher frequencies of Affect and explicit Judgement, and lower frequencies
of explicit Appreciation signal the less ‘objectified’ and more personal quality of her
colleagues’ voices, particularly in the lower-graded arguments. For instance, while Naomi
and Helen use similar frequencies of Appreciation to Aliénor, proportionately fewer are
instances of explicit Appreciation, and considerable repetition in each student’s argument
also qualifies these results. Although the ESML stylistic analysis task invited the students
to provide a brief personal response to the narrative extract, Aliénor’s peers’ preference for
explicit Affect over Appreciation Reaction in their Personal Reaction statements highlights
the more personally involved quality of their voices (e.g. Helen’s choice of ‘This book does
move me a lot’. Vs. Aliénor’s choice of ‘moving’ as discussed in §4.4.4.2). This
personalised quality is further intensified by their more frequent use of Graduation (e.g.
‘does’ ‘move’ and ‘a lot’ in Helen’s utterance above), especially in conjunction with
explicit Attitude. For instance, a higher ratio of graders accompanies explicit evaluations in
the arguments of Naomi and Helen (.8:1) by comparison to that of Aliénor (.6:1).
In terms of the Engagement analysis, unlike Aliénor, her peers’ tend to elaborate their
arguments using more Monogloss than assertive or coercive ‘negotiating’ heteroglossic and
Attribution strategies. For instance, Monogloss accounted for 50% and 54% of Naomi’s
and Helen’s Engagement strategies respectively, by comparison to 37% in Aliénor’s
argument. As noted above (p. 262), depending on the combination of certain Monogloss
choices with particular meanings and/or other co-textual features, this trend may render the
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voicing of their arguments more factual. However, the higher overall presence of
monoglossic voicing in her peers’ arguments also renders them less negotiable, since
Monogloss more or less assumes the reader’s solidarity. At the same time, by comparison
with Aliénor, the other ESML students also make greater use of expansive Heterogloss,
particularly modality (e.g. these made up 29% of Naomi’s use of Engagement but only
14% of Aliénor’s). There are nevertheless a few exceptions to these trends (e.g. the
quantitative profile of Helen’s use of contractive Engagement strategies is similar to that of
Aliénor, while expansive Heterogloss makes up only 4% of her Engagement choices).
Again, as I demonstrate in the discussion of qualitative trends in the analysis results (§6.5),
the writer’s voice is shaped not by individual features, but by combinations of evaluative
resources in their interaction with genre-related and discoursal functions and their construal
of higher or lower order of meanings. For example, as described in Chapter 3, the use of
modality (an expansive, Entertain strategy) combined with a lower order meaning, such as
Naomi’s claim in 8.5 ‘Both of them may be aboriginals’ may create a tentative ‘shaky’
voice that reduces the writer’s authority rather than making her statement more negotiable.
These patterns were accentuated by the proportionately greater use by the other ESML
participants’ (Ayami excepted) of self- and reader-references, and particularly 1st person
singular pronouns, especially for arguing purposes, as in Naomi’s text. Finally, Aliénor’s
fellow students used considerably fewer Involvement features, especially technical terms
and nominalised grammatical metaphor. For example, Naomi’s and Helen’s use of
Involvement was half or less than that of Aliénor (Table 3, Appendix 36). These results,
like the other quantitative results of the interpersonal analyses, highlight the less advanced
L2 profile of Aliénor’s peers. Hence, they contribute to projecting an impression of their
identities as apprentice stylisticians, and those of their imagined readers as fellow students
or in some cases, an academic towards whose authority the students feel the need to defer.
In contrast, Aliénor’s more frequent choice of technical and nominalised Involvement
features construct her as establishing an expert-to-expert, more equal relationship with her
imagined reader.

6.4.3 Summary: Overall quantitative trends in the use of interpersonal resources
The overview of the quantitative results of the analysis of selected interpersonal features in
Aliénor’s argument foregrounds the influence of her preferred patterns of use of these
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features on the construction of the analytical, abstract and authoritative qualities of her
voice. These qualities in turn project her social identities as a stylistician with ‘insider’
knowledge of Australian society, who is appealing to an imagined reader with similar
attributes. Contrasting trends in her peers’ use of Attitude and Graduation construct their
voices as more subjective, projecting their identities as less proficient readers and writers.
Even though the ESML stylistic analysis task allowed them to express their personal
reactions to the narrative extract, in the Evaluation stage particularly, higher frequencies of
graded Affect and Judgement and lower frequencies of Appreciation throughout Aliénor’s
fellow students’ arguments portray them as more personally involved, endowing the
arguments with a more hortatory quality (cf. Coffin 2004). Likewise, evaluations in most of
the lower-graded arguments tend to be voiced through Engagement strategies that assume
solidarity with the ideal reader rather than negotiating it more dialogically through
contractive Heterogloss particularly. Along with a lower use of technical and nominalised
Involvement resources, these patterns of interpersonal meanings characterise Aliénor’s
peers as novice academic writers and stylisticians who do not necessarily share the same
disciplinary or cultural memberships as their imagined readers.

6.5 Results of the analysis of interpersonal resources in the three voice types:
Quantitative and qualitative trends
In the remainder of this chapter, I detail the salient quantitative and qualitative trends that
emerged from the case-study and comparative analyses of interpersonal resources in each
of the three voice types in the ESML stylistic arguments. I treat the affective, ethical and
aesthetic voice types and their associated voice roles and stances as variations in the
writer’s voice that are shaped by her fulfilment of specific conceptual and linguistic
requirements – or recognition and realisation ‘rules’ (following Macken-Horarik 2006,
after Bernstein 1990) – of the ESML stylistic analysis task. These variations take the form
of characteristic constellations of Appraisal and Involvement resources as they interact with
genre and other co-textual features.
The advantage of the voice type analysis is that it makes it possible to identify subtle
changes in the writer’s voice and related shifts in her identities and identifications. From a
methodological perspective, this approach also tests out the ability of the proposed model
of voice and each of its component parts to capture these variations, while from a
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pedagogical perspective the resulting findings have the potential to provide detailed
insights into the relative effectiveness of particular interpersonal resources and realisations
in the fulfilment of specific task requirements.
However, I acknowledge from the outset that the separation of each voice type for
analytical purposes is to some extent an artificial one. As in the case of the intertwined
emotive and adjudicating voice roles in the narrative, the three interpersonal styles in the
stylistic argument are frequently woven together, even at the clause level, and like chords
in a piece of music, they harmonise to form the whole reading e.g.:
11.4 The repetition of “It was no use” clearly shows the discouragement of the auntie.

This clause encodes all three voice types: the aesthetic voice is realised by Aliénor’s
evaluations of the use of a foregrounded compositional element (the ‘repetition of …’) and
of its significance (‘shows’) in construing certain affective and ethical meanings in the
narrative. The affective and ethical voices are realised by the explicit and implicit
evaluation of these meanings (‘discouragement’ inscribes negative affect, and particularly a
lack of hope, and simultaneously invokes a judgement of Bessie’s flagging resolve or
tenacity).
I examine the results of the data analysis for each voice type in Aliénor’s stylistic analysis
from three principal points of view:
1. a discourse semantic or whole text view that highlights quantitative, then qualitative
data regarding patterns of preference in the types, sub-types, modes, loadings and
particular uses of Attitude choices, and their conjunctions with other Appraisal and
Involvement features. I relate these patterns of interpersonal meanings in the stylistic
analysis to:
•

Aliénor’s enactment of key voice roles that realise ‘meso’-level discourse- and
genre-related task functions;

•

trends in the use of interpersonal, particularly Appraisal, resources that
compose the narrative’s voice types and roles, making it possible to gauge the
calibre of Aliénor’s attunement to the literary extract;

•

their characterisation of her voice and the portrayal of her identities and
identifications (the expresssive function), those of the imagined reader, and her
positioning of this reader (the conative function); and
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•

results from the comparative, but less in-depth discourse semantic view of
patterns in interpersonal resources in her peers’ stylistic responses.

2. a lexicogrammatical or clause-level view of the results of the data analysis that
examines salient trends in linguistic realisations of interpersonal resources. These
trends are again related to
•

their characterisation of Aliénor’s voice and their performance of the
expressive and conative functions of voice;

•

typical realisations of interpersonal meanings in the narrative’s voice types and
roles; and

•

results from the comparative lexicogrammatical view of her peers’
interpersonal choices.

3. a concluding overview that brings together the information from the discourse
semantic and lexicogrammatical views and foregrounds Aliénor’s stance in each
voice type. As part of this overview, a profile of each voice type that emerges from
the analysis of Aliénor’s task is displayed in Table 6.8 (p. 358) in §6.6. The reader
may find it helpful to consult this table throughout the discussion of the findings in
§6.5.
In addition, where relevant, I relate the results of the in-depth voice analysis of Aliénor’s
stylistic analysis argument to
•

comparative views of her voice in written argument and narrative texts in the
reference corpus, making it possible to identify her idiolectal voice traits and their
projection of her individual identities.

•

comparative evidence from relevant studies of academic voices in the Appraisal
and Pragmatic traditions. This data primarily relates to inter-disciplinary,
developmental and intercultural trends in the enactment of voices in academic
arguments and literary responses, and so provides additional benchmarks by
which to gauge the relative effectiveness of Aliénor’s voice and those of her
peers.

•

specific theoretical and/or methodological issues that arose in the application of
the model of voice to the case study analysis. These insights inform the overview
analysis that I draw on to evaluate the model’s affordances and limitations in
Chapter 7.
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6.5.1 The affective voice
6.5.1.1 Task requirements
Realising an affective voice in the ESML stylistic analysis task involves recognising the
narrative’s emotive voice roles and responding to them in accordance with the empathic
reading position naturalised by the text. It also involves recognising the role played by
Affect in positioning readers of the narrative to identify and empathise with the narrator/s
and/or characters and so to accept the moral values and views they espouse and/or embody
(as described in Chapter 4). In the case of ‘The Letter’, as previously mentioned, the story’s
‘problematic’ or personal ethical dimension is not only construed by the two narrators’
adjudicating voice roles, but also by the contrast between the habitual affective values of
despair – and thus lack of resolve – associated with Bessie, and hope associated with
Nellie.

Voice roles that enact an affective voice
From a ‘voice’ perspective, fulfilling these recognition and realisation ‘rules’ requires the
writer of the stylistic analysis to enact four of the voice roles identified in Chapter 3. As
shown in Table 6.6 below, the recognition ‘rules’ described above are realised by the
Reteller role, which reconstrues the narrative’s lower order or more accessible affective
meanings, and the Interpreter role, which reconstrues higher order meanings that are more
implicit or symbolic and so more dependent on the inferencing skills, emotional
intelligence and world knowledge the student writer brings to her reading of the literary
text.
In addition, the affective voice is realised by a Responder role (fuchsia highlight) which
expresses the writer’s affective/aesthetic reactions to the narrative’s empathic meanings;
and by a Social Commentator role (yellow highlight), which, like the Interpreter role,
evaluates the significance of these meanings, but unlike the Interpreter role relates these
meanings to events outside the narrative – that is, to a particular social context, and more
broadly, to the human condition, e.g.:
2.4 The drama in question is the one of the stolen generation.
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Here, Aliénor’s affective response to the narrative and her commentary on the episode in
Australian history it reflects is encapsulated in the nominalised quality ‘drama’, which
evaluates the emotional qualities of both the fictional and historical sets of events. This
example also illustrates how voice roles may shift from one phase to another, within a
clause complex or even a clause.

Table 6.6 Voice roles and the meanings they realise in the affective voice
Voice type
Affective

Voice role
Reteller
Interpreter
Responder
Social Commentator

Meanings realised
reconstrual of the narrative’s lower order affective
meanings
reconstrual of the narrative’s higher order affective
meanings
the reader’s empathic responses to the narrative’s emotive
voice roles
the reader’s evaluation of the social significance of the
narrative’s emotive voice roles

The voice roles analysis of Aliénor’s affective, empathetic and ethical voices is
superimposed on the analysis of Engagement strategies featured in Appendix 26 (Vol. 2,
pp. 95-98). In this chapter, however, I mainly refer to and highlight voice roles to
demonstrate their characteristic patterns of evaluative choices and the particular realisation
‘rule’ or discourse function they perform.

6.5.1.2 The discourse semantic view of interpersonal resources in the affective voice
Aliénor: Quantitative trends
Attitude and Graduation
The results of the Attitude analysis of Aliénor’s affective or empathetic voice (excluding
citations from the narrative) displayed in Figure 6.3 show that her response predominantly
consists of Reteller and Interpreter roles, which are made up of Affect that reconstrues the
narrative’s emotive voice roles. In addition, in the Responder and Social Commentator
roles, a small number of evaluations of Appreciation Reaction express her responses to
these voice roles and the rhetorical devices that shape them. At a more delicate level,
Aliénor’s affective voice also encompasses Judgements of the characters’ motivations and
emotional responses (in the Interpreter role), reflecting the compassion and sensitivity she
brings to her reading of ‘The Letter’, and of ‘That eye, the sky’, a Tim Winton novel
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(1986), in her second stylistic analysis (A2) (Appendix 6, Vol. 2, pp. 13-16). I will
comment on these evaluations in passing but have not included them in the discourse
semantic view findings reported below.

Figure 6.3 Attitude in Aliénor’s affective voice by types and frequency

10
Affect
48

Reaction

All instances of Affect have 3rd person targets, casting Aliénor as a distanced but
empathetic observer who reconstrues the protagonists’ emotions rather than communicating
her identification with them. The variety of Affect sub-types and their largely explicit
realisations attest her ability to penetrate the narrative’s restrained style and symbolism and
articulate its emotional sub-text and central axiology, namely the positive moral values
associated with hope and perseverance. This ability to mirror the axiology of the source
text is a salient feature of successful literary responses (cf. Macken-Horarik 1996).
Furthermore, Aliénor’s moderate use of intensifying Graduation with explicit Affect (.5:1)
portrays her as committed to her reading of the narrative without being emphatic (Table 4,
Appendix 36, Vol. 2, p. 142). Graded Affect is frequently associated with the Interpreter
voice role (green highlight), i.e. her interpretations of the narrative’s higher order meanings
that are closer to her ‘own’ voice, whereas Affect tends to be ungraded in the Reteller voice
role (grey highlight), involving lower-order affective meanings that are closer to the
protagonists’ voices, e.g.:
3.1

… the suffering of the mother … (happiness –, Force: infused intensification)

6.4

Nellie wants her daughter to know the circumstances of their separation (inclination =)

In contrast to the neutral-sounding Reteller role in 6.4, the more subjective Interpreter role
in 3.1 carries Aliénor’s ‘voiceover’ commentary, as signalled by the explicit intensified
evaluation ‘suffering’. On the other hand, although her Responder role is enacted by
explicit intensified evaluations of Reaction (e.g. ‘the drama’), the more depersonalised
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quality of these phenomenalised evaluations adds to the ‘objective’ tone of Aliénor’s
affective voice.

Engagement
The analysis of Engagement strategies in Aliénor’s affective voice indicates that most
evaluations in Reteller and Interpreter roles are either expressed factually (Monogloss) –
and often purport to be sourced to the narrative (Sourced Monogloss) – while a lesser
proportion are presented as arguable, but in fact negate (e.g. 12.7 ‘not an absence of love’),
or otherwise exclude, alternative interpretations through contractive strategies or
Attributions that function contractively (Figure 6.4). Moreover, Sourced Monogloss is
often unmediated, taking the reader directly inside the minds of the protagonists, a
powerful technique that casts the writer’s subjective interpretations as facts, e.g.:
8.3 ‘She wants to justify herself’.

From a subjective perspective, these voicing strategies reinforce the depersonalised and
authoritative qualities of Aliénor’s affective voice. Intersubjectively, they are important,
because by presenting a strongly unified version of the narrative’s affective meanings (cf.
Coffin 2000), they assume that the reader shares or will not challenge her interpretations.

Figure 6.4 Engagement strategies in Aliénor’s affective voice by types and frequency
(shown as percentage)
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Self- and reader-references
Few explicitly subjective and metaphorical reference markers are present in Aliénor’s
affective voice. Conjunctions of self- and reader-reference with evaluations of Affect in the
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Interpreter role, or Reaction in the Responder voice perform an authoritative arguing
function (3 instances) and a metadiscoursal function (1 instance). In all cases, however,
their conjunction with Entertain strategies gives these utterances some negotiability, e.g.:
2.2 That is [[why the first adjective [[to qualify the text [[that comes to my mind]] ]] is
moving]].

In 2.2, the personal pronoun is relegated to the position of complement in the third of a
series of embedded clauses. It nevertheless qualifies Aliénor’s response by acknowledging
its subjective nature, and so counterbalances the primary clause (‘That is’). As noted in
relation to ‘that is why I like it’ (p. 215 above), this clause has been classified as a
Pronounce strategy rather than as Monogloss because of its assertiveness, which is further
intensified by the justification in the embedded clause (‘why’) (Expect). This balancing act
between commitment and contingency foregrounds her proficiency as an academic writer.

Involvement
Finally, also contributing to the impersonal, academic quality of this voice is the fact that
almost half of the evaluations (18) are realised as nominalised Involvement resources (e.g.
‘SUFFERING’, ‘FEAR’, ‘DRAMA’, ‘TRAGEDY’). In 7.7, the nominalised evaluation ‘DESIRES’
camouflages the cruel reality of what is at stake:
7.7 Mr. Neville and Nellie had MUTUALLY EXCLUSIVE DESIRES…
Here, the downtoning effect of nominalisation counterbalances Aliénor’s doubly intensified
evaluation of Nellie’s and Mr. Neville’s juxtaposed wishes, which in fact references their
tug of war over Elaine and what each does not want:
“He didn’t want you brought up as one of your people. I didn’t want to let you go”.

Overall, these configurations of Appraisal and Involvement resources and infrequent selfand reader-reference features construct the factual, largely impersonal qualities of Aliénor’s
affective voice, and emphasise its appropriateness for an academic register. As discussed
further in §6.5.1.4 below, her considerable use of nominalised GM indexes her linguistic
and cognitive development and suggests that she reads the narrative as a symbolic artefact
and is able to ‘connect concrete details of events and characters to their abstract
significance’ (Macken-Horarik 2006: 20).
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Aliénor’s peers: Quantitative trends
Three trends emerge from the comparative analysis of the ESML students’ affective voices.
First, most of Aliénor’s fellow students’ affective voices comprise fewer evaluations than
hers (48), mainly instances of Affect. For example, the quantitative analysis of the affective
voices in the A-, B- and C- graded texts of Aliénor, Naomi and Helen in Table 5, Appendix
36 (Vol. 2, p.143) shows only 17* instances in Naomi’s affective voice. Although the
frequency of evaluations in Helen’s affective voice (44*) is comparable with that of
Aliénor, the repetitive nature of the former’s writing means that there was nevertheless an
important qualitative difference between the this aspect of each text. Second, the other
ESML participants generally use fewer varieties of Affect and fewer explicit instances (e.g.
66% of Affect in Helen’s affective voice is explicit by comparison to 81% in Aliénor’s
text) indicating their lesser ability to tune into ‘the evaluative stance (s) naturalized’ by the
literary text (Macken-Horarik 2006: 40) and realise its meanings. Again, Naomi’s use of
explicit Affect (80%) goes against this trend. Yet, taken in conjunction with the smaller
presence of her affective voice in her argument, this figure still reflects the narrower range
of her ‘recognition’ of the narrative’s emotive voices roles.
Third, apart from Naomi’s text, affective evaluations generally comprise a larger
proportion of Aliénor’s expressions of Attitude overall (e.g. 22% of Helen’s, and 30% of
Aqua’s D-graded argument, vs. 16% of Aliénor’s and 13% of Naomi’s), as in MackenHorarik’s mimetic and tactical responses. This trend can be explained by the fact that
whereas Aliénor’s affective evaluations are intricately connected to her stylistic argument,
the writers of the lower-graded arguments often dwell on retelling the narrative’s events
and the characters’ motivations and interactions, as well as on expressing their own
subjective affectual responses to characters. Fourth, Aliénor’s peers’ affective voices
comprise very few instances of Reaction, particularly explicit instances, since they tend to
voice their Responder roles through 1st person Affect, resulting in a higher frequency of
expressions of explicit subjectivity, e.g.:
Naomi

I … am touched (satisfaction =) by Nellie’s persistence and determination.

On the other hand, a fifth trend is that intensified explicit Affect is generally twice as
frequent in the other ESML students’ affective voices as in Aliénor’s and tends to describe
lower rather than higher order meanings in the narrative: e.g. ‘lifelong pain’, (Susanne),
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‘filled with sadness’ (Ayami) ‘hopelessly confused’, (Helen). These constellations
highlight her fellow participants’ stronger identification with the characters’ feelings, their
greater emotional involvement in their readings, and their lesser attunement to higher order
meanings. These characteristics also reflect their less developed capacity to abstract and
again, the more mimetic or tactical quality of their readings of the narrative
Sixth, this personally involved voice quality is reinforced by the preferred Engagement
strategies in the affective voices of Aliénor’s peers’– most involve proportionately less
Monogloss by comparison to Aliénor’s. Helen is an exception to this rule (49% of
Engagement strategies in her affective voice are Monogloss, a feature that is again linked to
the degree of repetition in her writing). However, like her colleagues, Helen tends to use
Monogloss in conjunction with self-reference markers, personalising an otherwise
‘objective’ strategy e.g.:
7.2

… this extract, … helps me to pay sympathy to the Aborigines.

Alternatively, some of the less proficient ESML students use more modality in their
affective voices, leaving their interpretations more tentative or negotiable, and deferring to
the reader’s authority e.g.
Susanne … [Nellie] appears very forgiving.

A final trend that contributes to the more personally involved qualities of Aliénor’s peers’
affective voices is the proportionately lower presence of nominalised Involvement
resources, even in the higher-scored arguments (refer to Table 5, Appendix 36).

Aliénor and her peers: Qualitative trends
Attitude
Affect: Sub-types, modes and loadings
Tables 6 and 7 in Appendix 36 (Vol. 2, p.143) display the predominant sub-types of Affect
and their positive/negative loadings in Aliénor’s response. These choices emphasise her
ability to recognise and ‘mimic’ the full range of affective prosodies explicitly and
implicitly associated with the different characters in the narrative, as in the high-graded
samples in Macken-Horarik’s studies (1996: 289, 2006). This characteristic highlights her
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in-depth recognition of the narrative’s emotive voice roles and her ability to take up the
perspectives of different characters in her discussion, and it contrasts with the narrower
range and less explicit realisations of Affect sub-types in her peers’ stylistic analyses. In
addition, Aliénor’s attunement to the narrative’s affective meanings signals her linguistic
and cultural attunement and thus her ability to build solidarity with a projected reader of the
same ilk. I discuss below key Affect sub-types, their modes and loadings used by Aliénor
and her peers to reconstrue the emotive voice roles of Nellie and Bessie in particular (see
§5.2.3.1).
Affect associated with Nellie
Inclination
The predominant affective prosody in Aliénor’s argument, as in Nellie’s letter, is one of
mainly explicit Inclination. In the Reteller role, she echoes Nellie’s positive authorial (1st
person) evaluations, particularly her repetition of the verb ‘want’, e.g.:
8.2 … she wants her daughter to know she loved her (inclination =).

In the Interpreter role, however, her evaluations of Inclination are more likely to be
intensified, but nevertheless distancing, nominalised realisations. For example Aliénor’s
nominalised evaluation of Nellie’s and Mr Neville’s opposing wishes is succinct and
restrained, despite her use of isolating (‘mutually’) and infused (‘exclusive’)
intensification:
7.7

Mr Neville and Nellie had mutually exclusive desires (inclination =, inclination =).

In contrast, with rare exceptions (e.g. Naomi), Aliénor’s fellow students do not reconstrue
the Inclination motif in the narrative in a sustained way, preferencing evaluations of
Un/happiness instead.
Happiness: Affection
Aliénor’s evaluations of Happiness: Affection demonstrate her attunement to this prosody
in the narrative and highlight the attitude of ‘emotional maturity’ she brings to her reading.
Positively loaded evaluations target Nellie’s expressions of ‘maternal affection’, as does
her evaluation of the letter’s restrained emotional style (12.7): the double negation of
Happiness: Affection in ‘not an absence of love’ (affection neg - t-propriety neg –) echoes
Nellie’s characteristic use of intensified negative and negated values throughout her letter,
278

Chapter 6 Voices in the stylistic analysis

but also reflects the fact that litotes (the negation of the opposite) are a commonly used
figure of speech in French, Aliénor’s mother tongue (cf. Vinay & Darbelnet 1995: 252).
Unhappiness: Misery
Even more insightful are Aliénor’s expressions of negative Affect (Misery) that evaluate
Nellie’s tragic circumstances (and those of the victims of the stolen generation in general),
e.g.:
3.1 ‘ … the suffering of a mother whose child has been taken away from her’ (happiness –)

These evaluations underscore her inferencing skills, since within the narrative they are
entirely invoked by Nellie’s stoicism and counterbalancing expressions of positive Affect
or evoked by the story’s social context, i.e. the stolen generations episode. While Aliénor’s
evaluations of Unhappiness are mainly implicit and subdued, her peers tend to preference
this sub-type amongst all other expressions of Affect. In addition, their instantiations are
mainly explicit and frequently amplified, sometimes doubly, by isolating graders or
repetition e.g. ‘filled with sadness’, ‘sadness, loneliness or chagrin’ (Ayami).
From a methodological perspective, the fact that implicit Affect in Aliénor’s affective voice
is invoked by graders and/or evoked by contextual meanings provides some assurance that
codings can be arrived at in a principled manner, rendering them more ‘objective’ and thus
reliable. For example, in Aliénor’s description of Nellie as ‘a mother … yearning to renew
the family ties with her stolen daughter’, the epithet ‘stolen’ is an explicit evaluation of
negative propriety that is intensified by infusion – the meaning of ‘stolen’ is more forceful
than that of ‘removed’ or ‘taken away’ – and because it forms part of the metaphor ‘stolen
generations’. The intensified nature of ‘stolen’ and the social context to which it refers
triggers a negative Judgement of the perpetrators of the stolen generations policy (tpropriety –) as well as an evaluation of negative Affect (t- happiness –) that targets the
policy’s victims, like Nellie.
Affect (general)
Aliénor makes greater use of Affect (general) than do her peers, and her evaluations carry a
range of loadings depending on their context of use: they may be positive (e.g. ‘positive
attitude’ in 11.1), negative (‘emotions’ in 12.6) or bi-valent and thus neutrally loaded
(‘feelings’ in 14.5). These evaluations are assumed to encompass other realis sub-types
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(e.g. Un/happiness and In/security) but attract a double coding of Inclination (+ and –)
signalling feelings of hope or despair. In addition, Aliénor’s evaluations of Nellie’s positive
disposition invoke positive ethical evaluations of her habitual resolve and effectiveness
(Tenacity and Capacity) (cf. Bednarek 2010b).
Affect associated with Bessie
In/Security, negative Affect (general), negative Inclination
Aliénor captures Bessie’s emotive voice role through expressions of inscribed Insecurity:
Disquiet, negative Affect (general) and Disinclination. She traces Bessie’s journey from
despair to hope through explicit evaluations of Affect realis and of negative Inclination that
invoke Judgements of her habitual lack of resolve and helplessness, e.g. ‘pessimism’,
‘despair’, ‘discouragement’ (affect (general) –, inclination –, t-tenacity – and t-capacity).
As in the narrative, Aliénor’s evaluation of Bessie’s newfound hope is implicit – it is
invoked metaphorically in 11.6 ‘It is a first step’ (t-inclination +).
From a methodological perspective, these composite evaluations of Affect and Judgement
were coded as instances of explicit Affect in the first instance following language
acquisition research indicating the ‘protolinguistic’ nature of Affect as the basis of all
language (Painter 2003a), and Martin’s categorisation of Judgement and Appreciation as
recontextualised expressions of Affect (2003).
Affect associated with Elaine
Finally, while explicit evaluations of Elaine in Nellie’s and Bessie’s narrations target her
unwillingness (Disinclination) to accept her mother’s attempts at reconciliation, Aliénor
again demonstrates the ‘emotional intelligence’ she brings to her reading of the narrative in
her compassionate assessment of Elaine. She sees Elaine as ruled by fear (Insecurity:
disquiet) and thus unable (Judgement: capacity –) rather than simply unwilling to accept
the reality of her origins. She makes this explicit in 3.1 (‘… the fear of the daughter who
… just cannot handle the truth’) and implies the same in her explanation of the daughter’s
‘denying of her Aboriginality’ in 9.12: ‘ … Nellie’s revelations are disrupting all her life’
(t-security –). It is also telling that Aliénor attributes Elaine’s inability to accept the reality
of her origins to the social stigma she believes to be associated with Aboriginality:
3.1 … [she] does not want to hear about her <shameful> past
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Aliénor was the only student in her cohort to articulate this interpretation and achieve this
subtle level of inferencing. It demonstrates her cultural as well as her rhetorical proficiency
since it is factually voiced (Sourced Monogloss), as though it were a retelling of the
narrative. In contrast, the other ESML students mostly view the daughter’s behaviour from
Nellie’s perspective only, showing that they are not yet able to interpret the higher order
axiology of the narrative as a whole. If they note Elaine’s ‘obvious confusion’ (Susanne), it
is only in passing.

Reaction
Aliénor’s construction of a strong but detached empathetic voice through her use of 3rd
person Affect (and in the case of Elaine, Judgement) in the Reteller and Interpreter roles is
reinforced by her prioritisation of explicit, strongly graded Reaction (11 graders: 10 explicit
evaluations) to express her affective, and sometimes overlapping ethical and aesthetic,
reactions to the narrative’s themes (Social Commentator role) and its style (Responder
role). Evaluations of Reaction function as a ‘bridge’ between emotion and opinion
(Bednarek 2009: 172), allowing the writer to express emotional responses indirectly, in
terms of the qualities of a phenomenon and its impact on her, and thus to depersonalise her
writing. For instance:
9.9

And it is interesting to analyse the daughter’s reaction …

Here the preference for Reaction (‘interesting’) over 1st person Affect (‘I am interested in’
or ‘it interests me’ – satisfaction: interest) contributes to the distanced, abstractive qualities
of Aliénor’s Responder and Social Commentator voice roles.
In contrast, a significant difference between the Aliénor’s affective voice and those of the
other ESML students’ is her colleagues’ more personalised enactment of the Responder
role and their focus on the emotional effects rather than the broader universal or social
significance of events. Reaction appears less frequently, particularly in the lower-graded
texts, and when inscribed, is often doubly intensified, signalling their emotional
involvement e.g. ‘the unspeakable tragedy of Nellie’s life’ (Armin), ‘really moving’
(Naomi). On the whole, however, in the lower- and higher-graded arguments of Aliénor’s
peers, affective reactions to the narrative tend to be construed as inscribed and invoked 1st
person Affect, particularly the Satisfaction: Interest subset, e.g.:
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Armin
+)

I did like the extract (satisfaction: pleasure +) … It involved (satisfaction: interest
and touched me …’ (satisfaction =) (A-grade)

Furthermore, the subjectiveness construed by these choices is accentuated by emphatic
Pronounce Engagement strategies (e.g. ‘did like’) and explicitly subjective rather than
explicitly objective (e.g. ‘the reader’) self- and reader-reference markers. Taken together,
these patterns of features of Aliénor’s peers’ affective voices indicate their lesser linguistic
and cultural proficiency and consequently their lower ability to build solidarity with a NS
academic reader. These findings again support and add to those in Macken-Horarik’s
(1996) study in which more successful writers also favoured Reaction over Affect to
express their affective/aesthetic responses.

6.5.1.3 Summary: The discourse semantic view of the affective voice
The discourse semantic view of interpersonal resources in Aliénor’s affective voice shows
how the frequency, types, sub-types, modes and loadings of her Attitude choices are
comprehensively and delicately attuned to the emoter voices of the two narrators. At the
same time, the more objective, authoritative and contemplative qualities of Aliénor’s
affective voice are shaped by her preferences for ungraded 3rd person Affect in the Reteller
role, graded nominalised Affect in the Interpreter role, and for Reaction over Affect in the
Responder and Social Commentator roles. Subjectively, the analysis portrays her as
performing the persona of an experienced stylistician and as bringing to that role an
insightful, ‘emotionally mature’ and compassionate individual identity and a ‘symbolic’
reading of the narrative. Moreover, the voice traits that enact and project this individual
identity are echoed in Aliénor’s second stylistic argument and in her narratives
(Appendices 6, 5 and 8, Vol. 2, pp. 13-16, 12 and 24 respectively): even though the latter
are more personalised texts, their interpersonal and ideational meanings construe Aliénor’s
‘emotional intelligence’ and her stance of ethical discernment.
In her stylistic arguments, these voice qualities in turn assume an audience who shares her
humanist values and her experience in literary analysis. Intersubjectively, her strongly
monoglossic and contractive voicing of largely explicit evaluations, moderate use of
Graduation and minimal expression of self- and reader-references expresses her confidence
in her assessments and strengthen the authority and plausibility of her ‘factual’, unified
reconstrual of the narrative’s affective meanings, a version with which a culturally-attuned,
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NS ideal reader is assumed to converge. The discourse semantic view also suggests that the
detachment created by Aliénor’s Appraisal and Involvement choices is likely to be geared
towards aligning an expert academic audience who is interested in her ability to recognise
and realise the prosodies naturalised by the narrative, rather than in her emotional
identification with the protagonists.
In contrast, the less frequent, less explicit and narrower range of most of her fellow ESML
students’ affective voices underscores their lower attunement to the narrative’s emoter
voices and their lower linguistic proficiency. Subjectively, their more intensified,
personalised and congruently realised evaluations are often voiced as personalised
Monogloss or Entertain strategies. These constellations of Appraisal and Involvement
choices project the persona of a novice stylistician and the individual identity of an
emotionally identified, ‘mimetic’ reader of the narrative. Intersubjectively, these patterns
construct an affectively involved interpersonal style that is likely to project a more general
readership, and less likely to establish solidarity with a NS academic reader.
These findings also have implications in terms of the specific and overall research
questions posed by this thesis. From a pedagogical perspective, the comparative voice
analyses confirm the findings of previous research on the influence of particular syndromes
of evaluative choices on the creation of an effective voice in literary responses and in
undergraduate academic writing more broadly. In addition, the intensive focus on Aliénor’s
affective voice provides a more detailed picture of how her keen attunement to and
mimicry of the prosodies in the narrative contribute to the construction of a competent
voice and the resulting creation of bonds with a culturally conversant, expert NS reader.
From the perspective of assessing the viability of Appraisal as a voice analysis tool, the
discourse semantic view underscores the complexity involved in coding combined
empathic and ethical meanings like ‘despair’ and ‘pessimism’, which reflect the intrinsic
inter-relationship between Affect and Judgement, as well as Aliénor’s echoing of the use of
Affect to invoke Judgement in the narrative. At the same time, Appraisal theory’s ability to
capture and account for implicit as well as explicit meanings, and the possibility of doubleand multiple-coding makes it possible to deal with this complexity in a systematic fashion
that is supported by language acquisition research relating to the ontogenetic primordiality
of Affect. Each of these outcomes is discussed further in Chapter 7.
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6.5.1.4 The lexicogrammatical view of interpersonal resources in the affective voice
More subtle voice characteristics emerge from the lexicogrammatical view of the linguistic
realisations of interpersonal meanings that make up the ESML students’ affective voices.
The two most salient patterns concern preferences for nominalised realisations and for
infused Graduation, both of which construe the writer’s detachment.

Aliénor: Nominalisation
The most prominent pattern revealed by the Involvement analysis is Aliénor’s tendency to
realise almost 50% of affective evaluations non-congruently as nominalised grammatical
metaphor (GM) and specifically as nominalised entities (e.g. ‘FEAR’, ‘DESIRES’,
‘AFFECTION’), or qualities (e.g. ‘DRAMA’, ‘TRAGEDY’). This trend is repeated in her second
stylistic analysis (A2) and to a lesser extent in her narrative writing, particularly (N2.2),
and is important for three reasons. First, these realisations have an objectifying effect on
Aliénor’s more subjective Interpreter role, since nominalisation ‘effaces the writer as
interpreter and disguises deductions as facts’ (Schleppegrell 2004a: 142) or explanations
that are more difficult to challenge (e.g. Martin 2002), e.g.:
3.1 … the SUFFERING of a mother whose child has been taken away from her, the FEAR of
the daughter …

Each of these evaluations, despite infused intensification, portrays Aliénor as an empathetic
but analytical and authoritative observer. Second, by increasing the grammatical
complexity, lexical density and precision of her expression, nominalisation imbues her
voice with the succinct, formal, authoritative, and reflective qualities that characterise
academic discourse. Consequently, the frequency of nominalisation in Aliénor’s affective
voice projects her identity as an experienced reader of literature, and a proficient academic
writer with native-like proficiency in English who seeks to and, indeed, is more likely to
bond with a reader of the same kind.
Third, from a discourse semantic perspective, nominalisation is a lexicogrammatical
feature that construes abstraction. Thus, Aliénor’s preference for nominalised affective
evaluations indexes her ability to understand the story’s abstract or higher order
significance and to perform a ‘meta’ or ‘symbolic’ reading of the narrative like that of
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Macken-Horarik’s more successful student writers (1996, 2006). This study consolidates
Macken-Horarik’s research by showing how specific lexicogrammatical realisations of
Appraisal and Involvement can be used as indices of the calibre of the student’s reading of
the narrative.
In 3.1, for instance, the use of the indefinite article (‘a mother’) in the first embedded
nominal group (bold) contributes to the impression that she views the narrative as an
artefact that ‘universalises’ characters’ emotions and motivations.
3.1 The text broaches universal themes, such as the SUFFERING of a mother whose child
has been taken away from her, the FEAR of the daughter who does not want to hear about
her <shameful> past … the poignant PERSEVERANCE of the aunty.

The apparent shift back to a more particularised reading – the definite article in the next
two nominal groups describes the characters of the daughter and the aunt – appears to relate
to the emergent nature of her voice. Nevertheless, the nominalisations ‘FEAR’ and
‘PERSEVERANCE’ still give the reader the sense that Aliénor is appreciating the narrative as
a symbolic construct with an abstract significance.

Aliénor’s peers: Nominalisation
By comparison to Aliénor’s text, there are fewer instances of nominalised GM in the other
ESML participants’ arguments, constructing their affective voices as more involved rather
than detached, and concrete rather than abstract. For example, nominalised instances
constitute 20% (4* instances) of Naomi’s and 17% (8* instances) of Helen’s explicit
evaluations of Affect. In addition, even in texts where nominalisations are used more
freely, unlike Aliénor’s affective voice, accompanying clusterings of interpersonal features,
particularly Graduation, Engagement and self-reference choices, reduce their downtoning
or distancing effect on the writer’s personal involvement, e.g.:
Susanne … the lifelong pain this meant for her …
Armin

The crucial point to me is that Nellie’s SUFFERING, her patience and her HOPE
actually made that last event occur

Thus the writer’s personal and even emotional investment in her/his utterance is construed
by Susanne’s intensification of ‘pain’ with the isolating grader of quantification ‘lifelong’,
and by Armin’s intensified evaluation of Salience (‘crucial’) in conjunction with selfreference, repetition (‘her’), listing, and the adjunct ‘actually’ which construes a contractive
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Engagement strategy (Counter-Expect) that highlights the writer’s reaction to the
somewhat ‘miraculous’ nature of ‘that last event’, namely, Nellie’s daughter’s ‘return to
the fold’.
Furthermore, her peers’ wordier and less sophisticated, congruent affective evaluations
project their identities as novice stylistic analysts and less linguistically- and culturallyproficient writers who in turn have greater difficulty in establishing bonds with an expert
NS audience: e.g.
Helen

… she felt really depressed and hopelessly confused (happiness –,
insecurity –).

Vs. Aliénor:
11.1

… the PESSIMISM of Bessie is striking (reaction: impact +)

Ayami

In this text, writer [sic] describes severe and sad SITUATION (happiness –,
t-reaction –) that Aboriginal people was put through.

Vs. Aliénor:
2.4

The DRAMA (reaction: quality =) in question is the one of the STOLEN
GENERATION.

There is a marked difference between Aliénor’s incisive and authoritative use of GM to
express Reaction (2.4, 11.1) and Helen’s and Ayami’s less proficient realisations of Affect
and Reaction respectively. These patterns corroborate studies that confirm the effect of
nominalisation in constructing technicality, reducing the wordiness of writing (cf.
Schleppegrell 2004b, Simon-Vandenbergen 2003), increasing its density and complexity
(e.g. Byrnes 2009b), and adding to the plausibility and power of the writer’s voice (in the
discourses of science and/or mathematics e.g. Halliday & Martin 1993, Martin & Veel
1998, O’Halloran 2003, Schleppegrell 2004b; history e.g. Martin 2000b, 2002, Unsworth
2000; and administration, e.g. Iedema 1997). In addition, a large body of evidence endorses
grammatical metaphor as an indicator of ontogenesis in L2/ Foreign Language writing (e.g.
Byrnes 2009b, Jones, Gollin, Drury, & Economou 1989, Chen & Foley 2004, Lee 2006,
Nakamura 2008, Ryshina-Pankova 2010, Schleppegrell 2006, Ventola 1996) and of
language development generally (e.g. Christie 2002, Colombi 2006, 2008, Derewianka
2003, Halliday 1993, Martin 1997, Painter 2003b).
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Finally, Aliénor’s peers’ more emotionally engaged Attitude choices – even where
nominalisation is used, as shown above – and their lower use of Involvement indicate their
tendency to identify with its characters and conceptualise the narrative as a ‘window’ on
reality. Judging by these combined indices, the writers of four A-and B-graded arguments
(Armin, Susanne, Sara, May) can be seen to shift between symbolic and mimetic readings
of the narrative, while the writers of less successful assignments tended to hover between a
mimetic interpretation and a tactical one, that is ‘a partial and often idiosyncratic’ reading
based on their own responses (Macken-Horarik 2006: 11).

Aliénor: Infused Graduation
The distancing and authorising effects of nominalisation are reinforced by the second
salient pattern in the realisations of interpersonal resources in Aliénor’s affective voice in
both her stylistic arguments and, to a lesser degree, her narratives, namely her preference
for infused lexical graders over isolating or grammatical ones. Infused graders combine
with congruent and non-congruent evaluations of Affect (e.g. ‘yearning’, ‘moving’,
‘suffering’) and Reaction (‘drama’, ‘tragedy’), and in 3 instances act as isolating graders,
resulting in doubly amplified values (e.g. ‘exclusive’ in

‘mutually exclusive desires’,

‘desperate’ in ‘desperate cry’, and ‘poignant’ in ‘poignant perseverance’). From a voice
perspective, infused graders have a more subdued effect than isolating ones, and also
construct the writer as having a greater depth of vocabulary knowledge and a more
sophisticated control of language as indicated by a small number of previous studies (Lee
2006, Lipovsky & Mahboob 2008, Nakamura 2009).

Aliénor’s peers: Infused Graduation
In contrast, lexically infused graders in the responses of the other ESML students’ are
frequently doubly or even triply upscaled by grammatical isolating graders (particularly in
the lower-scored texts) and/or by pre-modifying lexically infused graders of Affect and
Reaction, e.g.:
Johanna it is much more tragic … (C-Grade)
Ayami

enormous love (B-Grade)

Helen

… she felt … hopelessly confused. (C-Grade)
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The intensifying effect of these Graduation choices again accentuates the more concrete,
emotionally involved and mimetic quality of their readings. Moreover, these realisations
contrast not only with the ‘cooler’ tone of Aliénor’s affective evaluations, but also with
those of the emotive voice roles in the narrative, thus indicating a lower level of attunement
with the literary text and with the requirements of the writing task. Indeed they highlight
the students’ superimposition on the narrative’s affective meanings of their ‘own’ voices,
which have been assimilated from voices in other, non-academic social contexts.

6.5.1.5 Summary: The lexicogrammatical view of the affective voice
Subjectively, the lexicogrammatical view of the Attitude, Graduation and Involvement
analyses of Aliénor’s affective voice reinforces the discourse semantic view findings
regarding the detached but emotionally attuned observer stance she takes up in her
reconstrual of the narrative’s emotive meanings. It reveals the specific influence of GM and
infused graders on the construction of this depersonalised, analytical, ‘worldly’ voice that
infuses her stylistic arguments (A1 and A2), and is a lesser but still noticeable feature of
her narrative pieces (N1.2 and N2.2). At the clause level, both types of realisation enable
her to sound committed to her evaluations while simultaneously maintaining a distance
from them. Furthermore, in contrast to her peers’ preferences for congruently realised
evaluations and isolating graders, Aliénor’s preferences endow her expression with the
conciseness, formality and authoritative distance expected of academic prose. These
findings again foreground Aliénor’s social identities as a skilled literary analyst and
academic writer with near-native proficiency in English, while from the discourse semantic
view, GM construes her individual identity as a sensitive but abstract thinker who, unlike
most of her peers, can view the narrative as a symbolic rather than a mimetic construct.
Together these findings corroborate and enrich published findings on what constitutes an
effective voice in academic writing generally and in stylistic analysis in particular.
Intersubjectively, the lexicogrammatical view of interpersonal resources in Aliénor’s
affective voice shows how the objective and authoritative qualities of her preferred
realisations increase the plausibility of the views she espouses and confirm the academic
nature of the readership she identifies with and projects. In addition, however, the discourse
semantic view of Aliénor’s deployment of Attitude foregrounds the emotional intelligence
she brings to her symbolic reading and the shared insights into the human condition that
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bond her with the projected reader. Again, the lexicogrammatical view of her peers’
realisations of their affective voices indicates that they project a more generalist reader who
is likely to share their emotional identification with the narrative.

6.5.2 The ethical voice
6.5.2.1 Task requirements
As discussed in Chapter 4, Judgement is crucial to narratives and thus to realising the
literary/stylistic analysis task. Performing an ethical voice involves recognising the central
moral values naturalised in the literary text, and realising the judgements of events and
characters that the ideal reader is being positioned to make. Thus Rothery and Stenglin call
Judgement ‘[T]he principal resource for writing about literature …’ (2000: 242). However,
being attuned to the narrative’s ethical values is more demanding than the affective task
requirements because Judgement in literary texts is more likely to be invoked by explicit
and implicit Affect rather than inscribed (cf. Macken-Horarik 2003a, Thompson [in press]).
In addition to the challenge of recognising the higher order meanings of the narrative,
performing an ethical voice poses an additional challenge for NNSs, since understanding
the social and ethical values of a second culture – the implied benchmarks against which
judgements are made – requires a greater level of intercultural competence than bridging
cultural differences in the expression of emotion. As noted earlier, of all Attitude types,
Judgement is most sensitive to ‘the particular social and ideological situation in which it
operates’ (White 2001a).

Voice roles that enact an ethical voice
From a voice role perspective, realising an ethical response to the social and moral
meanings in the narrative involves the same four voice roles as in the affective voice.
However, given the more implicit nature of ethical meanings and thus adjudicating voice
roles in literary texts, most evaluations are performed through the Interpreter role, which is
used to construe higher order meanings, and through the Social Commentator role, which
presents the writer’s ‘unique’ reflections on the wider human and political dimensions of
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these meanings. On the other hand, enactment of the Responder role (construing her
reactions to the narrative’s treatment of ethical issues) tends to be more infrequent.

6.5.2.2 The discourse semantic view of interpersonal resources in the ethical voice
Aliénor: Quantitative trends
Attitude and Graduation
The Attitude analysis shows that Aliénor’s ethical evaluations (157) account for over half
of all Attitude expressed in her argument and almost three times the number of evaluations
in her empathic response, highlighting her understanding of the centrality of this task
requirement or recognition and realisation ‘rule’. Figure 6.5 displays Attitude types and
sub-types expressed in her ethical response: Judgement: Esteem and Sanction (86
instances), and Appreciation: Valuation, Reaction and Composition (71). Evaluations of
Judgement and Valuation reconstrue the ethical values naturalised in the narrative (in the
Interpreter and Reteller voice roles) and Aliénor’s adjudication of these meanings (in the
Interpreter and Social Commentator roles). Appreciation: Reaction evaluates her rhetorical
responses to the narrative’s ethical themes (in the Responder role).

Figure 6.5 Attitude in Aliénor’s ethical voice by types and frequency

6
63

2
48

38

Judgement Esteem
Judgement Sanction
Appreciation Valuation
Appreciation Reaction
Appreciation Composition

Judgement
Evaluations of Judgement are intrinsically more subjective than expressions of
Appreciation – the former evaluate the character of human beings, whereas the latter
evaluate human behaviours as events or in terms of their social significance. Thus it is
noteworthy that Judgements only constitute 54% of Attitude in Aliénor’s ethical voice,
rendering it more ‘objective’ than it might otherwise have been. The presence of
290

Chapter 6 Voices in the stylistic analysis

considerable numbers of both Judgement sub-types, Esteem (55%) and Sanction, reflects
Aliénor’s attunement to the personal and political ethical dimensions of the narrative that
are the focus of Bessie’s and Nellie’s narrations respectively (as discussed in §5.2.3.1). In
Aliénor’s text, Judgements of Esteem reconstrue the central problematic of the narrative –
the role of courage and persistence in the battle for hope over despair – while her
evaluations of Sanction capture Nellie’s invitation to the reader of the narrative to judge
those responsible for the inhumane treatment of Aborigines.
Aliénor’s preference for implicit (65%) over explicit Judgement further downtones her
ethical voice and highlights her attunement to patterns of preference in the literary extract
and to L2 cultural norms. Furthermore, these qualities of her ethical voice, which are
common to the other texts in her reference corpus, are reinforced by moderate use of
Graduation accompanying explicit evaluations (.7:1), and by her preference for explicit
evaluations of Esteem over explicit Sanction. This last pattern is important because Esteem
targets aspects of an appraisee’s personal character (their relative ‘specialness’, ability and
resolve), whereas evaluations of Sanction express praise or condemnation of the
appraisee’s morality (honesty and trustworthiness) and are therefore more culturally
sensitive, particularly when negative (see Table 8, Appendix 36, Vol. 2, p. 143). On the
other hand, whereas graders mostly trigger invoked instances of Esteem, implicit Sanction
tends to be triggered by contextual meanings, at times in combination with Graduation.

Appreciation
Analysis of Appreciation in Aliénor’s ethical response sheds further light on the
construction of her critical detachment in her academic writing and narratives, particularly
N1.2 (Appendix 5, Vol. 2, p.12). In her first stylistic analysis argument, evaluations of
Appreciation are predominantly of the most ‘objective’ sub-type, Valuation, (63) which
assess phenomena according to social standards of significance. In contrast evaluations of
Reaction (6) are benchmarked to personal standards, and evaluations of Composition:
Balance (2) are perceptually/conceptually generated by the appraiser. The distancing,
neutralising effect of ethical Appreciation is reinforced by its mainly implicit construal and
by the low frequency of Graduation accompanying explicit evaluations across all sub-sets
(.5:1). (Table 9, Appendix 36)
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Engagement
Despite the low frequency of explicit Attitude and Graduation, Aliénor’s rhetorical
strategies nevertheless endow her ethical voice with a ‘harder’, more forceful tone than that
of her affective voice. A quantitative overview of Engagement strategies that voice her
ethical evaluations indicates that by comparison to her affective voice, there are higher
frequencies of Monogloss strategies in the Interpreter and Social Commentator roles, and a
stronger presence of contractive heteroglossic strategies (Disclaim, Pronounce and Expect)
in the Interpreter role particularly (Figure 6.6). These voicing patterns construe a unified,
but more assertively persuasive version of the narrative’s moral meanings that is
compounded by the contractive use of inserted Attribution. Monogloss, particularly of the
sourced variety, again creates an impression of the factuality of Aliénor’s evaluations and
assumes an ideal reader who has either read the narrative and shares her interpretations of
its moral themes, or who will accept her views without question even if s/he is unfamiliar
with the narrative. For instance, Sourced Monogloss in two embedded clauses in 3.1
‘disguises’ Aliénor’s interpretations of Elaine’s behaviour, presenting them as though they
retell the narrative’s articulated meanings.
3.1

… the fear of the daughter [[who does not want to hear about her <shameful> past
[[because she just cannot handle the truth]] ]] …

Yet, the presence of Aliénor’s voice in the utterance is signalled by the explicit and
intensified Judgement ‘just cannot handle’, and by the scare quote (distancing
Attribution), which, is intended to distance her from the judgement expressed by
‘<shameful>’.
Heteroglossic strategies on the other hand cast Aliénor as acknowledging her reader’s
potentially diverse views but strongly rejecting or discounting them and emphasising her
own, thereby increasing the interpersonal risk of a challenge by her reader, e.g.:
12.4 Her letter gives no sign of any sense of tragedy; on the contrary, she tends to minimize
[[what happened]] [via understatement].

Here Denial in the primary clause implies but simultaneously negates an alternative view.
The Counter-expective conjunction ‘on the contrary’ in the paratactic clause assertively
confronts the reader with Aliénor’s view, but again, in an effort to keep the reader onside,
292

Chapter 6 Voices in the stylistic analysis

she strategically attenuates her position through her choice of ‘tends to’, an expression of
epistemic modality (Entertain).

Figure 6.6 Engagement strategies in Aliénor’s ethical voice by types and frequency (shown
as percentage)

Monogloss
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Self- and reader-references
Most notably, Aliénor’s moral interpretations and commentaries are authoritative and
persuasive, yet rarely explicitly subjective. The four utterances in which personal pronouns
co-occur with ethical values tend to reinforce the predominant rhetorical strategy in the
ethical voice, one that entails acknowledging the existence of other interpretations but
foregrounding that expressed by the writer. As in the affective voice, these instances of
self-reference combine with modality (Entertain), and serve a metadiscoursal, solidaritybuilding function of expressing her intentions, or an arguing function that involves Aliénor
in a balancing act, asserting her utterance through contractive authoritative strategies on the
one hand, and acknowledging the subjectivity and negotiability of her position on the other,
e.g.:
12.7 To me, [Nellie’s style] is a kind of courage, of self-control (not an absence of love
[[as one could think at first glance]] as it took Nellie all her life [[to find her
daughter]]).

In 12.7, the first person pronoun expresses a subjective opinion that is forcefully asserted
through Disclaiming strategies – ‘not’ in the paratactic clause, and Counter-expective ‘as’,
meaning ‘despite’, in the embedded clause – and more persuasively negotiated by the
impersonal pronoun ‘one’ and the modal verb ‘could’ in the embedded clause. This last
Entertain strategy represents a bid to ensure the reader’s solidarity by suggesting that the
writer as well as the reader may have misinterpreted the meaning of Nellie’s restrained
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style. Finally, Aliénor’s argument is reinforced by the hypotactic clause, which is voiced
through the justifying conjunction ‘as’ (Expect).

Involvement
Lastly, the Involvement analysis of Aliénor’s ethical voice reveals that a high frequency
(50%) of explicit evaluations of Judgement are nominalised (e.g. ‘JUSTICE’, ‘COURAGE’,
‘PERSEVERANCE’), while almost 40% of implicit Judgements are either realised as
nominalised GM (‘PESSIMISM’, ‘LACK
metaphors (e.g. ‘the
WHITE PEOPLE’).

OF FAITH’)

STOLEN GENERATION’)

and/or figurative language, like lexical

and irony (e.g. ‘JUSTICE was

IN THE HANDS OF

Together, these realisations further modulate Aliénor’s ethical voice,

counterbalancing her more assertive rhetorical strategies, and construing her as identifying
with and projecting an academic and culturally conversant readership. At the same time,
her use of more non-core, nuanced figurative expressions projected her individual identity
as that of a native speaker or linguistically and culturally proficient writer who is both deft
and discreet. Similarly, non-core lexis is also a salient feature of her second stylistic
analysis and her narratives.

Aliénor’s peers: Quantitative trends
In contrast, the discourse semantic view of the other ESML students’ ethical voices, like
their affective voices, are made up of considerably fewer evaluations, particularly in the
less proficient arguments – for example, ethical evaluations comprise 51% of all attitude in
Aliénor’s argument, but only 30% in Naomi’s argument and 36% in that of Helen, where
repetition of evaluations is nevertheless frequent (e.g. ‘stolen generation’ appears five
times). (See Table 10, Appendix 36 in Vol. 2. p. 144).
The comparison again foregrounds Aliénor’s stronger ability to interpret and name the
narrative’s implicit or higher order meanings and thus to bond with a culturally conversant,
expert reader. These findings conform to those reported in previous Appraisal analyses of
high-graded literary text responses (Macken-Horarik 1996; Rothery & Stenglin 2000).
More broadly, several studies have found a correlation between more successful novice
writing and higher frequencies of Judgement (Esteem) in written academic arguments in
history (e.g. Coffin 2000), politics (Cotton 2010) and the social sciences in general (e.g.
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Lee 2006: 255, Nakamura 2009). Coffin notes that the free expression of Judgements is
integral to establishing an ‘expert to expert’ tenor in the disciplinary context of history
where there is a shared understanding of the relationship between human behaviour and
change (2000: 354).
Unlike Aliénor, her peers use equal (e.g. Helen) or higher frequencies (e.g. Armin) of
Sanction than Esteem, suggesting their greater attunement to the local, political dimension
of the narrative rather than to its more universal teaching. Moreover, they tend to use more
explicit than implicit Judgements, and the former are more frequently amplified, at times
doubly, through Graduation resources, e.g.
Susanne To separate [a mother and child] by force seems to be an inhumane cruelty.
Helen

… the text … reflected … how cruel was the stolen generation …

These configurations of Judgement types, sub-types and Graduation not only increase the
personally involved quality of their ethical voices, but are also dissonant with the
expression of moral meanings in the narrative, and at times, with norms and expectations
for the expression of Judgement in the L2 sociocultural context where implicit construal of
Judgement is generally preferred over explicit realisations (as discussed in the section on
Propriety below).
In addition, in most cases, the other ESML students’ use a higher proportion of Judgement
than Appreciation, reflecting the more subjective quality of their ethical voices – e.g.
Judgement makes up 62% of Naomi’s ethical evaluations compared to 54% in Aliénor’s.
(However, Helen is again an exception to this trend – Judgement comprises only 55% of
her ethical evaluations). Together with their Judgement and Graduation choices, the lower
use of Appreciation in most ESML students’ ethical voices projects their identities as NNS
who lack the linguistic and intercultural proficiency required to build sufficient
communality with a native speaker.
Furthermore, the more subjective ethical Attitude and Graduation choices in the B-, C- and
D- graded arguments are voiced through a smaller range of Engagement resources. Overall
the use of Engagement strategies differed in two ways from those in Aliénor’s ethical
voice, resulting in less direct and authoritative and/or less unified versions of the
narrative’s ethical meanings. First, her peers’ tend to use ‘mediating’ strategies, like
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explicitly subjective Entertain and contracting resources that interpolate their own voices
into the reconstrual of the narrative’s ethical voices; or they use Endorse, Sourced
Monogloss and Attribution resources that ostensibly or explicitly deflect responsibility for
propositions to an external source or to specific evidence. For example, 34% of
Engagement in Helen’s ethical voice consists of Endorse strategies, e.g.
… simply [sic] description … shows her endurance and stamina.

In contrast, Aliénor’s ethical retelling seems to emerge directly from the narrative and
obscures her voice as the source of the interpretations, both through unmediated Sourced
Monogloss reported as mental processes (‘wants’, ‘realizes’), e.g.:
13. 8 She realizes she cannot give up …

or through Sourced Monogloss mediated by verbal processes (e.g. ‘insists’) or processes
that could be classified as either relational or verbal (e.g. ‘highlights’) as noted in §4.4.1.3:
7.1 Nellie insists on the colour of the skin

Moreover, as foreshadowed in §4.4.1.3 and discussed further below (p. 298), the use of the
verb ‘insists’ in 7.1 enables Aliénor to discuss the ethical ‘content’ of the letter and in the
same move to evaluate the linguistic composition of these ideational meanings – in this
instance, the use of foregrounding to convey the political and personal implications of
being Aboriginal in a white society. On the other hand, her fellow students’ moral
evaluations tend to be mediated by monoglossic attributions to the characters or the author
through projecting verbal processes (‘said’, ‘told’, ‘describes’) and nominalised speech acts
(e.g. ‘text’):
Johanna She tells her [daughter] about Mr Neville, how he just took three year old Elaine
from her without ever asking for permission.

This mediatory quality reduces the forcefulness of the student writer’s evaluations.
Second, as in their affective voices, the other ESML students’ ethical voices frequently rely
on Entertain resources, often in conjunction with self- and reader- reference markers (e.g.
they comprise 23% of Engagement strategies in Naomi’s ethical voice vs. 3% in Aliénor’s.
However, Helen’s ethical voice is again an exception to this trend.). This pattern creates a
more tentative, subjective and less plausible version of characters and events, lessening the
writer’s authority particularly where evaluations of lower order meanings are concerned,
e.g.:
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Susanne She seems to be of some endurance …’
Naomi

It’s unfair for Nellie and Elaine to be separated in the beginning, with the result
that they both are deeply hurt’

Together, these trends in choices of Engagement strategies create an impression of the
writer ‘deferring’ to the reader, rather than establishing an ‘expert to expert’ kind of
relationship, as in Aliénor’s case. As a result, they project a disciplinary expert reader who
is more likely to be familiar with the narrative than the student writer and so more likely to
take issue with the latter’s interpretations. Finally, as with their affective voices, the more
subjective quality of the other ESML students’ ethical voices is amplified by the fact that
fewer of their evaluations are encoded as nominalised, abstract or figurative Involvement
choices (e.g. Helen 11% vs. Aliénor 30%). As shown in Table 10, Appendix 36, Naomi’s
ethical voice is an exception to this pattern.

Aliénor and her peers: Qualitative trends
Attitude and Graduation
Judgement: Sub-types, modes and loadings
Esteem
The dominant prosodies of Judgement in Aliénor’s ethical voice reflect her keen
attunement to the complementary adjudicating voice roles of Nellie and Bessie, each made
up of distinctive constellations of Judgement sub-types, modes and loadings. As noted
above, Aliénor’s use of the full gamut of Esteem sub-types highlights her ability to
interpret and reconstrue the universal ethical significance of the narrative (Table 11,
Appendix 36, Vol. 2, p. 144). Her peers’ ethical voices on the other hand are made up of a
more restricted number (e.g. Naomi 22*, Helen 18* vs. Aliénor 48 instances) and range of
evaluations of Esteem (predominantly Tenacity and Normality).
Tenacity
Tenacity is the most frequent of the Esteem values present in all the ESML ethical voices,
reflecting its salience in the narrative. In Aliénor’s argument, most Tenacity is implicit,
positively loaded and evaluates the perseverance of the two narrators, while negative
loadings, all implicit, target Bessie’s despair (Table 11, Appendix 36). As in the narrative,
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Tenacity is invoked by evaluations of Inclination intensified by graders of Force (e.g. 7.1
‘Nellie insists on the colour of the skin’) or of Repetition, that mimes Nellie’s litany of
Inclination (e.g. ‘yearning’ in 1.3, ‘wants’ repeated four times, and ‘insists’ repeated
twice). Indeed, from a methodological perspective, ‘insists’, which implicitly evaluates
Nellie’s determination and courage, represents the point at which Inclination and Tenacity
values fuse. This example highlights the proximity between different regions of Attitude
and thus the degree of discrimination required when using Appraisal as analytical tool in
general, but particularly with texts in the literary domain.
Capacity
Unlike other Judgement sub-types in Aliénor’s response, codings of Capacity are mostly
explicit, and importantly, negative or negated. A higher proportion are also graded. Two
sets of evaluations can be identified, corresponding to the distinction between evaluations
of strengths and weaknesses that are habitual on the one hand and circumstantial on the
other. The first set consists of positive evaluations of Nellie’s inherent ability that are
inscribed – e.g. her ‘self-control’ (12.7) – and invoked – e.g. her ‘positive attitude towards
life’ (t-capacity + t-tenacity + t-inclination + and t-affect general +). They are juxtaposed
with negative evaluations of Bessie’s habitual ‘pessimism’ (affect general – t-capacity – ttenacity – t-inclination –) in 11.1. The last two instances illustrate the way multiple Affect
values and Judgement often coalesce in character evaluations, and the coding principle
adopted in this study, namely of treating Affect as inscribed and then coding Judgements as
invoked.
The second, more salient set of evaluations of Capacity in Aliénor’s analysis are six
explicit negative and negated instances which evaluate inability caused by circumstances
rather than by a protagonist’s inherent weaknesses (cf. G. Thompson 2005). These
instances demonstrate her attunement to the affective voices and political dimension of the
narrative’s ethical axiology, where evaluations of Capacity are almost entirely implicit and
usually triggered by graders – e.g. Nellie’s “… I didn’t have any choice”, and Bessie’s
lament that “It was no use” – as well as by the co-text and context at issue. In Aliénor’s
analysis, the key target of most of these evaluations is Nellie’s lack of power (‘weakness’
7.7, ‘helplessness’ 8.5) in the face of ‘the power of white people’ (7.5). In effect these
evaluations, along with expressions of Normality, construe Aliénor’s implicit argument
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against the commonly held interpretation that Nellie could have prevented the removal of
her daughter. As noted in Chapter 4, nominalised inscribed Judgement in evaluations like
‘weakness’ or ‘‘helplessness’ clearly target Nellie’s powerlessness as a phenomenon rather
than her character. Following a topological approach to coding Attitude (Bednarek 2009), I
code these evaluations as instances of explicit Capacity that invoke Appreciation
Valuation. (These codings are discussed further in the section on Appreciation below).
Nevertheless, despite its phenomenalisation, the prosody of explicit negative Capacity
stands out because it delivers considerable assertiveness to the surface of Aliénor’s writing.
At the same time, the covert nature of her defence of Nellie, later echoed in her explicit
counter-position in 12.7 – ‘…this is a kind of courage, of self-control (not an absence of
love…’) – adds to the persuasiveness of her argument and to the impression of her skill as a
rhetor. Yet, from a conventional academic writing perspective, articulating her view would
have strengthened her argument, and its absence could be critically assessed as the result of
Aliénor modelling her ideal reader on the actual reader/assessor and assuming her/his
understanding of unarticulated information, a tendency which has been associated with L2
writers (Hedeboe 2007); or as exemplifying the concept of the reader- rather than writerresponsible orientation (Hinds 1987/2001) of her stylistic analysis and thus potentially
representing the interference of her L1 (French) voice. As noted earlier, Fløttum and her
colleagues (2006) observed that academic writing in French was less writer-responsible
than in English writing in their data sample, although the contrastive analysis they carried
out focused on pronouns rather than on lexical realisations as in the present study.
However, no matter whether the implicitness in Aliénor’s writing is influenced by one or
both of these factors, when seen together with other instances (described below), its effect
is to portray Aliénor as being from somewhere else and/or as a student rather than an expert
stylistic analyst.
The virtual absence of evaluations of Capacity in the arguments of her peers highlights the
fact that they largely focus on the affective impact of the stolen generations episode rather
than on analysing the Aborigines’ circumstantial misfortune, i.e. their disempowerment by
the Australian government. Three exceptions to this trend are evaluations in Helen’s
argument (‘wealthy’ in 1.3 and ‘poor’ in 2.6 and 2.11) that use the lexis of Capacity to
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invoke evaluations of the relative power of black and white people (negative and neutral
salience), e.g.:
1.3

… the aborigine’s [sic] babies were taken away (t-normality –, t-propriety –) … by the
wealthy white man [sic] of the Aborigines Protection Board (capacity + t-salience
social = propriety – t-propriety –)

Normality
As in the narrative, codings of Normality are predominantly implicit in Aliénor’s ethical
response (Table 11, Appendix 36) and target three sets of meanings. First, two instances of
Normality target Nellie’s unusual but habitual strength of character – one explicit, ‘the
permanent (normality +) positive state of her mind’ (12.9), the other implicit, triggered by
a metaphorical grader (7.4 ‘Nellie was a person against a system’) – mirroring evaluations
of Normality in the narrative e.g.:
“Nellie had always been the strong one … She’d always believed … Elaine would come home”

Here the grader ‘always’ represents a grammatical realisation of Normality, as discussed in
§4.4.1.2. Second, six implicit, mostly neutral instances evaluate Elaine’s ‘special’ status
because of her mixed heritage and fair skin, e.g.:
9.7 Neither black nor white, she is half-caste (t-normality neg +. t- normality =)

The neutral coding reflects the ambivalence associated with her unusual status.
Third, four intensified, explicit instances coded as neutral are associated with the bi-valent
concept of fate. These instances form a prosody of Normality in Paragraph 7, beginning
implicitly with the evaluation of ‘the inescapability of the separation’ (7.3), and then
reinforced by the explicit evaluations of the separation as ‘inevitable’ (7.4) and of Nellie as
‘destined to fail’ in her battle with Mr Neville (7.7). The prosody culminates with the
articulation of the idea of fate in 7.8:
7.8

There is here an underlying idea of fate … (normality =, t-impossibility =, t-salience –)

Nevertheless, the targets of these evaluations are primarily phenomena rather than human
beings. They use the lexis of Normality to explicitly appraise the separation as an event, or
in 7.8, the abstract concept of ‘fate’ that – in Aliénor’s view – characterises the treatment of
the separation in the narrative. Thus, in keeping with the topological approach outlined
above, these instances invoke a coding of Appreciation (Impossibility) to mark the
difference between judgements of people and phenomena. At the same time, the prosody of
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Normality implicitly assesses Nellie’s inability to prevent the removal of her child. Again,
in order to remain faithful to the distinction between circumstantial and inherent misfortune
(as with ‘helplessness’ discussed in Capacity above), Nellie’s powerlessness has been
coded as invoked negative Salience rather than Capacity. Similarly, in the case of
‘destined’ in 7.7, what appears to be an explicit evaluation of Nellie’s ‘fate’ is again an
assessment of her situation vis-à-vis the Australian government rather than of her character,
resulting again in a coding of explicit Normality that invokes Impossibility.
7.7 Mr Neville and Nellie had mutually exclusive desires, and her weakness (capacity –, tsalience –) destined her (normality =, t-impossibility =) to fail (capacity –, salience –)

However, although this intricate coding ensures greater systematicity, the concept of fate
appears to override the incidental/inherent distinction: it signifies that the circumstances in
which an individual finds her/himself are pre-ordained and so inherent.
While few in number, Aliénor’s evaluations of Normality are important because they
highlight her ability to interpret the universal dimensions of the human drama evoked by
the narrative. From a methodological perspective, they also raise an issue about the coding
of the concept of ‘fate’, which causes the inherent/incidental distinction to collapse.
Summary: Esteem in the ethical response
The discourse semantic view of the voice analysis highlights how Aliénor’s use of Esteem,
especially Tenacity, construes her recognition of and engagement with the story’s largely
implicit, higher order moral ‘teaching’, and how evaluations of Normality signal her
attunement to its universal significance. Furthermore, at a more detailed level, the discourse
semantic view foregrounds how Aliénor aligns herself with the narrative’s ethical values by
echoing its strategic interplay of inscribed positive and negated Judgements and negative
Esteem invoked by graders; and by treating events as phenomena and evaluating them
through Appreciation rather than passing explicit negative personal Judgements of their
human agents. In addition, the presence of explicit Esteem accompanied by intensifying
Graduation expresses her confidence in her interpretations, while the lexis of explicit
negative Capacity upscales the authority with which she addresses her projected readership.
Subjectively, these patternings portray her as a discerning, competent and confident
intercultural reader and writer of English. Her implicit defence of Nellie’s powerlessness
and her explicit acknowledgement of her courage and of Bessie’s change of heart
demonstrate her ability to take up the ethical reading position naturalised by the narrative
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and so demonstrate her attunement to the cultural and moral values it encodes. In contrast,
the lower frequencies, and more restricted range and deployment of Esteem values in her
peers’ responses signal their lower attunement to and less in-depth treatment of these
ethical themes.
Finally, the discourse semantic view highlights some methodological issues involved in
coding the semantic distinctions between Inclination and Tenacity, incidental and inherent
misfortune, multiple targets of appraisal, and evaluations that sit on the borders of
Judgement and Appreciation – particularly where the lexis of explicit Judgement is used to
evaluate phenomena rather than human beings. Moreover, the analysis demonstrates that
although most evaluations of Esteem, Sanction and Appreciation in Aliénor’s ethical voice
are implicit, the majority are triggered linguistically by graders e.g. it took Nellie all her
life to find her daughter (t-tenacity +), rather than being evoked by contextual meanings
such as cultural references or values. The finding that triggers of implicit ethical
evaluations are largely linguistic strengthens the reliability of the coding process and is
taken up in the reporting of the overview analysis results in Chapter 7.
Sanction sub-types, modes and loadings
One of the most salient features of Aliénor’s ethical response is her prioritisation of
implicit over explicit Sanction (79% vs. 21%), particularly where negatively loaded
evaluations are concerned. This pattern of preference also represents the most important
distinction between her handling of the narrative’s ethical meanings and that of her peers
whose use of explicit Sanction tends to predominate (e.g. 75% of Sanction in Naomi’s text
and 71% in Helen’s), much of it negatively loaded and strongly graded (50% of all
evaluations of Sanction in Naomi’s ethical voice, and 58% in Helen’s). These findings
support intra- and inter-cultural and/or inter-disciplinary research (Belz 2003, Don 2007,
Sano 2011) that indicates the preference for invoking rather than inscribing Judgements
that are negatively loaded, and/or instances of the Sanction sub-type; and a correlation
between this preference and the marking of in-group membership (Wigboldus, Spears &
Semin 1999).
Half of Aliénor’s evaluations of implicit Sanction are evoked by contextual meanings in
combination with graders (Table 8, Appendix 36), the other half by contextual meanings
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alone, a finding that again raises the issue of the coder’s reading position. Nevertheless as
noted earlier, her invoked codings in the first place reflect the highly covert and strategic
nature of moral Judgements in the narrative, in which condemnation of the treatment of the
stolen generations is construed in a message that is clear, not only to native speakers, but to
second language speakers like the ESML students as well, providing a classic example of
the role played by evaluations in the transmission of ideologies: ‘[B]ecause ideologies are
essentially sets of values – what counts as good or bad, what should or shouldn’t happen,
what counts as true or untrue … (Thompson & Hunston: 2000: 8)
Propriety
Propriety is the dominant sub-set of all Judgement values in Aliénor’s ethical response, and
also the most implicit (84%), mirroring the predominance of implicit Propriety within
Nellie’s letter. Her deployment of Propriety successfully mimics the interplay of Nellie’s
inscribed positive and invoked negative Judgement in several ways. Firstly, there is a
minor, but important, prosody of positive Propriety (8 instances) (Table 12, Appendix 36).
Of the two explicit instances, one targets Nellie’s defence of her moral integrity:
8.3

She wants to justify herself (propriety +)

and echoes the mother’s attempt to negate any accusations of impropriety that her daughter
may level against her:
“ you think I deserted you (propriety –). It wasn’t like that. (t-propriety neg+)”.

The evaluation of positive Propriety in 8.3 is reinforced by implicit evaluations of Nellie’s
caring attributes, as invoked by the prosody of Happiness: affection that evaluates her
‘love’ for her daughter. The second instance of overt positive Propriety targets the contrast
between the ethical ideal of ‘justice’ – which acts as a grader because it represents an
absolute value – and its unethical practice by the Australian government:
7.4

… JUSTICE was IN THE HANDS OF WHITE PEOPLE (propriety + t-salience = t- propriety –)

Here implicit negative Propriety realised as the metaphorical grader and Involvement
resource, ‘IN THE HANDS OF WHITE PEOPLE’, echoes Nellie’s explanation of her acquiescence
to the removal of her daughter:
“That was the LAW” (propriety + t- propriety –)

The abstract notions of ‘JUSTICE’ and ‘the

LAW’

both take on a contratextual or ironic

meaning because the value of positive Propriety they inscribe is overturned by the cruel
and immoral behaviours they sanction.
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Counterbalancing the prosody of positive Propriety in Aliénor’s ethical voice is a major
prosody of negative, mainly implicit instances targeting the Australian government’s policy
of separating fair-skinned Aboriginal children from their families, its implementation by
Mr Neville, and its ongoing consequences. The reliability of these codings is increased by
the fact that most are triggered by Graduation as well as by meanings derived from a
contextual reading perspective, which shows that they are not entirely dependent on the
coder’s reading position. For instance, in 7.4 cited above, evaluations of the power
(Salience) and immorality (Propriety) of ‘white justice’ are invoked not only by reference
to the social context, but also by the explicit lexis of Judgement (‘JUSTICE’), the
contratextual meaning or irony represented by this absolute concept, and the lexical
metaphor (‘IN THE HANDS OF WHITE PEOPLE’), all of which function as intensifying graders.
This example additionally highlights how multiple layers of evaluation can be captured
through multiple codings (cf. Hunston 2000).
The prosody of implicit negative Propriety in Aliénor’s ethical voice is ‘propagated’ by
three intensified, explicit instances of Propriety that appear in the Evaluation stage of her
argument: namely, ‘stolen daughter’ (1.2), ‘stolen generation’ (2.4), and the scare quote
‘<shameful>’ (3.1) which, as mentioned before, evokes the stigma attached to having
mixed racial origins which Aliénor believes still exists in Australian society. All 3
instances express explicit attitudinal meanings, yet their experiential meanings would only
be intelligible to an interlocutor who is familiar with contemporary Australian history. On
the one hand, the lack of contextualisation could be viewed as further evidence of a
conflation of the ideal reader and the actual reader/assessor (cf. Hedeboe 2007), and/or of a
reader- rather than writer-responsible writing style (Hinds 1987/2001), and potentially of
the interference of her L1 (French) voice (cf. Fløttum et al. 2006). Seen from this
perspective, these evaluations project an impression of Aliénor’s L2 and student status.
On the other hand, the lack of contextualisation of these meanings could again be seen as a
sign of Aliénor’s in-group identification and her bid to construct solidarity with a reader
who is a fellow in-group member. For instance, Aliénor’s construction of communality
with a culturally-conversant audience is reinforced by the fact that in the two explicit
references to the stolen generation, the policy’s perpetrators remain implicit:
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2.4

The drama in question is the one of the stolen generation

From a methodological point of view, coding of ‘stolen generation’ here and ‘stolen
daughter’ in 1.2 involves ‘unpacking’ the literal and figurative meanings of these
expressions. The 3-point cline between inscribed and evoked interpersonal versus
experiential meanings proposed by Thompson ([in press]) is helpful in elucidating this
complex coding issue. In terms of this scale (Figure 6.7), and in a literal sense, the epithet
‘stolen’ has an intrinsically interpersonal meaning – it inscribes an intensified evaluation of
negative Propriety that targets the nouns it qualifies, (i.e. ‘generation’ and ‘daughter’),
invoking an empathic appraisal of their situation (t-happiness –).

Figure 6.7 Gradience between interpersonal and experiential meanings
inscribed

stolen

interpersonal

purely attitudinal

invoked

stolen generation

semi-specialised

experiential + attitudinal
(linguistic + contextual
triggers)

evoked

the colour of the skin

experiential

ostensibly purely
experiential
(contextual triggers)

(Adapted from Thompson [in press])

In a figurative sense, however, the term ‘stolen generation’ is also a grammatical and
lexical metaphor that explicitly references a chain of historical events and thus has
experiential and deeply embedded cultural meanings. As foreshadowed in Chapter 4,
nominalised instances of this type evaluate non-human entities that are the product of
human actions in terms of their social significance, and specifically their benefit or harm
(implicit Valuation: Consequence). At the same time, it seems to me that despite its
metaphorisation and phenomenalisation, most Australians are likely to view this historical
episode as having a negative moral association. From this reading position, the metaphor’s
graded, explicit judging lexis (‘stolen’) provokes an evaluation of the impropriety of the
human agents responsible for the ‘drama’. Figuratively, then, ‘stolen generation’ can be
classified on Thompson’s scale as semi-specialised because it encodes experiential and
interpersonal meanings. However, ‘the colour of the skin’, which appears to be a purely
experiential meaning, functions more covertly and thus coercively. It invites an evaluation
of negative Propriety, triggered more overtly by association with experiential meanings and
evaluative prosodies in Aliénor’s argument (co-textual cues invoking Attitude); and more
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subtly by association with implicit cultural values relating to racial differences (covert
contextual meanings evoking Attitude).
Analysis of the complexity underlying the coding of ‘stolen generation’ illustrates the close
relationship

between

the

multi-layering

of

evaluations,

abstraction

and

the

phenomenalisation of experiential meanings, which are realised as Involvement resources
of GM. It also demonstrates that multiple coding is needed to capture overt and covert
targets and evaluations. From a discourse semantic perspective, multi-layering indicates
how ‘the persuasive nature of the text tends to be hidden behind a veneer of ‘objectivity’ ’
(Hunston 2000:177) From a pedagogical point of view, the presence of multi-layering in
Aliénor’s writing indexes the proficiency of her writing, a finding supported by Lee’s
comparative analysis of NS and NNS undergraduate writing (Lee 2009: 176).
Aliénor’s delicate and intricate voicing of negative moral evaluations is juxtaposed to the
more typically congruent and single-layered ethical evaluations in her peers’ responses,
where human beings are primarily judged according to institutionalised ethical standards
rather than standards of significance e.g.:
May

To us readers … that made him look [a] very cold and mean person.
(t-propriety – , propriety –)

Susanne … the racistic [sic] so called Aboriginies [sic] Protection Board (propriety –, tconsequence – )

The effectiveness of each student’s evaluations is lowered by their explicit and upscaled
negativity, rendering them culturally dissonant and, additionally, in May’s case, by the
single layering of her implicit and explicit Judgements and their personalisation through the
explicitly subjective, albeit inclusive, pronoun ‘us’. By comparison, Susanne’s more
abstract, double-layered and intensified negative expression (‘racistic’) suggests that she
evaluates the Board not only as a phenomenon but also in terms of the responsibility of its
human members. Her condemnatory remark contrasts starkly with Aliénor’s personal but
distanced and invoked judgement of Mr Neville (‘the man that caused the separation….’)
in 3.1, and also illustrates the tendency among the German ESML students to adopt a
strident stance, supporting the findings of a previous cross-cultural Appraisal analysis (Belz
2003).
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Veracity
The lower frequency of evaluations of the second Sanction sub-type, Veracity, reflects its
presence in the narrative where, as noted in Chapter 5, it is chiefly invoked through the
factual, sober style of Nellie’s letter and her stated wish to tell her daughter the truth.
Aliénor’s ethical voice mirrors this evoked prosody of mostly ungraded, positive Veracity
in implicit evaluations of Nellie’s candour, e.g.:
6.4 She wants her daughter to know the circumstances of the separation … (t-veracity +)

In addition, in four instances Aliénor primarily uses the lexis of explicit Veracity to
evaluate the concept of the truth about events that result from human behaviours, rather
than to judge the protagonists’ characters. These evaluations (e.g. ‘[the] truth’ in 3.1 and
9.11, ‘revelations’ in 9.12, ‘confession’ in 14.3) have been double-coded as instances of
explicit Veracity invoking Valuation: Authenticity, following the character/value
distinction applied to evaluations of Esteem. They have been given neutral codings since
they evaluate the double-edged implications of the truth about Elaine’s origins and the
circumstances of the separation. Nevertheless, the last two instances are multi-layered: for
example, while 9.12 primarily evaluates Elaine’s inability to handle the subject of Nellie’s
revelations, the inscribed and intensified attitudinal meaning of ‘revelations’ triggers an
additional, positive evaluation of Nellie’s honesty as well as an appraisal of the
authenticity, and thus the significance of her message:
9.12 … Nellie’s revelations are disrupting all her life (veracity =, t-authenticity =, t-veracity
+)

In contrast, in the case of Aliénor’s peers, the lexis of Veracity appears very infrequently in
evaluations of ‘the truth’ about Elaine’s and/or Sally Morgan’s origins.
Summary: Sanction in the ethical response
The discourse semantic view of Sanction in Aliénor’s ethical response highlights her
attunement to the moral and political dimensions of the narrative. First, the focus on the
sub-types, modes and loadings of her evaluations demonstrates their mimicry of the
dominant ethical prosodies in Nellie’s adjudicating voice role: mainly implied negative
Propriety targeting the perpetrators of the Stolen Generation policy, and explicit and
implicit positive Propriety appraising Nellie’s integrity. At a more detailed level, the
analysis traces her use of specific evaluative techniques – like irony, repeated negation or
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keeping targets of appraisal implicit – that mirror those deployed by Nellie to invoke
negative Propriety. Second, the analysis also exposes the coercive function of multi-layered
evaluations triggered by the interplay of modes and loadings in Aliénor’s construal of
evaluations of Sanction: explicit positive or neutral evaluations evoke contrasting negative
evaluations; or explicit negative Propriety invokes evaluations of Appreciation that critique
events as outcomes of human actions and background the agents responsible, keeping them
implicit. Third, the discourse semantic view also shows that in Aliénor’s response, as in the
narrative, implicit Sanction is often invoked by combined linguistic and co-textual cues and
contextual meanings, but also evoked by covert references to cultural values, bringing the
issue of the coder’s reading position to the fore.
At the same time, the discourse semantic view of patterns of preference for Sanction in
Aliénor’s ethical voice underscores her attunement to the conventions of the L2 cultural
context, and further illuminates the construction of her impartial critical stance. In addition,
the strong presence of evaluations realised as nominalised and figurative expressions of
Involvement foreground her projection of a like-minded, critically aware and culturally
conversant academic readership.
In combination, these choices construct Aliénor’s ethical voice as nuanced, reflective and
objective, pointing to her rhetorical and intercultural competence and her social
identification with an in-group interlocutor and supporting the findings of previous
research. In contrast, her peers’ moral Judgements tend to come across as single-layered,
blunt, personally involved and at times, accusatory, characterising them as less proficient
culturally and linguistically and so projecting their failure to achieve in-group status.
However, the analysis also identifies some instances in which Aliénor’s inadequate
contextualisation of the targets of her evaluation – like the reference to Nellie’s ‘stolen
daughter’ in 1.2 or to Mr Neville in 2.3 – portrays her as over-reliant on the projected
reader’s assumed understanding, therefore suggesting a lapse in her rhetorical skills, and/or
revealing her non-native speaker status. Finally, from a methodological perspective, the
examination of the example of ‘the stolen generation’ with its multiple targets of appraisal
demonstrates just how complex the process of coding Appraisal can be, but also how a
systematic and replicable coding can be arrived at.
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Appreciation
Appreciation sub-types and their conjunction with Graduation
In addition to her deployment of Judgement, as discussed earlier, Aliénor’s critical
detachment is reinforced by the stronger presence of Appreciation, particularly explicit
instances, in her ethical voice than in those of her peers (78 instances vs. 19* in Naomi’s,
30* in Helen’s). Appreciation provides her with a ‘blame-deflecting’ strategy that
objectifies and adds to the authority of her voice: ‘… substituting Appreciation for
Judgement or Affect is a useful rhetorical strategy for distancing [self] blame and
constructing Appraisals as 'factual' and therefore less open to challenge or dismissal’
(Painter 2003a: 201).
Appreciation Valuation: sub-sets, modes and loadings:
The five sub-sets of evaluations in the extended Valuation category proposed in this study
(Authenticity, Consequence, Un/Expectedness, Im/Possibility and Salience) refer to social
and/or symbolic standards of significance depending on whether they appraise phenomena
outside and/or within the literary text (Figure 6.8). Because these standards are neither
easily classifiable as aesthetic or ethical (Bednarek 2009), good or bad (the Consequence
sub-set generally excepted), instances of Valuation often attract neutral codings.

Figure 6.8 Appreciation: Valuation: Sub-sets and spheres of relevance
Reaction …
Composition …
(type)
Appreciation

Valuation
(sphere
of
reference)

Authenticity
Consequence
Un/Expectedness
Im/Possibility
Salience

social
symbolic

Explicit and implicit instances of Authenticity, Consequence, Salience, Im/Possibility, and
in one case Unexpectedness (14.4) feature in Aliénor’s ethical voice, predominantly in the
Interpreter and Social Commentator roles (Tables 13 and 14, Appendix 36, Vol. 2 p. 145).
Her fellow students tend to use implicit evaluations of the Salience or Consequence sub309
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types, and a few evaluations of Authenticity (as illustrated by the summary of Naomi’s and
Helen’s use of these evaluations in Table 15, Appendix 36). In some students’ arguments
(e.g. Helen’s), these evaluations frequently have a social sphere of reference, indicating
their primary conceptualisation of the text as a commentary on life rather than as a
symbolic construct.
Authenticity
These evaluations straddle the borders of Appreciation and Veracity, and serve to evaluate
the truth or reality of abstract or concrete phenomena rather than to judge human beings.
Instances coded as Authenticity in Aliénor’s text are almost entirely implicit and mostly
neutrally loaded because they target the bi-valent concept of the truth about Elaine’s
Aboriginality and her separation from Nellie. Nevertheless, more than half these codings
are triggered by graders, as well as by co-textual cues and contextual meanings,
strengthening the reliability of the coding process. There is a particularly strong prosody of
Authenticity in the comparative analysis of Elaine’s and Sally Morgan’s discoveries of her
Aboriginal origins in Paragraph 9 (the latter coded as instances of social rather than
symbolic Authenticity).
The sole congruently realised instance of explicit Authenticity, ‘what really happened’
(6.4), echoes Nellie’s evaluation about Elaine’s identity (“who you really are”). Implied
Authenticity is realised in two ways. Less frequently, these meanings are invoked by the
nominalised lexis of Veracity (e.g. ‘TRUTH’, ‘REVELATIONS’, ‘CONFESSION’) as noted
above. Despite their implicitness, the explicit lexis of Judgement that triggers these
instances of Authenticity adds to the strength of Aliénor’s ethical voice.
In contrast, the second, more frequent set of evaluations of Authenticity adds to the
factuality and impartiality of her voice. These instances are realised as Involvement
resources of GM (e.g. ‘IDENTITY’, ‘ABORIGINALITY’, ‘SELF-DISCOVERY’), and lexical
metaphors (‘FAMILY

TIES’,

‘TIES

OF BLOOD’,

‘ROOTS’). Within the context of Aliénor’s

writing, nominalised, ostensibly experiential meanings of this type carry meanings that
would lead a culturally attuned reader to view them as evaluations of social significance,
e.g.:
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9.9

… it is interesting to analyse the daughter’s reaction, which is the denying of her
ABORIGINALITY (t-authenticity =).

However, I have classified this most of this set of evaluations as lying between
Thompson’s semi-specialised and experiential categories, that is between invocation and
evocation, because of the fact that lexical metaphors act as graders, and since some
instances of nominalised GM (e.g. ‘SELF-DISCOVERY’) also carry positive connotations.
Subjectively, the discourse semantic view of Authenticity codings illustrates how
experiential meanings and the lexis of Judgement enable Aliénor to evaluate ethical themes
in the narrative and in the social context without passing overt moral judgements, and thus
to maintain a critical but reflective, abstracting stance in her ethical voice.
Intersubjectively, examination of the role of linguistic and co-textual cues and contextual
meanings in evoking or invoking these evaluations, and their realisation of Involvement
meanings, highlights the writer’s identification with and projection of an academic reader
who shares her cultural knowledge and ethical values and views.
The other ESML students tend to express the same themes implicitly through the lexis of
intensified explicit Veracity – e.g. Sara’s ‘call for the

TRUTH’

(veracity +, t-authenticity –)

or both explicitly and implicitly at the same time through expressions such as ‘real
IDENTITY’,

‘real aboriginal

ORIGIN’

(authenticity =), where explicit evaluations of

Authenticity also act as intensifying graders, adding to the ‘judgemental’, subjective quality
of their ethical voices.
Consequence
Similarly, most of Aliénor’s evaluations of Consequence combine experiential and
interpersonal meanings and so have a distancing effect on her ethical voice. All instances
are realised incongruently, and most are nominalised and again express Involvement
meanings. Explicit positive instances evaluate the benefits effected by the letter, namely the
‘RECONCILIATION’ of Nellie and her daughter and the ‘REVIVAL’ of Bessie’s hope.
(consequence symbolic +) A smaller number (6) of negative instances evaluate the harm
caused by the separation of Aboriginal mothers and children, within the narrative
(consequence: symbolic –) and in one instance (‘the

STOLEN GENERATION’

in 2.4), within

the social context (consequence: social –), and so evoke double codings of negative
Propriety.
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As discussed in §4.4.4.2, the nominalised form and experiential and semi-attitudinal
meanings of ‘separation’ suggest an evaluation of the negative outcomes of the Stolen
Generations episode rather than of its perpetrators, e.g.:
7.4

The separation (t-consequence – t-propriety –) was inevitable: (normality –
t-impossibility) even justice was in the hands of white people

Yet, given the context of its use and its co-textual evaluative prosodies and experiential
meanings, the noun has been treated as simultaneously invoking and evoking a negative
Judgement of the Australian government and its policy. Hence, Aliénor’s choice of
‘separation’ distances her voice from direct criticism, adding to the impartiality that
characterises her ethical voice and the resulting power it wields over the reader. Her
detached ethical stance contrasts with the lesser and often more judgemental use of implicit
and explicit Consequence in the ethical voices of the other ESML students, e.g.:
Susanne To seperate [sic][a mother and child] by force seems to be an inhumane cruelty
(propriety – t-consequence – t-propriety –).

The use of nominalised forms in the examples from Aliénor’s and Susanne’s texts indicates
their focus on the social significance of the stolen generations policy (Appreciation
Valuation). However, whereas Aliénor uses the lexis of explicit negative Esteem
(Normality) to evaluate the separation as an event that was impossible for Nellie to escape
(‘inevitable’), Susanne uses two instances of explicit, intensified negative moral
Judgement, ‘inhumane’ and ‘cruelty’ (Sanction) that invoke an evaluation of the human
consequences of the separation and trigger implicit but unveiled condemnation of the
policy’s unnamed perpetrators. Even in instances where overt Consequence is used in a less
accusatory way, the co-text of such evaluations endows them with a judgemental tone, e.g.:
Susanne … it gives us an impression what harm the so called Aboriginies [sic] Protection
Board did to the Aboriginal people (consequence – t-propriety –)

Susanne’s evaluation of intensified explicit negative Consequence (‘what harm’) evaluates
the effects of the Stolen Generations policy on Aboriginal people, but also names the
repsonsible institution and, given the context, invokes a Judgement of negative Propriety of
its members.
Salience
Evaluations of Salience assess the symbolic or social significance of phenomena, and are
mainly implicit in Aliénor’s ethical voice. Most of these instances are negative and neutral
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expressions of Salience that respectively target Nellie’s powerlessness in contrast to the
power of the Australian government, e.g.:
7.7 … her weakness destined her to fail (capacity – t-salience –).
7.5 … the power of white people (capacity =, t-salience =, t-propriety –)
Both evaluations here are instantiated by explicit judging lexis (Capacity) but invoke
codings of Salience since they reference negated power or power that is circumstantial
rather than inherent, and codings of negative Propriety targeting the government.
Four explicit instances of neutral Salience evaluate the ongoing social relevance of the
stolen generation, and the importance within Aboriginal culture of ‘the ties of blood’ e.g.:
2.6

… it [the issue of stolen generation] is still topical today (salience: social =)

whereas implicit positive instances evaluate the symbolic importance of the letter within
the narrative:
1.2 … the last letter [[Nellie wrote before dying … (t-salience: symbolic +)

Evaluations of Salience are accompanied by a higher frequency of Graduation than all
other subsets of Valuation, contributing to the construction of an ethical voice that is
‘objective’ but nevertheless strong. However, while the tone of Aliénor’s voice is
authoritative in explicit expressions of Salience, all of which are intensified (e.g. ‘still
topical’, ‘dominant’), it is even more so where Salience is invoked by intensified explicit
Judgement (e.g. ‘inevitable’, ‘inescapability’), since these realisations add to the
assertiveness of the surface of the text. Graders, along with co-textual and contextual
information, also play a key role in triggering other instances of implicit Salience.
However, from a voice perspective, implicit expressions of Salience, such as that in 14.4,
perform a kind of ‘hedging’ function by modulating the strength of the writer’s
commitment to interpretations of the significance of particular meanings in the narrative.
Impossibility
A similar dynamic operates in the case of evaluations of Impossibility in Aliénor’s ethical
response. All four instances of this type are symbolic and invoked by the lexis of bi-valent
(and thus neutrally coded) Normality (‘destined’, ‘fate’, inevitable) or negative Capacity
(inescapability) that is used to evaluate phenomena or circumstances rather than people’s
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characters, as discussed earlier in the discourse semantic view of Esteem, particularly
Normality e.g.:
7.4 The separation was inevitable … (normality =, t-impossibility =)

As with implicit Salience, these instances of Impossibility are triggered by linguistic cues,
while the explicit, intensified lexis of Judgment and monoglossic voicing accentuates their
force and strengthens Aliénor’s ethical voice.
Summary: Valuation resources
The discourse semantic qualitative analysis of the revised Valuation framework enriches
the findings of previous Appraisal studies of literary responses and NNS academic writing
regarding the central importance of these resources. This view shows how Aliénor’s use of
the extended Valuation sub-sets influences the authoritative but objective, and thus
persuasive, qualities of her ethical voice. The predominantly implicit and experiential
nature of these evaluations suggests Aliénor’s projection of a critically- and culturallyattuned readership for her argument. In contrast, her peers prefer Judgement to Valuation.
Where used in their arguments, Valuation resources are almost entirely implicit, restricted
in range, and reference the social rather than the symbolic sphere more often than in
Aliénor’s argument, highlighting their more mimetic interpretations of the narrative.
Methodologically, the combined linguistic, co-textual and contextual triggering of
instances of Valuation, and the possibility of dealing systematically with multiple layers of
evaluation strengthens the case for the use of the Appraisal framework within a model of
voice in the context of literary stylistics. Finally, the analysis tests out and suggests the
worth of extended categories of Valuation proposed in this study.
Appreciation Reaction and Composition (Balance)
The final Appreciation sub-types in Aliénor’s ethical voice are instances of explicit
Reaction (Quality) and Composition Balance. Although they comprise only 10% of her
ethical evaluations, they make an important contribution to the apparent objectivity and
strength

of

her

voice.

Both

sub-types

of

Reaction

(affective/aesthetic

and

conceptual/perceptual) are used in different voice roles and different ways. Firstly, in the
Social Commentator and Responder voice roles, strongly intensified explicit affective
Reaction (Impact) (e.g. ‘drama’, ‘moving’, ‘painful’) ‘re-locates’ the personal quality of
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Aliénor’s ‘emotional’ responses to the qualities of the phenomena (the ethical dimensions
of the narrative and its social context) she is evaluating. Most importantly, this
constellation of features creates a distinctively poised and philosophical Social
Commentator voice, as opposed to the more emotionally involved and accusatory stances
of her fellow ESML students who tend to express their social commentaries more
subjectively through Judgement that frequently combines with explicit self-reference or
metaphorical reference markers, as in Naomi’s expression below:
2.6

… [the text] tackles a painful problem … (reaction impact –
reaction: quality–)

Naomi

It’s unfair for Nellie and Elaine to be separated … (propriety –)

vs.

Second, in the Interpreter role, explicit instances of conceptual/perceptual Reaction
(Quality) echo the strategy used in the narrative (and illustrated in §5.2.3.1) whereby
essentially experiential meanings invoke higher order meanings and multiple evaluations
because of their co-text and context. Thus in most instances of Reaction, the language of
aesthetic appreciation is used to invoke Judgements of Propriety and/or Normality or
Salience. For instance in 7.2:
… what was at stake was the whiteness of Elaine (reaction = t-normality = t-propriety +)

‘whiteness’ is coded as invoking an evaluation of Elaine’s ‘specialness’ because of her skin
colour (t-normality =), but also as a criticism of those responsible for a policy that
enshrines racial discrimination. A similar ‘multi-layered’ dynamic operates in the two
instances of Composition: Balance in the ethical response. For example ‘difference’ in 7.3
serves to invoke a judgement of the unethical actions of the Australian government:
7.3

… the difference between Aborigines and non-Aborigines … (balance – t-propriety –)

Again, the largely ungraded nature of ostensibly experiential Reaction and Balance
increases the ‘factuality’ and persuasiveness of Aliénor’s ethical voice.
By comparison, in Aliénor’s peers’ ethical voices, Reaction resources are used less
frequently (e.g. they comprise only 8% of Naomi’s and 7% of Helen’s ethical evaluations)
and explicitly in the Interpreter role, e.g.:
Helen

… it also told … how hard the daughter has to … confront of [sic] identity
(reaction quality –)
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More frequently, Reaction is used, mostly implicitly in the Responder role, and generally in
more ‘single-layered’ ways.
Summary: Appreciation in the ethical voice
The discourse semantic view of Appreciation in Aliénor’s ethical voice reveals the
depersonalising influence of these resources, combined with her strategic use of
Judgement, on her even-handed, reflective adjudicator stance. By evaluating the
significance of events through Valuation resources – which frequently realise Involvement
meanings – rather than targeting those responsible for them, she portrays herself as
critically attuned to the ethical meanings in the narrative, but also as identified with and
culturally attuned to a projected academic reader who shares her contextual knowledge, her
values and ideologies and her preference for analytical detachment. In addition, the
‘factual’ quality of her ethical Interpreter, Social Commentator and Reteller roles is
enhanced by the high frequency of implicit evaluations across most sub-sets of Valuation,
their ungraded status and their realisation as experiential meanings. Furthermore, the
combined neutral but authoritative qualities of Aliénor’s voice are intensified by
Appreciation invoked through the lexis of Judgement, by explicit intensified Salience, and
explicit evaluations of Reaction that symbolically invoke ethical meanings as in the
narrative. Lastly, her enactment of the Responder and Social Commentator roles through
Reaction rather than Judgement adds a contemplative quality to her ethical voice, and so
projects an impression of Aliénor’s individual disposition.
The analysis of Appreciation resources also highlights the contrasting effects of her peers’
preferences for explicit, graded Judgement over Appreciation and for socially-oriented
Valuation resources, and their use of both sets of resources to appraise explicit rather than
implicit targets. These patternings construct ethical voices that are not only more subjective
and judgemental, but also culturally dissonant from those an in-group reader might expect.
From a pedagogical perspective, these results provide insights into what characterises an
effective voice in stylistic analysis, an aspect of this study that is elaborated in Chapter 7.
More broadly, they add to studies on the intra- and inter-cultural appropriateness of
expressions of ethical meanings.
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From a methodological point of view, examination of the varied covert ways that
Appreciation is invoked again foregrounds the multi-layered nature of evaluation, and its
complexification of the coding process. The analysis also demonstrates the usefulness of
the extended categories of Valuation, which are shown to provide a systematic way of
classifying specific ethical meanings that redound in the narrative and are reconstrued in
the ESML analyses, particularly Aliénor’s. Moreover, as with implicit negative Sanction,
the high frequency of implicit codings of Appreciation raises the issue of the coder’s
reading position. However, invoked Appreciation relies more on clause-level linguistic
cues in combination with discourse semantic co-textual cues and contextual references,
whereas codings of invoked or evoked Sanction tend to more on co-textual cues and/or
contextual meanings. This finding again provides some reassurance that the coding process
is linguistically-principled, making it more replicable and potentially more reliable.

6.5.2.3 Summary: The discourse semantic view of the ethical voice
The discourse semantic view of Aliénor’s ethical voice highlights how her interpersonal
choices construct a stance that is discerning and authoritative but impartial, and so differs
markedly from her peers’ more subjective and at times moralistic and thus less convincing
stances. First, the discourse semantic view sheds light on her identity as a more competent,
critically and culturally aware literary analyst who attempts to establish solidarity with a
reader who is assumed to share her ideological views and cultural values. The analysis
findings highlight the specific contribution to this portrayal of her preferences for
ungraded, implicit Judgement and depersonalised Appreciation, particularly when
expressing negative values in the Interpreter role. These choices enable her to judge human
beings’ characters or actions implicitly and through multi-layered evaluations rather than
overtly; or to treat events as the outcomes of human actions and assess their positive or
negative significance in the world of the narrative and in the social context it evokes.
Aliénor’s impartial stance is also strengthened by the intensification of explicit Judgement,
especially negative Esteem, endowing her ethical voice with authority and commitment and
constructing her expert-to-expert relationship with the reader. These qualities are reinforced
by the rare use of explicit or metaphorical self- and reader-references, and by unarguable
monoglossic or assertively contractive Engagement strategies that assume a convergent
reader or one who will not challenge her views. In addition, her use of more personally317
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based Reaction resources characterises her Interpreter, Social Commentator and Responder
roles as expressing a ‘meta’ view of ethical meanings, a quality that characterises both her
written arguments and narratives and projects an impression of her individuality. At a more
delicate level, the analysis not only reveals Aliénor’s sharp attunement to the higher- and
lower-order ethical meanings in the narrative, but also illustrates how her deft interplay of
Attitude types, modes and loadings mimic the ethical prosodies in the narrative and even
the contrasting techniques by which these prosodies are shaped.
In contrast, Aliénor’s peers’ evaluative choices tend to portray them as being at odds with
an in-group readership and highlight their L1 cultural backgrounds. Their ethical voices are
characterised by preferences for explicit, congruent and often intensified expressions of
Judgement, including negatively-loaded instances, over Appreciation. These more
subjective choices of Attitude and Graduation are accentuated by the more frequent use of
self- and reader-references and by voicing patterns that are usually more monoglossic than
Aliénor’s and in some instances, more expansive. However, by comparison to Aliénor, her
colleagues generally use fewer contractive Engagement strategies to argue their views
persuasively and/or assertively. As a result, the more explicit, forceful quality of most of
her peers’ voices jars with the adjudicating voice roles in the narrative. The personally
involved quality of the other ESML students’ ethical voices, along with a tendency to
prioritise the story’s political dimension over its higher-order personal moral dimension,
suggests a mimetic or tactical rather than a symbolic reading of the narrative.
From a pedagogical perspective, given the cultural sensitivity attached to the expression of
Judgement, the contrastive findings from the discourse semantic view of the ethical voice
extend our knowledge of what constitutes an effective ethical voice in one specific domain,
but potentially in others as well. Moreover, the findings support and elaborate on those of
Macken-Horarik’s studies (1996, 2006), which also found that more successful literary
responses were those that mirrored the prosodies of the narrative and prioritised implicit
Judgement and Appreciation over explicit Judgement, particularly negatively-loaded
Sanction.
Finally the discourse semantic view offers crucial feedback on the affordances and
limitations of the model of voice proposed in this thesis, foregrounding complex coding
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issues concerning semantic distinctions within categories of Esteem, and multi-layered,
borderline and/or experientially realised evaluations of Judgement and Appreciation.
Additionally, the discourse semantic analysis of the ethical voice tests out some principles
for ensuring the systematicity of the coding process. In particular, the analysis addresses
the methodologically fraught question of coding implicit evaluations by accounting for the
basis of each invocation, and so increasing the possibility of replicating particular codings.
These findings are taken up in the next chapter.

6.5.2.4 The lexicogrammatical view of interpersonal resources in the ethical voice
A closer look at the linguistic realisations of the constellations of Attitude, Graduation and
Involvement resources that comprise Aliénor’s ethical voice reveals three salient factors
that contribute to its restrained and reflective qualities, highlight her linguistic and cultural
proficiency, and contrast with the realisations of her peers’ ethical voices.

Abstract and figurative Involvement meanings
The first factor concerns Aliénor’s preference for core and non-core, abstract and figurative
realisations of ethical and Involvement meanings over the concrete and congruent
expressions preferred by her peers. In particular, as in her affective voice, nominalisation
realises over half (31 instances) of her explicit evaluations of Judgement (Esteem) and
particularly Appreciation (e.g. ‘INESCAPABILITY of the
PROBLEM’),

SEPARATION’,

‘a painful

foregrounding the academic nature of her writing and of the reader she

projects. By comparison, nominalised realisations in the other ESML students’ ethical
voices tend to be instances of intensified, inscribed and more ‘charged’ Judgement
(Sanction) that invoke evaluations of Consequence (e.g. Naomi’s ‘CRUELTY of the
SYSTEM’,

Ayami’s ‘INJUSTICE’) or inscribed evaluations of Appreciation that sound more

judgemental and thus more concrete (e.g. Susanne’s use of ‘HARM’ as discussed above).
In addition, to a greater extent than in her affective voice, Aliénor uses a set of abstract
realisations comprising nominalised lexical metaphors (e.g. ‘TIES OF BLOOD’, ‘STICK TO THE
SHADOWS’, ‘THE PRISONER IN PLATO’S CAVE’)

was

IN THE HANDS OF WHITE PEOPLE’,

and/or figurative expressions such as ‘JUSTICE

which I have classified as an instance of irony given

the contratextual meaning of ‘justice’ in the context of the history of the stolen generations.
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Figurative language is recognised as providing an effective remedial positioning strategy
for dealing with subjects that are potentially confrontational or could put the writer-reader
relationship at risk if addressed more directly (cf. Kupferberg & Green 2005). Thus these
realisations perform a specialised function in Aliénor’s ethical voice by ‘defusing’ her
social and moral criticism of the characters and events in the narrative and of the social
context they depict. Likewise, nominalised GM generally can also create this effect by
‘blurring’ information, as Byrnes explains: ‘When “original”, congruent participants and
processes are removed, categories of experience become blurred and detached from direct
experience’ (2009b: 53). These types of Involvement meanings are seldom present in her
peers’ ethical voices, apart from more fixed or frozen terms like ‘STOLEN GENERATION’ and
‘ROOTS’, or Naomi’s description of Bessie’s Tenacity as ‘HOLDING FAST’ and Susanne’s use
of a pejorative slang term for Aborigines, which ‘hits the wrong note’ and register despite
her attempt to distance herself from the view she expresses through the rhetorical strategies
of scare quotes and Denial:
Susanne We don’t [sic] see a <BOONG> who needs to be <breeded out>.

Another set of abstractive realisations is made up of Aliénor’s ‘coded’ wordings that act
almost as euphemisms to connote the inherent racism that underpinned Australian
government policies and Australian society. As noted above, these wordings convey
experiential meanings like ‘the COLOUR OF THE SKIN’ (t-propriety –) or combined attitudinal
and experiential meanings, such as ‘what was at stake was the
(reaction = t-normality = t-propriety –), and ‘THE

DIFFERENCE

WHITENESS

of Elaine’

between Aborigines and

non-Aborigines’ (balance –t-propriety –). However, given the social context they reference,
these expressions evoke additional interpersonal meanings. Aliénor’s ‘coded’ wordings
highlight the deftness of her writing since they express her in-group membership and
‘short-circuit’ communication with an audience who is assumed to be likely to share her
values and views in relation to the history of the stolen generations. Thompson illustrates
the coercive and bonding potential of the strategy of employing experiential meanings to
evoke interpersonal meanings:
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It is … a powerful resource for maintaining values within a culture which gain strength
from being so taken for granted that they do not need to be spelt out; and it can, of course,
also be deployed manipulatively, since it may be harder for readers and hearers to resist
values which are assumed but not overtly expressed. It can also be used to construct group
membership: if you understand the value that is intended to be evoked by the experiential
Basis and accept the connection, you thereby display your in-group status. For example, ‘he
wears sandals with socks’ might seem an innocent statement to some people, but many
British readers would recognize it as a token of scornfully negative judgement of the
sandal-wearer’s sartorial taste and, as an extension, of the political and social beliefs that
are assumed to be reflected in his dress.

(Thompson [in press]: 9)
Yet, as noted earlier in relation to instances of explicit negative propriety, this ‘code’ could
equally be criticised as insufficiently explicit and as the result of Aliénor’s addressing her
actual reader/assessor rather than an assumed one, and/or of her preference for a readerresponsible writing style.
The abstract and figurative realisations of Aliénor’s ethical evaluations have a considerable
influence in shaping her voice, her social identities and identifications and the identity of
her projected reader. From a linguistic perspective, the abstract, nuanced realisations of her
ethical evaluations highlight the breadth and depth of her vocabulary knowledge in English
and her skill in applying this knowledge appropriately and accurately. Knowledge of
figurative language in particular, is more difficult for L2 learners to acquire (e.g. Laufer
1997, Moon 1997) because of its multi-word construction, its idiomaticity and its
abstractness. Hence, subjectively, the removal of agency entailed in nominalisation has an
objectifying effect that reinforces the analytical detachment, formality and succinctness of
her ethical voice. In turn these voice qualities project her status as a student with
experience in doing stylistic analysis and as a member of the discourse community.
Intersubjectively, these voice qualities project the academic nature of her assumed
readership.
On the other hand, Aliénor’s less formal and more non-core figurative realisations project
an impression of her ‘master’ cultural identity as that of an Australian or of someone whose
advanced intercultural and linguistic competence gives her in-group status. From an
Involvement perspective, the impression of Aliénor’s social identities created by her use of
figurative language casts her as striving to construct a bond with an assumed Australian or
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competent intercultural reader who is familiar with Australian history and contemporary
society and politically engaged. The scholarly nature of this projected reader is
foregrounded by her cultural allusion to Plato’s cave, a ‘bonding icon’ that paradoxically
undermines the projection of her personae as mentioned above, since her knowledge of the
Classics suggests that she is an atypical first-year Australian undergraduate.
At the same time, Aliénor’s use of nuanced ethical evaluations also projects the social
identities of a discerning and ‘emotionally intelligent’ person who is aware of the
sensitivity attached to the expression of moral judgements in general, and of the need to
‘tread’ cautiously with an audience who may hold strong views about the stolen generation
issue in particular. Thus, in addition to the depersonalising effect of nominalised GM, her
use of lexical metaphor and other figurative and ‘coded’ expressions create a degree of
ambiguity that enables her to distance herself from or to ‘hedge’ her position, in the event
that her readership might take exception to her views. As a result, she is able to maintain
solidarity with her reader while building her plausibility as an experienced and culturally
attuned literary analyst.
In contrast, the concrete, often explicit and thus judgemental realisations of Aliénor’s
colleagues’ evaluations portray their NNS status both in relation to the academic discourse
community and the wider L2 sociocultural context.

Infused Graduation
The second key realisational factor highlighted in the lexicogrammatical view of Aliénor’s
ethical voice also featured in her affective voice and in the other texts in her reference
‘corpus’, and concerns the use of infused rather than isolating Graduation. Although there
is proportionately less Graduation in her ethical than affective voice, the succinctness and
formality of her writing is increased by her preference for infused graders. In addition, the
combination of these graders with explicit negative or negated lexis of Esteem (e.g.
‘HELPLESSNESS’, ‘destined to fail’, ‘inevitable’) or even with positive or neutral Sanction
(‘TRUTH’, ‘JUSTICE’) has a pronounced effect on the construction of the confidence and
authority of Aliénor’s voice. This effect can be explained by several factors: the moral and
therefore more salient nature of the evaluations; the fact that most construe absolute values
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(e.g. ‘INESCAPABILITY’, ‘TRUTH’); and in the case of explicit negative values, the amplified
force of morphologically negated nouns (‘HELPLESSNESS’, ‘INESCAPABILITY’) and of the
grammatically negated verb ‘cannot’ in 3.1 (just cannot handle the TRUTH’). The upshot of
these choices is that they portray Aliénor as performing the social identities of a proficient
and sophisticated academic writer and in-group member.
Again, the greater presence of Graduation in Aliénor’s peers’ ethical voices, as in their
affective voices, is further upscaled by their preferences for isolating over infused graders
(e.g. ‘how cruel was the stolen generation’); or by a ‘doubling’ of infused Graduation when
it is used (‘a very insensitive, inhumane thing to do’, ‘inhumane

CRUELTY’).

These

choices amplify their personal investment in the evaluations they express, rendering their
voices more subjective, less succinct and less effective, projecting their identities as novice
rhetors who are not in-group members.

Lexical variety
The third feature associated with Aliénor’s skilled negotiation of the borders of Judgement
and Appreciation is the variety of realisations of ethical meanings in her writing:
evaluations of Authenticity, for instance, are realised through a wide range of grammatical
and lexical metaphors like ‘SELF-DISCOVERY’, ‘ABORIGINALITY’, ‘FAMILY
BLOOD’

TIES’,

OF

‘the TRUTH’, ‘REVELATIONS’, ‘CONFESSION’, ‘IDENTITY’. Her less proficient peers

evaluate the same themes through the use a more restricted set of terms: ‘the
‘real

‘TIES

ORIGIN’,

TRUTH’,

her

‘knowing who you really are’, ‘IDENTITY’, and ‘ROOTS’. Subjectively,

Aliénor’s lexically varied evaluations reinforce her portrayal as a native- or near-native
speaker who writes with considerable skill and sophistication, and highlights her projection
of a specialised readership who will assess her writing on its form as well as its function.
By comparison, her peers’ less varied realisations again endow their writing with a more
judgemental tone, and indicate their less developed vocabulary knowledge in English.

6.5.2.5 Summary: the lexicogrammatical view of the ethical voice
The lexicogrammatical view of Appraisal and Involvement resources in Aliénor’s ethical
voice enriches the description of her voice afforded by the discourse semantic view of the
same resources. First, it demonstrates the specific contribution of nominalisations,
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figurative and ‘coded’ experiential meanings to the construction of her detached,
adjudicator stance towards the ethical meanings in the narrative. Second, the analysis
indicates that while Aliénor’s ethical voice is neutralised by the constrained use of
Graduation and incongruent and abstract realisations of Appreciation, the authority and the
confidence with which she expresses her ethical views is intensified by the conjunction of
infused graders with the explicit lexis of Judgement, and particularly negative Esteem
values. These patternings ostensibly evaluate the outcomes of human behaviours, but in
fact invoke evaluations of the agents responsible for those outcomes. Third, the
lexicogrammatical view adds to the discourse semantic view by foregrounding the effects
of the depth and breadth of her vocabulary knowledge and advanced vocabulary skills on
the portrayal of her near-native linguistic and cultural proficiency. Fourth, the
lexicogrammatical view of Aliénor’s Attitude, Graduation and Involvement choices in her
first stylistic argument and in her other written argument and narratives emphasises their
role in projecting the individual identity of an intelligent, socially poised person, in
displaying her disciplinary and cultural membership, and in projecting a reader who shares
her academic and cultural identities and ideological views. Finally, and intersubjectively, it
also highlights the effect of these realisations on the construction of a strategic, solidary
stance towards her readership: because these realisational features nuance culturally
sensitive evaluations, they enable her to keep her readers onside.
By comparison, her peers’ more frequent congruent and/or concrete realisations of Attitude
and their preference for grammatical isolating intensifiers construct more personally
involved, judgemental voices. Finally, combined with their Attitude choices and the higher
frequency of Graduation in their ethical voices, these realisations, reflect their lower levels
of intercultural competence and linguistic proficiency – particularly their less advanced
depth and breadth of vocabulary knowledge. The new insights revealed by the comparative
analysis of realisations of ethical interpersonal resources support and enrich existing
knowledge about what constitutes an effective voice in the domain of stylistic analysis, but
also about what constitutes an effective intercultural voice. The pedagogical implications of
these findings are discussed in Chapter 7.
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6.5.3 The aesthetic voice
While the stylistic analysis task requires students to realise affective, ethical and aesthetic
voices, performing the aesthetic reading is the primary focus of the task and thus a key
determiner of the effectiveness of their writing. This is a fundamental difference with the
requirements of literary responses, where what counts most is the writer’s recognition and
reconstrual, critical or not, of the narrative’s ethical meanings.

6.5.3.1 Task requirements
Performing an aesthetic voice involves two sets of recognition ‘rules’ and three associated
realisation ‘rules’: first, the stylistic analyst needs to recognise and articulate the
relationship between her interpretation of the empathic and ethical meanings in the
narrative, and the specific linguistic/stylistic and literary devices that construct these
meanings. In particular, the analyst needs to grasp and articulate the symbolic relationships
between explicit meaning-making devices and the implicit, higher order meanings of the
narrative. As noted in the requirements for an ethical voice, these meanings require the
reader/writer to recognise metarelations in the narrative, i.e. to draw together abstract
meanings in non-contiguous sections of the text. Second, deconstruction of the semiosis of
the narrative goes hand in hand with the analyst’s recognition and expression of her own –
and by extension, the narrative’s ideal reader’s – aesthetic reactions to the literary text as a
whole, and to specific semiotic elements that construe particular meanings.
The third, more tacit requirement of the realisation of the aesthetic voice type is that the
analyst evaluate the linguistic/stylistic devices chosen by the author to craft the narrative.
As mentioned in §4.4.1.3, by focusing on salient semiotic means involved in the narrative’s
composition, the stylistic analyst is implicitly involved in evaluating their role in construing
salient meanings in the literary work and provoking particular aesthetic reactions in the
reader. By extension, and even more implicitly, the stylistic analyst is involved in
evaluating the author’s skill in composing the text and in orchestrating its rhetorical effects.

Voice roles that enact an aesthetic voice
From a voice roles perspective, realising an aesthetic voice involves the enactment of two
voice roles (Table 6.7). The first recognition function is realised by a Discourse Analyst
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role which entails naming the semiotic elements of which the narrative is composed and
analysing and, mostly implicitly, evaluating their function in the construal of its meanings.
The second recognition function is realised by the Responder role, which involves
articulating and evaluating the aesthetic effects of specified semiotic features. In 12.3 for
instance, Aliénor’s evaluation of Nellie’s spare style realises the Analyst role (turquoise
highlight), while her reaction to this style enacts the Responder role (fuchsia highlight).
12.3 The absence of adjectives, of adverbs is striking.

Table 6.7 Voice roles and the meanings they realise in the aesthetic voice
Voice type
Aesthetic

Voice role
Analyst
Responder

Meanings realised
analysis and evaluation of the relationship between the narrative’s
higher order empathic and ethical meanings and the semiotic and
narrative devices that construct these meanings
the reader’s aesthetic responses to the semiosis of the narrative

It is noteworthy that whereas attunement to the voices of the narrative is a requirement of
effective empathic and ethical voices, the writer ‘comes into her own’ in realising an
aesthetic voice: because she is not involved in retelling, interpreting or commenting on the
narrative’s affective or moral meanings, she has more scope to express her ‘own’ voice/s,
particularly in evaluating her aesthetic reactions to the literary text in the Responder role.
Thus, her interpersonal choices can be expected to reflect this more individualised aspect of
the task.

6.5.3.2 The discourse semantic view of interpersonal resources in the aesthetic voice
Aliénor: Quantitative trends
Attitude and Graduation
The Attitude analysis reveals a strong evaluation rate in Aliénor’s aesthetic appreciation of
the narrative (119 evaluations), about 20% fewer than in her ethical response, indicating
her ability to recognise the centrality of this aspect of the task requirements. As shown in
Figure 6.9, her aesthetic voice is composed of expressions of Appreciation (Composition,
Valuation and Reaction), and minimally, Affect. Most aesthetic evaluations are instances of
Composition and Valuation that enact the Analyst role, while evaluations of Reaction and a
single instance of 1st person Affect realise the Responder role. Finally, three further
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instances of Inclination (Affect) (‘I would like to …’) perform a metadiscoursal function of
guiding the reader by previewing the content of her arguments, and simultaneously
expressing her commitment to the positions she is advancing. These evaluations have
nevertheless been included in her aesthetic rather than her affective or ethical voice types
since they relate more closely to the central goal of her stylistic analysis rather than to her
reconstrual of the narrative’s affective or ethical meanings.

Figure 6.9: Attitude in Aliénor’s aesthetic voice by types and frequency

15 4

55

Composition
Valuation

45

Reaction
Affect

Over half of Aliénor’s aesthetic evaluations are explicit (55%), a much higher proportion
than her ethical evaluations (26%), but a lower one than in her affective voice (80%), as
shown in Table 16, Appendix 36 (Vol. 2, p. 145). The more overtly evaluative quality of
her aesthetic voice is reinforced by the considerably higher presence of Graduation
accompanying explicit evaluations (90%) by comparison to that in the other two voices
(Table 17, Appendix 36, Vol. 2, p. 145). Together these evaluative choices emphasise
Aliénor’s ‘ownership’ of her voice, her commitment to her views, and her ability to
articulate aesthetic evaluations, a skill which student writers of literary responses find
particularly challenging, as mentioned earlier.

Engagement
The Engagement patterns through which Aliénor voices aesthetic Attitude and Graduation
choices are distinct from those in her empathic and ethical voices, and again emphasise the
fact that her utterances are more closely sourced to her ‘own’ voice and therefore more
arguable. Thus Figure 6.10 shows that her aesthetic voice comprises fewer ‘factual’
monoglossic utterances (24%), especially of the sourced variety, than her affective and
ethical voices, and significantly more instances of expansive Heterogloss (19%), indicating
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a greater openness to or at least acknowledgement of alternative positions. In addition, as in
her second stylistic analysis (A2), there is a stronger presence of contractive proclaiming
and disclaiming strategies than in the affective and ethical voices (36%), while a lower
proportion of inserted Contractive Attribution (21%) also foregrounds Aliénor’s ‘voice’
over those of the narrative.

Figure 6.10
Engagement strategies in Aliénor’s aesthetic voice by types and frequency
(shown as percentage)

Monogloss
19%

24%

21%
36%

Heterogloss
contract
Contractive
Attribution
Heterogloss
expand

From a voice perspective, the discourse semantic quantitative view of Engagement
strategies highlights the more openly subjective and thus contingent nature of Aliénor’s
aesthetic analysis of and responses to the narrative by comparison to the utterances that
comprise her affective and ethical voices. While Monogloss and contractive resources
overtly and covertly assert her authority in relation to the ideal reader, Entertain resources
in the aesthetic voice explicitly appeal to the reader’s solidarity, but because they
frequently co-occur with explicitly subjective and objective self- and reader-references,
they enact a more delicate negotiation of power and solidarity e.g.:
12.7 To me, this is a kind of courage, of self-control (not an absence of love [[as one could
think at first glance]] as it took Nellie all her life to find her daughter).

This example asserts Aliénor’s interpretation of Nellie’s emotional restraint as a reflection
of her courage. Nevertheless, she indicates her awareness that this is a controversial
interpretation in three ways: by her use of mitigating Graduation (‘a kind of’, ‘at first
glance’); by highlighting the subjectiveness of her position through modality – ‘To me’,
‘could think’; and by her choice of the impersonal but generalising pronoun ‘one’, which,
as discussed earlier, includes the writer as potentially sharing the misconception of others
who have read the narrative (including the reader of her argument). At the same time,
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Aliénor strategically underscores her commitment to her position and balances her
construction of relations of power and solidarity with her interlocutor through the
Thematised use of explicit self-reference to express an opinion, and contractive resources
of Denial (‘not’), Counter-expectation (‘as’ in the embedded clause, meaning ‘despite’) and
Expectation (‘as’ in the dependent clause, meaning ‘since’).
Intersubjectively, Monogloss again projects a reader who is aligned with Aliénor’s
seemingly indisputable statements whether or not s/he is familiar with the narrative. On the
other hand, heteroglossic strategies, especially when realised explicitly subjectively,
position the reader to disalign from alternative views s/he may hold and project a reader
who may have read the narrative, as indicated by the inclusive impersonal pronoun ‘one’ in
12.7 above. Lastly, Aliénor’s deployment of Engagement, like her aesthetic evaluations,
signals her adoption of an expert-to-expert stance with her interlocutor.

Self- and reader-reference
These Engagement choices combine with the greatest concentration of explicit or
metaphorical forms of self-reference within the text, (19 instances), the majority being first
person pronouns (12). The others include her ‘dissimulated’, generalised, explicitly
objective responses to the narrative (including the impersonal pronoun ‘one’ (12.7),
anticipatory ‘it’ (9.9), and the active projection of ‘the reader’ in 7 instances). Nevertheless,
Aliénor’s use of self-reference markers in her first stylistic analysis (A1) enables her to
simultaneously foreground and downtone her subjectivity. In accordance with the scale of
assertiveness outlined in Chapter 4:
•

only one explicitly subjective marker (in 10.1) performs a reaffirmation function,
the most assertive function on the cline in Table 4.9 (p. 216). Moreover, the
combined metadiscoursal function served by this proposition lowers its
assertiveness;

•

half of explicit self- and reader-references occur in utterances that perform an
arguing function in the Analyst role. However, in all but one instance, these features
combine with more dialogical Entertain strategies, counterbalancing their
assertiveness;
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•

three explicit self-references are used metadiscoursally and so express a lower
degree of subjective authority than when pronouns collocate with the expression of
opinions;

•

all metaphorical reference markers are located in the Responder role, thus
downtoning the writer’s subjective reactions to the narrative

These constellations of Appraisal and self- and reader-references point to Aliénor’s
knowledge and experience of literature and of the conventions for writing stylistic analyses.
At the same time, from a genre-related perspective, her combined authoritative and
persuasive use of explicit self-reference endows her voice with a somewhat hortatory
interpersonal style, as in the case of more successful IELTS candidates in the study by
Coffin and Hewings (2004). As discussed in §6.4.1.1, in view of the dispreference for
explicit self-reference in French academic discourse (cf. Fløttum et al. 2006), it is unclear
to what extent Aliénor’s choices in this regard were conscious or reflect her still developing
proficiency in written academic English. On the other hand, she uses 50% fewer self- and
reader-reference markers in her second stylistic argument (A2), particularly 1st person
singular pronouns, rendering her analysis less charged, and suggesting her increased
confidence in the ideational and textual meanings she expresses.

Involvement
On the other hand, the more ‘subjective’ tone of Aliénor’s aesthetic voice is
counterbalanced by the abstract and technical qualities of the greatest concentration of
subject-core Involvement resources in her first argument. Most importantly, the aesthetic
voice in her first stylistic argument is the locus of 32 mainly nominalised technical terms,
and a further 11 instances of nominalised GM, key resources in constructing Aliénor’s
identification as a stylistician and literary analyst who is writing for an expert stylistician
reader.

Aliénor’s peers: Quantitative trends
The quantitative results of the voice analysis reveal several differences between Aliénor’s
aesthetic voice and those of her colleagues (as displayed in Table 18, Appendix 36, Vol. 2,
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p. 146). Firstly, as in their affective and particularly ethical voices, the other ESML
students’ aesthetic voices comprise fewer evaluations by comparison to Aliénor’s,
especially in those arguments that prioritise the reconstrual or analysis of the events and
interactions in the narrative e.g. Susanne (49*), May (35*), Johanna (53*) over attention to
stylistic analysis (e.g. those of Armin, Ayami, Naomi). Nevertheless, in essays
characterised by repetition (e.g. those of Naomi and Helen), these evaluations constitute a
higher proportion of evaluations overall than that represented by Aliénor’s aesthetic
evaluations.
Other differences include a comparatively higher percentage of implicit evaluations in the
other ESML students’ aesthetic voices, indicating their lack of appropriate vocabulary with
which to realise the requirements of this voice type. With two exceptions, their arguments
also demonstrate a markedly lower use of instances of Valuation – 35% of Aliénor’s
aesthetic evaluations, but only 14% and 15% of Naomi’s and Helen’s, for example; and a
conspicuously higher presence of Reaction, and especially Affect. These latter two trends
turn out to be significant in the construction of an effective stylistic analyst’s voice, as
discussed below. Furthermore, whereas in Aliénor’s text and in the higher graded ESML
arguments, the literary text was evaluated on an intrinsic basis as an ‘autonomous’ artefact
(Macken-Horarik 1996: 286), in four of the lower-graded arguments, evaluations of
Judgement Capacity were used to assess the semiosis of the narrative extrinsically, i.e. as a
product of the author’s skill, e.g.:
Naomi

The author is so skillful in … telling the story … (capacity +, t-salience +)

The coding of implicit Salience in this example signals that Naomi is simultaneously
evaluating the social worth of the author’s skill. This difference between the more and less
successful ESML arguments was consistent with the results in Macken-Horarik’s 1996
study.
Moreover, as in Aliénor’s argument, a higher Graduation rate in her peers’ aesthetic voices
than in their affective and ethical voices adds to their commitment to the views they
express. However, their Engagement patterns are generally quite different to hers, and more
monoglossic overall. Students who focused less on stylistic analysis and more on their
responses to the narrative’s affective and ethical meanings tended to use more monoglossic
than heteroglossic strategies (e.g. Johanna 67%/33%, Aqua 57%/43%) and little Attribution
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to the literary text, if any, reducing the plausibility of their factual assertions. In the
arguments of students who enacted the Analyst voice role as well the Responder role,
(apart from the A- and B-graded texts of Armin and Naomi), the presence of monoglossic
and contractive heteroglossic strategies predominated, with very few utterances open to
alternative views (e.g. only 3% of strategies in Helen’s argument). Again, as in their
affective and ethical voices, and in contrast to Aliénor’s use of modality, Entertain
strategies often express conjecture or uncertainty, a trend that tended to undermine the
writer’s authority, especially when combined with explicit subjectivity to express lower
order meanings, e.g.:
Naomi

… so we may infer that the writer of the letter is the mother of Elaine.

Furthermore, Aliénor’s peers (apart from Ayami and Helen) also use proportionately more
explicit self-reference features in their Responder roles (e.g. Naomi 18* vs. Aliénor 12),
thus amplifying the personalised nature of their aesthetic voices and often weakening their
authority, particularly when combined with 1st person Affect and intensified by contractive
Engagement strategies e.g.:
Armin

I did (Pronounce) like (satisfaction +) the extract …

Moreover, while her peers use some explicit self-reference markers to perform a
metadiscoursal function, they are often combined with factual assertions (Monogloss),
rather than solidarity-building Entertain strategies, as in Aliénor’s argument, e.g..
8.1

I would now like to evoke the purpose of the letter ….

vs.
Helen

… I ’m going to talk about the unique message behind [the narrative].

Similarly, first person pronouns frequently combine with monoglossic rather than
heteroglossic strategies to voice arguing and reaffirmation functions, which are higher on
the assertiveness and subjectivity scale (Table 4.9), e.g.:
Armin

First I supported my statement that … Second I have shown that …

These constellations of self-reference, Engagement strategies and genre-related functions
again portray the other ESML participants as less proficient L2 academic writers.
Finally, by comparison to Aliénor’s argument, considerably fewer Involvement features are
present in the other ESML stylistic analyses. Crucially, the latter contain considerably
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lower frequencies of technical terms (e.g. Naomi 18*, Helen 20* Vs. Aliénor 32). These
patterns reinforce the projection of their identities as novice writers who in some cases
identify with and thus assume a generalist reader, and in other cases project a generalist
reader at times and an expert stylistician at others.

Aliénor and her peers: Qualitative trends
Attitude and Graduation
Qualitatively, a more detailed profile of Aliénor’s aesthetic voice emerges from a closer
examination of Attitude types, sub-types and sub-sets, their conjunction with Graduation
and their realisations as Involvement meanings. Most evaluations of the composition of the
narrative and its rhetorical effects have been coded as positively loaded. Loadings are only
commented on in the few instances when they are not positive.

Appreciation and its sub-types:
Composition and its sub-sets
Expressions of Composition comprise the majority of evaluations in Aliénor’s aesthetic
voice, as in the aesthetic sections of the literary responses of more proficient students in
earlier studies (Macken-Horarik 2006, Rothery & Stenglin 2000). In the present study,
however, the use as an analytical tool of the extended Composition framework I have
developed provides additional insights into the characterisation of Aliénor’s aesthetic voice
and what makes it more effective than those of her peers (Figure 6.11). Instances of
Composition generally perform a technical function of evaluating the narrative’s meaningmaking resources in the Analyst voice role. Within the extended Appreciation framework,
the Prominence and Balance sub-sets appraise smaller or more localised linguistic/stylistic
devices, while Narrative Device targets more widespread compositional devices, such as
narrative techniques that influence the way the ‘story’ is told, and Complexity evaluates the
ease or difficulty with which the reader understands its meanings. While Aliénor
foregrounds localised semiotic devices and preferences expressions of Prominence (in each
of her stylistic arguments), as discussed below, her peers mostly prioritise evaluations of
Narrative Device and Complexity in terms of the effects of particular narrative techniques
on the distance and degree of emotional involvement established between the
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author/narrator and the reader (Tables 18 and 19, Appendix 36). These differences signal
the calibre of Aliénor’s reading of the narrative as opposed to those of her fellow students.
Thus the qualitative focus on her deployment of evaluations of Composition highlights the
fact that she reads the narrative as a semiotic construct whereas her peers tend to identify
with the world of the narrative and prioritise its mimetic qualities.

Figure 6.11 Appreciation: Extended Composition sub-sets
Reaction …
Complexity
Balance
Appreciation

Composition
Narrative Device
Foregrounding
Valuation …

Prominence
Backgrounding

Prominence
Prominence encompasses perceptually-based evaluations of the greater (Foregrounding) or
lesser (Backgrounding) emphasis on particular textual features, as opposed to conceptuallybased evaluations of significance, which are mapped as Valuation: Salience. Aliénor
principally uses Foregrounding to evaluate the repetition of particular items or specific
forms of repetition, like parallelisms or lexical groupings, thus reflecting her ability to
recognise the significance of linguistic patterns in the narrative, and also highlighting her
conceptualisation of the literary text as a semiotic construct (Table 20, Appendix 36).
Aliénor’s mostly explicit evaluations of Foregrounding and Backgrounding are realised
congruently as processes (e.g. ‘emphasize’, ‘highlight’, ‘underlines’) and qualities ‘sober’
‘underlying’), or incongruently as nominalised qualities (e.g. ‘PREDOMINANCE’ or
‘RESTRAINT’)

and

nominalised

processes

(e.g.

‘REPETITION’,

‘PARALLELISM’,

‘UNDERSTATEMENT’) that also express technical Involvement meanings. Furthermore, her
explicit evaluations of Prominence are frequently graded and mostly intensified (20 graders
accompany 20 explicit items), making an important contribution to the characterisation of
her aesthetic voice as confident and authoritative. Likewise, invoked instances are triggered
by quantifying isolating graders (e.g. ‘Several sentences’ 9.8), or by the co-text in the final
paratactic clause of 7.1:
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7.1

Nellie insists (foregrounding +) on the colour of the skin: the colour “white” is
repeated four times (foregrounding +), and the adjective “fair” is used (t-foregrounding
+) to qualify Elaine’s skin or hair.

Within this clause complex, the description of Elaine’s ‘fairness’ represents a fifth example
of Nellie’s foregrounding of skin colour. However, it is also noteworthy that the first
instance of Foregrounding, ‘insists’, is a verbal process and instance of Sourced Monogloss
that enables Aliénor to evaluate ethical meanings – Nellie’s resolve (t-tenacity +) and
determination (t-inclination) to expose the issue of racial discrimination – and in the same
move to evaluate the narrator’s use of foregrounding to communicate this ‘message’.
The dual targets of the evaluations of Foregrounding in Clause complex 7.1 illustrate a
distinctive feature of Aliénor’s aesthetic voice, namely, her ability to voice ethics through
stylistics, that is, simultaneously to reconstrue the meanings of the narrative and evaluate
their semiotic composition. What makes her analysis so powerful is that she does not
analyse particular techniques or rhetorical effects intrinsically as features of an artefact (the
literary text); nor does she attribute them to the author. Instead, she takes the reader of her
argument inside the world of the narrative, and suspends our disbelief by treating the
protagonists as agentive individuals who consciously and/or unconsciously shape their own
voices.
From a developmental perspective, the infrequent use of these resources in the other ESML
students’ texts may only be partly explained by differences between the students’ prior
knowledge of a linguistic approach to text construction: as mentioned in Chapter 3,
Susanne, Sara and Armin were also familiar with this approach but less enthusiastic about
it. Nevertheless, apart from the three German students, the ESML cohort are likely to have
lacked Aliénor’s facility with the analysis of these linguistic features as well as the
vocabulary for describing them. From a methodological point of view the distinction
between Prominence and Salience does not always hold, as discussed in Chapter 7.
Balance
Balance plays a minor role in Aliénor’s evaluations of the narrative’s construction, as in
those of most of her peers. The 3 aesthetic instances of Balance are explicit, mainly
ungraded, realised congruently as qualities (‘short’), or as a process (‘goes along with’),
and located in propositions that highlight the correspondence between forms, meanings and
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at times rhetorical effects, and so enact Analyst, Interpreter and/or Responder roles. For
instance ‘It goes along with’ in 12.8 evaluates the balance between the emotional restraint
in Nellie’s letter and its ethical meaning:
12.6 Nellie does not let her emotions (affect general +/-) show through (backgrounding +).
12.8 It goes along with (balance +) her perseverance (tenacity +) …

Like 7.1, this phase again foregrounds Aliénor’s ability to shunt between form and
function, and to simultaneously appraise the meanings of the text and the configurations of
linguistic/stylistic features that construct those meanings. Both qualities portray the
sophistication and skill of her aesthetic voice. As in 7.1, Aliénor treats Nellie as responsible
for the quality of her voice, whereas her peers use aesthetic Balance resources in ways that
explicitly or implicitly treat the author as mediating the narrative’s meanings by her choice
of semiotic techniques – ‘shorter’ or ‘longer’ sentences (Helen) – or occasionally,
narrative techniques – e.g. ‘Morgan used the opposite, detailed sensation …’ to offset
Nellie’s ‘unacceptable shortness’ (Armin).
Narrative Device
Like Prominence, the Narrative Device sub-set represents an extension of the existing
Composition system network that Aliénor employs in a technical way. She uses these
evaluations less frequently than her colleagues, mainly targeting the role played by the two
narrators and by the letter in providing a first-hand account of Nellie’s separation from her
daughter, but equally in reinforcing the tragedy, since the letter has ‘outlived’ her, e.g.:
14.2 [the letter] is a device (narrative device +) to reclaim her daughter (consequence +) …

As noted in Chapter 4, Narrative Device codings are necessarily invoked, triggered by
graders of Quantification, and mainly voiced factually (Monogloss) and thus authoritatively
(Table 21, Appendix 36). Hood (2004) notes that Quantification often implies an
evaluation of Appreciation in cases where the co-text encourages an interpersonal reading.
For instance, in 10.1, Aliénor reaffirms her argument about the use of two contrasting and
complementary narrators through an existential clause:
10.1 As I said before, there are two protagonists in the passage (t-narrative device +)

However, her evaluation is prefaced by the presence of a first person pronoun in Theme
position, and voiced through an assertive Pronounce strategy (‘As I said before’),
accentuating the subjectivity of her view. Nevertheless, as noted earlier, the assertiveness
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of this utterance is modulated by the combined metadiscoursal ‘reviewing’ function
performed by the matrix clause, and its location within the transition stage of Aliénor’s
argument.
Perhaps most importantly, the qualitative view reveals that Aliénor mostly uses Narrative
Device to assess the effect of specific features on the directness with which ‘the reader’ – a
metaphorical self- and reader-reference marker – understands the text (evaluated in terms
of Complexity). As discussed below, Narrative Device and Complexity resources tend to
serve a different and more personalised purpose in the other ESML students’ aesthetic
voices.
From a methodological point of view, the implicit mode of codings of Narrative Device is a
limitation that needs to be accounted for, given the innovative status of this sub-category.
However, their triggering by linguistic cues provides some assurance of replicability where
coding is concerned.
Complexity
Aliénor also makes constrained use of evaluations of Complexity (13 instances), the third
sub-set of Composition devices (Table 21, Appendix 36, Vol. 2, p. 147), again deploying
them in a depersonalised, technical manner to analyse the relative simplicity or intricacy of
the narrative, and to comment on the effect of these qualities on her/the narrative’s ideal
reader’s comprehension of the story’s meanings. Thus they sit on the border between
Composition and Reaction, enacting the Analyst role at times and the Responder role at
others. Explicit instances of Complexity evaluate smaller compositional elements and
perform the Analyst voice role. All are intensified and realised congruently as qualities
(‘very simple’), and incongruently as nominalised qualities, (‘SIMPLICITY’ and
‘ORNAMENTS’), for example:
2.7

Moreover, the style is very simple (complexity +) …

On the other hand, most implicit instances perform the Responder role, evaluating the
directness with which the reader can understand the narrative’s explicit and implicit
meanings. These instances are all triggered by intensifying graders that are usually realised
as comment adjuncts like ‘immediately’ (7.2), or in 2.2 metaphors like ‘STREAM
CONSCIOUSNESS’,

which is also a technical term:
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2.2

Indeed, the aunty is the only one who is “physically” present (t-narrative device +)
as the reader can enter her stream of consciousness… (t-complexity +)

In this example, Aliénor shunts between the Analyst and Responder roles as she evaluates
the rhetorical effect of the narrative device that the ‘physically present’ narrator Bessie
represents. The objective, technical quality of Aliénor’s deployment of Complexity is
underlined by her attribution of these responses to a generalised, explicitly objective reader,
or through the use of the agentless passive voice, e.g.:
10.2 … Nellie’s thoughts cannot be known. (t-complexity +)

Whereas the analytical detachment that characterises Aliénor’s deployment of all
Composition resources signals the symbolic calibre of her reading of the narrative, the
contrastive analysis findings point to a more personalised use of these Narrative Device and
Complexity in the other ESML students’ arguments. Mostly, like Aliénor, her peers
evaluate larger or more widespread devices in terms of their effect on the ease or difficulty
with which the reader understands the message. However, unlike her, they also tend to
evaluate these devices according to whether they facilitate the reader’s emotional
identification with the narrators. Above all, the choice of first person narration is evaluated
as reducing the distance between the narrator and the narrative’s ideal reader, but equally as
creating ‘an intimate relationship (reaction +) between the reader and writer’ (Helen), an
appraisal that is mostly expressed through Affect:
Sara … the reader feels closer (affect: satisfaction +) to the narrator (and therefore the
events) because he doesn’t have to distinguish between his own thoughts and the
narrators thoughts, he can just follow them as if they were his own (t-complexity +).

Again, at the discourse semantic level, these affective evaluations characterise Aliénor’s
peers as less experienced literary analysts, since they signal their tendency to identify with
the protagonists, and to perform a mimetic or tactical reading of the narrative.
Summary: Composition
The discourse semantic view of Aliénor’s choices and deployment of Composition
resources to deconstruct the meaning-making process portray her as a discriminating,
precise and plausible stylistic analyst who is writing for a likeminded, expert audience.
Three features that emerge from the qualitative analysis of these evaluations highlight
salient differences between her aesthetic voice and those of her peers. First and critically,
Aliénor’s simultaneous voicing of evaluations of meanings and of the semiosis of these
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meanings illustrates her deftness as a stylistic analyst. Second, her focus on smaller
compositional elements, particularly through evaluations of Prominence, reflects the more
sustained, fine-grained, technical quality of her semiotic analysis. Third, her largely
depersonalised use of all subsets of Composition contributes to the detachment that
characterises her aesthetic voice. Together, these patterns point to her treatment of the
narrative as a semiotic, symbolic construct rather than as a ‘window’ on life, which is the
impression created by the other ESML students’ more personally involved aesthetic voices.
Most prominent in Aliénor’s colleagues’ aesthetic voices are their preferences for 1st
person Affect, and for Composition sub-sets that evaluate larger semiotic elements and the
effects of these features on the reader’s identification with the narrator. In addition whereas
her peers tend to construe Composition resources implicitly, Aliénor’s more frequent
explicit and often intensified choices reinforce the authority and directness of her aesthetic
voice.
The findings generated by the detailed analysis of the extended Composition sub-sets are
original and have implications for the teaching of classroom stylistics since they point to
Aliénor’s more effective fulfilment of the requirements of the ESML analysis task.
Methodologically, the analysis also indicates the value, but also some potential limitations,
of the revised Composition sub-system, particularly the Narrative Device sub-category.
Finally, the qualitative analysis of Composition in conjunction with the voice role analysis
also sheds light on the dual orientations of the Complexity category.
Valuation sub-sets
As noted in the discourse semantic view of Aliénor’s ethical evaluations, Valuation is a
critical resource in academic writing generally and in the literary text response specifically.
The data analysis also reveals that the extended Valuation framework (Figure 6.8, p. 309
above) constitutes a critical tool in the voice analysis of the ESML stylistic arguments.
Whereas Salience and three of the newly-developed Valuation sub-sets (namely,
Authenticity, Consequence, Impossibility) proved to be important within Aliénor’s ethical
voice, analysis of her aesthetic voice demonstrates the central role played by symbolic
Salience, and to a lesser extent, the Unexpectedness and Im/Possibility sub-categories that
were developed to describe the meanings construed in the specific narrative that is the
subject of the ESML analysis.
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Quantitatively and qualitatively, Valuation is a distinctive feature of Aliénor’s aesthetic
response in both her stylistic arguments. Quantitatively, her aesthetic voice in her first
argument, like her ethical voice, is characterised by a substantially higher frequency (45) of
instances of Valuation than her peers’ aesthetic voices. Greater use of Valuation in the Band C-graded responses of Naomi (15* instances) and Helen (16*) respectively is still
proportionately lower than in Aliénor’s response (See Table 18, Appendix 36). A
correlation between higher frequencies of Valuation and the texts of expert and more
proficient novice writers has been noted in previous Appraisal analyses of literary
arguments (e.g. Macken-Horarik 1996, Rothery & Stenglin 2000, Zyngier & Shepherd
2003), and of academic writing in the social sciences (e.g. Hood 2010, Lee 2006,
Nakamura 2009). In the present study, however, the discourse semantic view of the
extended Valuation sub-system, like that of the revised Composition network options,
provides a more detailed picture of differences in the presence and use of these resources
by more and less proficient student writers.
Qualitatively, Valuation stands out in Aliénor’s aesthetic response for three reasons. Firstly
and most importantly, her use of Valuation constructs her voice as authoritative,
emphasises her personal engagement with her aesthetic analysis, and projects her identities
as a skilled rhetor and stylistic analyst. For instance, almost half of her Valuation resources
are inscribed (18) and more heavily graded (22 graders) than other evaluations in her
stylistic analysis, contributing to the strength of her voice (Table 22, Appendix 36),
whereas her fellow students’ expressions of Valuation are predominantly implicit (e.g. 75%
in Helen’s text) (Table 23, Appendix 36, Vol. 2, p. 147). In all arguments, the majority of
Valuation codings are neutrally loaded. Furthermore, almost all invoked Valuation in the
ESML texts is triggered by graders, again adding to their force and to the reliability of the
codings.
The rhetorical effects of these patterns are most evident in evaluations of Salience, which
Aliénor prioritises over other categories in the extended sub-system. Most instances of
Salience are inscribed and congruent (e.g. ‘main’, ‘central’, ‘key’, ‘significant’) rather
than incongruent (‘IMPORTANCE’, ‘RELEVANCE’, ‘the
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authoritative voice, particularly when expressed in monoglossic, single clause utterances,
e.g.:
6.1

The past is the main issue of Nellie’s letter (salience =).

On the other hand, Aliénor’s use of implicit Salience tends to be voiced through
heteroglossic strategies, foregrounding her skill as a stylistic analyst and a rhetor who is
able to balance relations of power and solidarity with her reader more persuasively (e.g.
11.3) or more assertively (e.g. 7.5, 11.4):
11.3 The sentence “... it looked like it would be the last”, and the adjectives “faded” and
“worn” suggest (t-salience =) despair and lack of faith in the future.

Here ‘suggest’ invokes an evaluation of the significance of the citations. However, as a
verb of Evidentiality that also acts as an expansive rhetorical strategy (Entertain) and a
downscaling grader of Focus: Fulfilment, it mitigates Aliénor’s commitment to the
reliability of her interpretation and entertains the possibility of the reader and others
reaching different interpretations. While overtly these features indicate the solidaritybuilding orientation of her utterance, her provision of ample evidence (3 citations from the
narrative) covertly serves to assert her position.
A more overtly authoritative voice is constructed by implicit Salience expressed through
factive verbs like ‘demonstrates’ or ‘shows’ (e.g. 7.5, 11.4) which combine with evidence
from the narrative to close down the dialogical space of the text and endorse Aliénor’s
interpretation as valid, e.g.
11.4 The repetition of “It was no use” clearly shows (t-salience =) the discouragement of
the auntie.

In 11.4, ‘shows’ is an intensifying grader (Focus: Fulfilment) and Endorse strategy that is
further upscaled by the adverb ‘clearly’, which is a Pronounce strategy, and by prevailing
Graduation in the proposition. According to Coffin, factive verbs like ‘show’ echo ‘a
scientific empirical methodology, thereby increasing the authority of the proposition’
(2000: 365). Hence, as well as expressing Aliénor’s confidence in and commitment to her
interpretations, ‘show’ accentuates the technical quality of her performance of the Analyst
role.
Furthermore, most Valuation resources in Aliénor’s aesthetic voice are depersonalised.
However, the impression of her rhetorical skill is reinforced by three explicitly subjective
expressions of Salience that underscore her ability to simultaneously express her opinions
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authoritatively and ensure her reader’s continuing solidarity by highlighting the contingent
nature of the assertion. Each of these instances is located in a deductive position in her
argument intensifying the authoritativeness of the evaluation of Salience e.g.:
14.5 To me the originality of the text … (salience social +)

In 14.5, the power of the evaluation of social Salience is upscaled by its location in the
macro-New and concluding stage and statement of the argument, and by the Thematised
use of the personal pronoun. Simultaneously however, explicit self-reference constructs a
metaphor of modality and so presents the view expressed as a subjective one, allowing for
other readers of the narrative to potentially reach different conclusions.
In contrast, Aliénor’s peers tend to prioritise implicit Valuation and to use it to express
more easily retrievable meanings in the narrative, lowering the authoritativeness of their
aesthetic voices: e.g.
Ayami

“I’ll make one last try” … This shows (t-salience =) her firm decision (tenacity +)
to try to communicate Elaine.

In Ayami’s analysis, Salience combines with contractive Endorsement to express a more
obvious meaning. Hence the use of ‘show’ echoing ‘scientific’ voices is incompatible with
the level of importance of the meanings being expressed.
The second distinctive feature of Aliénor’s use of Valuation is her expression of a greater
variety of sub-types than her peers, extending the range and effectiveness of her aesthetic
voice. For example, her expressions of Un/Expectedness and Im/Possibility construe
meanings that are encoded lexically rather than through the more overtly subjective
‘intrusion’ of a Thematised comment adjunct and explicit Engagement strategy such as
‘Surprisingly’ or ‘Against all expectations’. As mentioned in §4.4.5.1, for instance, her
evaluation of the ‘supernatural’ event that is the turning point of ‘The Letter’ explicitly
encodes the idea that Bessie’s experience of ‘hearing’ her sister’s voice is beyond the laws
of nature:
13.1 And there is this supernatural event, Nellie’s voice that Bettie can hear because she
just read the letter

From a voice perspective, the lexical rather than grammatical realisation of
Un/Expectedness or Im/Possibility allows the writer to voice her evaluations through
Monogloss (as in 13.1), accentuating the ‘objectivity’, authority and credibility of her
utterances.
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A third feature of Valuation in Aliénor’s aesthetic and ethical voices involves her choices
between evaluations of symbolic and social significance. Mostly, to a greater extent than
her peers, she prefers evaluations of the symbolic type, highlighting her attunement to the
relationship between foregrounded linguistic patterns and the narrative’s higher order
meanings in fulfilment of the task requirements (compare Tables 22 and 23, Appendix 36).
In a few instances, however Aliénor references both spheres simultaneously – for example,
evaluations of the counter-expective (‘supernatural’) and impossible (‘rationally
impossible’) turning points of ‘The Letter’ and of ‘Jane Eyre’ are both socially and
symbolically significant – they signal that these events transcend ‘normality’ within the
real world as well as within world of the narrative. This ability to reference both spheres at
the same time is an aspect of her simultaneous evaluation of meanings and the forms, and
represents a feature that distinguishes her aesthetic voice from those of her less proficient
peers.
From a methodological perspective, these findings test out the validity and relevance of the
proposed distinction between an appraised entity’s symbolic or social significance. This
sub-classification was devised to meet the needs of the discipline of classroom stylistics
and specifically, of the stylistic analysis genre, which frequently focuses on the analysis of
fictional texts and thus involves distinguishing between two orders or spheres of discourse.
Summary: Valuation
The discourse semantic view shows how Aliénor’s use of aesthetic Valuation is
quantitatively and qualitatively different to that of her colleagues. Subjectively, her use of a
greater number and range of the extended Valuation resources and her preference for
expressing symbolic significance indexes her ability to identify key semiotic devices that
construe the narrative’s higher-order meanings, portraying her as a more experienced
reader of literature and literary stylistician than her peers, and thus as projecting a reader
with similar characteristics. Intersubjectively, the strong presence of explicit, graded
instances of Valuation, and the expression of implicit Salience through factive and
evidential verbs construct her voice as direct and authoritative, but equally as strategically
keeping her reader onside, particularly in the few instances where Valuation is
personalised.
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In addition to these findings, the testing out of the revised system framework for the
Valuation sub-system confirmed that the newly-developed Un/Expectedness and
Im/Possibility sub-sets provide a useful and linguistically principled way of distinguishing
between lexical and grammatical realisations of these meanings, and their different
rhetorical effects where the subjectivity of the writer’s voice is concerned. On the other
hand, the analysis reveals that the distinction between symbolic and social Valuation,
which has a broader, discipline-wide relevance, is not always relevant.
Reaction
Aliénor’s appraisal of the rhetorical effects of the narrative’s composition is enacted by
evaluations of Appreciation Reaction and Complexity (as described above), and in one
instance, Affect. Reaction resources contribute to the individualised, but detached, incisive
quality of her Responder voice role by allowing her to ‘repackage’ her aesthetic affective
reactions to the narrative’s composition as though they were attributes of the semiotic
devices that are evaluated. The depersonalised quality of Reaction resources enables
Aliénor to express her individual reactions through inscribed and strongly graded
evaluations that characterise her as objective, but nevertheless engaged with her analysis,
and authoritative. On the other hand, her lesser use of Reaction in her second stylistic
argument, like the lower frequency of self- and reader-references, constructs a more
subdued Responder voice role, and suggests greater self-confidence in her encoding of
ideational and textual meanings and so less emphasis on the expression of interpersonal
meanings.
Within the revised Reaction network options, a distinction is made between resources that
directly evaluate the rhetorical effects of semiotic elements on the reader (Impact), and
those foreground the qualities of semiotic elements, and indirectly refer to their effect on
the reader (Quality). A second distinction is made between qualities and/or responses that
are emotional/aesthetic, perceptual/conceptual or general (Figure 6.12)
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Figure 6.12 Appreciation: Revised Reaction subsets
Impact

Emotional/Aesthetic

Reaction
Conceptual/Perceptual
Quality
Appreciation

Composition …

General

Valuation …

Four patterns of preference stand out in Aliénor’s use of Reaction resources in her A1 draft:
1. a preference for instances of Impact over instances of Quality type, e.g.:
2.1 The absence of characters in the passage is striking (reaction impact +).
2.7 … it makes [the style] all the more sincere (reaction quality +)

Although both evaluations are intensified, ‘striking’ expresses rhetorical effects
more directly and sounds more forceful and engaged than ‘sincere’, which has a
more distancing quality.
2. a preference for evaluations of the affective/aesthetic and perceptual/conceptual
types over evaluations of general qualities or responses.
14.5

To me … this restraint makes the story poignant
(reaction: impact: affective/aesthetic +).

7.8

… the use of short sentences … generates [sic] a jerky rhythm …
(balance = reaction quality: perceptual +)

3. a preference for explicit and intensified evaluations – as in the above examples –
over implicit ones, amplifying Aliénor’s commitment to her opinions and increasing
the authoritative quality of her aesthetic voice. Her nine explicit evaluations are
double-layered and target the composition of the narrative as well as its meanings:
for instance in 14.5 (above), the epithet ‘poignant’ expresses her aesthetic response
to the restrained emotional style of the narrative, but in the light of her preceding
argument, it also construes an overlapping affective response to Nellie’s situation
and an ethical one to her character. The Thematic explicit self-reference marker and
the deductive, macro-New location of this evaluation at the conclusion of her
argument adds to its force, but at the same time strategically acknowledges its
subjective basis and thus opens the text to alternative reactions.
Five invoked instances of Reaction evaluate her aesthetic responses to the parallel
‘supernatural’ turning points of ‘The Letter’ and Jane Eyre, which are assessed not
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only as being beyond normal expectations, but equally as having an ‘enchanting’
impact and quality:
13.1

It allows the reader to dream (t-expectedness soc. –
t-reaction impact aesthetic/affective +).

4. as in 14.5 and 13.1, a tendency for evaluations of Reaction to be associated with
metaphorical or explicit self- and reader-references and modality, allowing Aliénor
to express her aesthetic reactions authoritatively and ostensibly objectively, or
subjectively but simultaneously ‘hedging’ her impressions.
On the whole, Reaction contributes to the more distanced, reflective and incisive quality of
Aliénor’s aesthetic Responder voice role, reinforcing her identification with and projection
of an expert stylistic audience. At the same time, evaluations of this kind are highly
individualised, in the sense that they express Aliénor’s unique responses to the composition
of the text and to its meanings, and so provide an impression of the aesthetic sensibility (an
aspect of her ethos) that she brings to her reading and to her role as a stylistic analyst.
By comparison, the presence of Reaction in the other ESML students’ aesthetic voices is
variable. Although instances of Reaction make up a similar or greater proportion of the
aesthetic evaluations in A- and B-graded responses, fewer are explicit, as in Naomi’s and
Helen’s aesthetic voices (see Table 18, Appendix 36). In addition, explicit Reaction used
by the other ESML students tends to be instances of the conceptual Quality sub-category,
e.g. ‘conceivable’, ‘logical’, ‘unpretentious’ (Sara), lowering the force and authority of
their Responder voice roles. Evaluations of Impact are particularly scarce and tend to be
employed by more proficient students – ‘astonishing’ (Armin) and ‘remarkable’
(Susanne). Instances of the least precise, general sub-set are more infrequent and tend to
appear in lower-graded responses e.g. ‘nice’ (May). In contrast, Macken-Horarik found a
higher use of affective/aesthetic Reaction resources in lower-graded mimetic interpretations
of the narrative (1996). The difference in findings may be explained by variations in
language proficiency and vocabulary knowledge (Macken-Horarik’s participants were
mainly NS junior secondary students) and by the less successful ESML students’
preference for Affect Satisfaction over Reaction to enact their Responder voice roles.
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Summary: Reaction
The preceding discussion highlights the way Reaction resources depersonalise Aliénor’s
aesthetic voice but at the same time enable her to express her individuality and her
professional engagement with her subject with authority, confidence and precision, making
her argument more plausible to a reader who is assumed to be a fellow stylistician.
Contrastive analysis reveals the variable presence of these resources in her peers’
responses, but also indicates that their overall choices of Reaction sub-sets and preferences
for implicitly-realised evaluations result in less direct and authoritative Responder voice
roles. I take up the potential pediagogical implications of these results in Chapter 7. Finally,
from a methodological perspective, the analysis indicates the value of the reworked
distinction between the Impact and Quality sub-sets, while the revised account of the
aesthetic/affective, perceptual/conceptual or general basis of each of these subsets provides
a more systematic approach to coding these resources than did the original framework.

Affect
The analytical detachment of Aliénor’s aesthetic voice is accentuated by the virtual absence
of Affect in her argument. One evaluation of ungraded 1st person Affect (satisfaction:
pleasure +) expresses an intellectualised rather than an emotional reaction to the narrative’s
‘supernatural’ climax:
13.2 It is rationally impossible, and that is why I like it (satisfaction +, t-reaction +).
Given the compositional nature of its target, ‘like’ is coded as an instance of explicit Affect
invoking an evaluation of Reaction (as outlined in Chapter 4). Furthermore, this explicitly
subjective evaluation also stands out within Aliénor’s text by its voicing through combined,
contractive Pronounce and Expect strategies (‘that is + why’) that accentuate rather than
mitigate the personal nature of the appraisal. In a concrete sense, this evaluation, and those
in the phase from 13.2-13.4 come closest to giving Aliénor’s reader an impression of her
aesthetic sensibility and uniqueness. For me, her appraisal of the ‘supernatural’ quality in
‘The Letter’, her intertextual comparison with Jane Eyre (13.3) and her ‘poetic’ description
of its rhetorical effects (13.4 ‘It allows the reader to dream’) resonates with the mystical
aspect of her second narrative piece (Appendix 5), and her foregrounding of the
supernatural and ethereal elements in the Tim Winton novel in her second stylistic analysis
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(Appendix 6) (e.g. ‘Night is the privileged time for dreams and the bed is their privileged
place’). It also brought to mind her interest in the occult, which she expressed in her final
feedback interview (Appendix 7). In a more abstract sense, the evaluation epitomises her
ability to perform a ‘symbolic’ reading of the narrative: rather than judging it on the basis
of her emotional identification with the protagonists or as a ‘window’ on life, she is able to
‘look through the text (qua window) but also at the semiotic qualities of the view it offers’
(Macken-Horarik 2006: 20).
In contrast, the greater use of aesthetically-oriented Affect by all of Aliénor’s peers is a key
contributing factor to the more subjective nature of their aesthetic voices, particularly when
combined with personal pronouns. As in Macken-Horarik’s study (1996), lower-scored
arguments generally feature higher frequencies of Affect than more successful essays. For
instance, Table 18 (Appendix 36) shows that Affect comprises 3% of Aliénor’s aesthetic
evaluations, 15% of Naomi’s and 11% of Helen’s. Most Affect used by the Aliénor’s
colleagues are expressions of Satisfaction: Interest that positively appraise the reader’s
emotional involvement with the characters, and when explicit, invoke evaluations of
Reaction. In particular, aesthetic evaluations of Affect are associated with positively
evaluated narrative devices (Narrative Device) that allow the reader to follow the narrative
with ease (Complexity) and so create ‘closeness’ between this reader and
narrators/characters, e.g.:
Ayami

This linguistic technique (narrative device +) can stimulate reader’s imagination
(t-reaction impact +), which makes them get involved in the story deeply
(satisfaction: interest + t-reaction impact +), as well as enjoy the story itself
(satisfaction: pleasure + t-reaction impact +).

Indeed, two students attempt to use the metaphor ‘put yourself in someone else’s shoes’ to
describe just how ‘close’ they feel to the characters in the narrative, e.g.:
Sara

Bessie is shown as an [sic] gentle old woman that we sympathize with
(unhappiness: misery +) and therefore we are likely to see the events with her eyes
and take a stand in her boots (t-satisfaction: interest).

The fact that explicit Affect is frequently intensified (e.g. Ayami’s ‘get involved …
deeply’) and voiced as unarguable (Monogloss) emphasises the subjective quality of the
other ESML participants’ aesthetic voices. Likewise, although most instances of aesthetic
Affect are attributed to a generalised readers (e.g. Ayami above) and so ‘disguise’ the
writer’s voice, they are also used in combination with personal pronouns, both inclusive
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plural forms – ‘us’ and ‘we’ as in Sara’s evaluations above – and first person singular
forms, e.g.:
Johanna The only thing I didn’t like (satisfaction neg +) was that the feelings (affect –)
Nellie had when Elaine was taken away … were a bit too weak (reaction quality:
general –) … compared to what I imagine it would feel like (t-satisfaction:
interest +) to have your daughter taken away from you.

Johanna’s explicitly subjective evaluations of the depiction of Nellie’s feelings in the
narrative highlight the personalised and emotionally-based qualities of the aesthetic voices
in the lower-graded stylistic analyses. Whereas Aliénor’s aesthetic evaluations portray her
as a more objective, experienced and sophisticated stylistic analyst who performs a
semiotic, ‘symbolic’ reading of the narrative, her peers’ preferences for Affect, along with
their greater attention to narrative techniques and their identification with the protagonists,
again point to the mimetic or tactical calibre of their conceptualisations of the narrative.
Affect (Metadiscoursal)
The final expressions of Attitude included in the discourse semantic view of Aliénor’s
aesthetic response are the three instances of Affect used to introduce her thesis (4.1),
structure her argument and guide her reader, e.g.:
4.1 In this essay, I would like to concentrate on a central aspect of the text …
Aliénor’s choice of an explicitly subjective interpersonal expression over an impersonal
one (e.g. ‘The aim of this essay is to …’) is nevertheless consonant with disciplinary
conventions (cf. Trengrove 1986), portraying her as identifying with, emulating and
relating to her reader as an expert stylistician. In this sense the use of the first person
pronoun constructs her as authoritative and announcing that she ‘has something to say’, but
also as interacting with her reader in a more personal way than if she had chosen terms like
‘aims’ and ‘objectives’. At the same time, however, the modal ‘would’ (Entertain)
constructs her as polite and formal and thus endeavouring to align her reader. Hence,
although Thompson and Thetela (1995) classify metadiscoursal features as interactive, as I
argued in Chapter 2, they also perform an interactional solidarity-building function by
guiding the projected reader, particularly when they are realised in a more personal way as
in 4.1.
By comparison, only two of her peers use Affect to fulfil this metadiscoursal function: one
expression is more blunt:
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Susanne

I want to find out …(inclination =)

and the other more tentative, but nevertheless formal and appropriate in the disciplinary
context:
Naomi I will attempt to show …(t-inclination =).
As noted above, the other students’ metadiscoursal expressions tend to be explicitly
subjective and factually voiced (Monogloss) through verbal and material and/or
metaphorical material processes, e.g. ‘I will argue/ examine/ reveal/ treat/ talk about …’.
While these expressions are generally direct and formal, they are also more assertive than
Aliénor’s expressions and appeal less to the reader’s alignment.
Summary: Affect
Subjectively, the discourse semantic view of Attitude and Graduation in Aliénor’s aesthetic
voice again characterises her as an experienced stylistic analyst. Her minimal, mainly
metadiscoursal use of ungraded Affect foregrounds the detachment, precision and
confidence with which she expresses her aesthetic reactions to the semiosis of the narrative.
At the same time her single expression of aesthetic Affect creates an impression of an
aesthetic individual identity that adds to the credibility of the persona she projects. These
choices again emphasise her understanding that the narrative is a symbolic construct and
that her task is to analyse its meaning-making processes and rhetorical effects. On the other
hand, her fellow students’ more subjective aesthetic voices are in no small measure shaped
by their tendency to focus on deconstructing the ideal reader’s emotional identification
with the characters in the narrative, and by their preference for combinations of Affect and
metaphorical and sometimes explicitly subjective self- and reader-references in the
Responder role.
Intersubjectively Aliénor’s preference for Reaction over Affect, and her infrequent,
specialised use of overt self-reference with Affect and modality signals her attempt to
establish a relationship of authority and thus equality with an expert disciplinary reader, but
at the same time represents a bid to safeguard the latter’s solidarity.

6.5.3.3 Summary: The discourse semantic view of the aesthetic voice
The discourse semantic view of Aliénor’s aesthetic voice shows how quantitative and
qualitative differences between her interpersonal choices and those of her peers construct
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her as a more competent and convincing stylistic analyst. In particular, her preferences for
intensified evaluations of Prominence and Valuation, minimal self- and reader-reference,
contractive heteroglossic and monoglossic strategies characterise her Analyst role (in each
of her arguments) as methodical, fine-grained and authoritative, and as underpinned by a
conception of the narrative as a symbolic, semiotic artefact. Her extensive use of Valuation
resources illustrates her skill in bringing together her linguistic, literary and cultural
knowledge to deconstruct the salient meanings of the narrative and its rhetorical effects. Of
particular note in her first stylistic argument are her simultaneous evaluations of
compositional forms and meanings, and her skill in shunting between Analyst, Interpreter
and Responder roles. These features underscore the effectiveness of her aesthetic voice. On
the other hand, the use of depersonalised Reaction emphasises the unique aesthetic
sensibility as well as the analytical precision she brings to her enactment of the Responder
voice role. At the same time, her strategic combination of 1st person Affect with explicit
self-reference and particularly Entertain strategies demonstrates her intellectual rather than
emotional engagement with her subject matter and her more individualised, but
nevertheless formal, interaction with her reader. These patternings also illustrate how her
aesthetic voice comes closer than the affective and ethical voices to expressing her ‘own’
voice/s.
In contrast, the analysis portrays her colleagues as less experienced readers of literature
whose aesthetic voices foreground the ideal reader’s emotional identification with the
world of the narrative and thereby project an educated but ‘generalist’ reader rather than a
disciplinary expert. Their evaluative choices – particularly intensified 1st person Affect
over Reaction and their more personalised use of Composition resources – characterise
their aesthetic voices as more subjective and emotionally involved, rather than
authoritative. Their predominantly monoglossic voicing of evaluative meanings also
contrasts with Aliénor’s assertive and persuasive negotiation of her views.
In terms of the pedagogical objective of the present study, certain of the above trends
consolidate the findings of previous Appraisal-based voice analyses in literary analysis, and
in academic writing in the social sciences. However, the incorporation of the extended
Appreciation system and the revised Involvement framework in the model of voice used in
this study has generated new insights into the construction of Aliénor’s professionally
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engaged, authoritative aesthetic voice. In particular, the analysis results indicate the
importance of Valuation resources in her simultaneous voicing of evaluations of style and
ethical meanings; of Prominence and the objective use of Narrative Device and Complexity
resources in the construction of a technical stance in the Analyst role; and the balancing
and strategic deployment of evaluations of personalised Affect and Reaction that express
her individuality in the Responder role. Lastly in terms of the central project of this thesis,
the findings also revealed some affordances and limitations of the revised Appreciation
framework for the specific purpose of characterising voice in the domain of classroom
stylistics. Again, these pedagogical and methodological insights are discussed in more
detail in Chapter 7.

6.5.3.4 The lexicogrammatical view of interpersonal resources in the aesthetic voice
A focus on the linguistic realisations of Aliénor’s Attitude, Graduation and Involvement
choices reinforces the findings of the discourse semantic view of her aesthetic voice and its
subjective and intersubjective characteristics. In particular, the lexicogrammatical view
emphasises three features that reinforce her characterisation and identification as an expert
stylistician who is writing for a fellow expert reader and contrast with her peers’ aesthetic
voices.

Grammatical metaphor and subject-core lexis
Evaluative and Involvement meanings realised as GM again characterise Aliénor’s
aesthetic voice and contribute to the overall academic tone of her voice. In particular, 34%
of evaluations of Composition and Valuation are realised as nominalised processes (e.g.
‘REPETITION’,

‘PARALLELISM’,

‘RESTRAINT’)

and

qualities

(e.g.

‘DIFFERENCE’,

‘SIMPLICITY’). These resources are key to the construction of the academic, technical
register of her aesthetic voice, especially when they overlap with experiential meanings that
construe specialised linguistic (‘NEGATIVE

FORM’, ‘GRADER’, ‘LEXICAL SET’)

and literary

terms (e.g. ‘PARALLELISM’, ‘UNDERSTATEMENT’), some of which are figurative (e.g.
‘STREAM OF CONSCIOUSNESS’, ‘VEHICLE’).
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Secondly, the technical quality of her aesthetic analysis in her first and second stylistic
argument is accentuated by congruently realised, formal (e.g. ‘predominant’, ‘revealing’)
and at times specialised evaluative and Involvement resources (e.g. ‘HYPERBOLIC’). These
clusters of subject-core features endow Aliénor’s aesthetic voice with neutrality, precision,
succinctness, credibility and authority, particularly when expressed in the single clause
utterances that are concentrated in her aesthetic voice, e.g.:
12.2-12.3

The style of the letter is very simple (complexity =), and BARE OF
HYPERBOLIC METAPHORS (foregrounding neg +). The absence of
adjectives, of adverbs is striking (t-unexpectedness social =, reaction:
impact +).

Additionally, the technical register is at times reinforced by the realisation of Aliénor’s
evaluations of Salience as factive and evidential verbs (e.g. ‘demonstrates’ and ‘suggests’),
which contribute a logical, ‘scientific’ tone to her aesthetic voice, as discussed earlier, e.g.:
7.2 The very short sentence “That was the law” demonstrates … (t-salience =)

Nevertheless, the predominance of subject-core vocabulary is counterbalanced by her
enactment of the Responder role through more congruent realisations of Reaction
(‘revealing’, ‘interesting’), particularly when they are explicitly subjective as in 13.2 (‘I
like it’) and 13.3 (‘It reminds me’): despite their objective quality, evaluations of Reaction
express the writer’s personal and affectively/aesthetically-based responses.
Contrasting with this profile of Aliénor’s aesthetic voice, realisations of her peers’ aesthetic
evaluations are generally less abstract, specialised or concise. Like their affective and
ethical evaluations, their aesthetic evaluations are more frequently realised as epithets than
as grammatical metaphors. Along with their predominant focus on narrative techniques and
the emotional involvement created by the directness with which the reader understands the
narrator’s ‘message’, the other ESML students use considerably fewer subject-core terms.
The exceptions were some students with comparatively less of a literature background (e.g.
Naomi, Ayami) who may have been making a more concerted effort to identify and bond
with a disciplinary reader, whereas their more confident peers tended to take up a more
writer- than reader-oriented approach to their writing.
As a result of these trends, even the evaluations of linguistically proficient students like
Susanne tend to be more concrete and wordier than those of Aliénor, e.g.:
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Susanne

The language that is used is close to spoken language (t-complexity +): simple
(complexity +), short sentences (balance) and no elaborated grammar (complexity
neg +) or difficult words (t-complexity neg +). … It is this simplicity (complexity +)
and modesty (backgrounding +) in respect of stylistic patterns that makes Sally
Morgan’s story special (salience +).’

Susanne’s focus in these sentences is on the contribution of the style of the letter to the
creation of ‘emotional intimacy’ with the reader. By comparison, the use of intensified
grammatical and lexical metaphors and abstraction in Aliénor’s evaluation of Nellie’s style
makes her expression more nuanced and succinct, but equally, more assertive, portraying
her as an experienced stylistic analyst:
12.5 She does not need ORNAMENTS (complexity +); she goes to the ESSENTIAL (salience +)
as if she knew that SIMPLICITY (complexity +) is SUFFICIENT UNTO ITSELF (t-salience).

At the same time, these non-core Involvement resources counterbalance the specialised,
technical quality of her aesthetic analysis and project the individual identity of a selfassured, subtle and sophisticated native speaker.

Infused Graduation
The third characteristic of Aliénor’s realisation of aesthetic interpersonal choices is again
her choice of infused Graduation, particularly with explicit instances of Valuation,
Prominence and Reaction: e.g. ‘main’, ‘repeated’, ‘minimized’, ‘striking’. These copatternings and realisations of Attitude and Graduation add to the crisp, definitive tone of
Aliénor’s aesthetic voice, portraying her as a proficient near-native speaker writer who is
certain of her aesthetic judgements, but displays a quiet authority vis-à-vis the ideal reader
of her analysis. While infused graders are also present in her affective and ethical voices,
their effect is amplified in her aesthetic voice by the considerably higher proportion of
graded evaluations and the formal, technical register.
In contrast, Aliénor’s peers’ preference for isolating over infused graders and for more
frequent use of Graduation throughout their stylistic analyses contributes to the wordier,
more personally involved quality of their voices and projects their identities as less
proficient L2 student analysts rather than more experienced stylisticians, e.g.:
Johanna The sentences are short (balance +) which gives them a more easy to read
impression (t-complexity +).
Helen

The rhythm is much more vivid [sic] … (reaction quality +)
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6.5.3.5 Summary: The lexicogrammatical view of the aesthetic voice
The lexicogrammatical view of Aliénor’s evaluative choices in each of her stylistic
arguments defines her as near-native writer of academic English who successfully ‘plays
the game’ or rather, emulates the role of the accomplished stylistician and rhetor. Aliénor’s
preferences for infused Graduation, core and subject-core lexis (nominalised GM, technical
and specialised realisations), and less frequently non-core figurative choices emphasise the
depth and breadth of her vocabulary knowledge, but also her appropriate and accurate
application of this knowledge. Subjectively, her concise, technical, linguistic choices
reinforce the authoritativeness of her voice and her plausibility as a stylistic analyst, but are
balanced by the more concrete, and occasionally more nuanced or ‘subjective’ enactment
of her Responder voice role which projects an individual with a keen aesthetic sensibility
whose

engagement

with

her

subject

matter

is

enthusiastic

but

professional.

Intersubjectively, Aliénor’s realisations of Appraisal and Involvement and the identities
they project create bonds of affinity with and project an expert stylistic analyst reader who
shares her disciplinary knowledge and aesthetic sensibility.
The lexicogrammatical view of Aliénor’s technical, formal and largely depersonalised
lexicogrammatical choices underscores the contrast with her peers’ realisations of Attitude
and Graduation in the aesthetic voice. Their choices tend to be congruent or implicit, less
specialised, wordier and more personalised and often emotionally engaged, projecting their
identities as less proficient literary and discourse analysts and as students writing for a
generalist assumed reader rather than a discipline-specific one.
As with the lexicogrammatical view of the affective and ethical voices, the realisational
focus on the aesthetic voice is original and enriches existing studies of voice in literary
analysis, as well as in academic writing more generally. In particular, it highlights the
importance of technical and ‘scientific-sounding’ realisations of Prominence and Valuation
sub-categories in the construction of an effective aesthetic voice. These findings are
elaborated in Chapter 7.
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6.6 Bringing the findings together
6.6.1 Overview of the three voices in Alienor’s stylistic analysis
Section 6.5 focused on the results of the intensive voice analysis of the first draft of
Aliénor’s stylistic analysis of the extract from ‘The Letter’ (A1). The discussion examined
the findings of the discourse semantic and lexicogrammatical views of the Appraisal, selfand reader reference and Involvement resources in her argument and highlighted the
influence of these features on the distinctive and common traits of each of the three voice
types she performs. In addition, the discussion touched on similarities between the results
of the A1 voice analysis and patterns in Aliénor’s enactment of voices in her second
stylistic argument (A2) and narrative writing.
The presentation of the results of the in-depth, logogenetic discourse analysis of A1 has
foregrounded the enactment of requisite voice roles in Aliénor’s affective, ethical and
aesthetic voices by characteristic constellations of interpersonal choices and their
conjunctions with other co-textual features. Different patternings of evaluation types, subtypes, modes and loadings, their conjunctions with particular Graduation, Engagement,
self- and reader-reference and Involvement resources were linked to variations in voice
qualities and in the defining stances the writer takes up towards her subject matter and her
audience as she performs genre- and discipline-related discourse functions. For instance,
different choices were shown to change the degree of personal investment she expresses
towards her propositions, and the degree of authority or solidarity with which she relates to
her projected and actual audience. In turn, these changes modulate the volume, pitch and
intensity of her voice. At the same time, these variations represent differences in emphasis
in the way she positions herself and her reader: they subtly shift the social affiliations she
displays, foreground her performance and projection of specific social identities, and create
a kaleidoscopic impression of the individuality she brings to each persona; these shifts in
turn reflect and shape the social identity of the assumed reader of her argument and
highlight the shared attributes she primarily relies on to create bonds of affinity with this
reader.
Table 6.8 summarises the insights revealed by the discourse semantic and
lexicogrammatical views of Aliénor’s interpersonal choices and their contribution to the
construction of her affective, ethical and aesthetic voices and the projection of her identities
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and those of the assumed reader of her analysis. Reading from left to right, the left side of
the table profiles the three voice types in terms of:
1. their salient voice roles;
2. their predominant Attitude types;
3. the relative presence of explicit Attitude and
4. accompanying intensifying Graduation;
5. the predominant types of Involvement meanings;
6. the relative presence of self- and reader-references (Cline 1);
7. the effects of these clusters of interpersonal resources on the degree of subjectivity
associated with each voice type (Cline 2).
The centre of the table depicts:
8.

the degree of negotiability associated with predominant types of Engagement
strategies;

9. the resulting degree of assertion vs. persuasion associated with each type of reader
alignment (Cline 3).
Still reading from left to right, the right side of the table shows the effect of these
constellations of expressive features on the construal of:
10. Aliénor’s stance in each voice type:
11. the impression of the particular personae she performs in each voice;
12. the corresponding projection of the reader’s foregrounded identity/ies; and
13. the primary social and individual attributes (or ‘glue’) that create bonds of affinity
between Aliénor and this reader.
Although it was not possible to incorporate within the table the effects of Aliénor’s
expression of interpersonal features on the projected impression of the individuality she
brings to each social identity, I comment on this aspect in the discussion that follows.
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Table 6.8 Aliénor’s three voice types in profile: Characteristic voice roles, stances, constellations of interpersonal resources and projected writer
and reader identities and positioning strategies
Cline 1
Voice

Voice roles

Key
type

Affective

Reteller
Interpreter

3rd
person
Affect

high

Graded
explicit
Attitude
medium

Ethical

Interpreter
Social
Commentator
Analyst
Responder

Judgement
Appreciation

low

low

Appreciation

median

high

Aesthetic

Attitude

Explicit
Attitude

Involvement

Lower
Cline 2
Negotia
-bility

grammatical
metaphor
(GM)
GM
abstract
figurative
GM
abstract
technical

low
lowest
median

Cline 3
More assertive
Stance
empathetic
neutral
observer
impartial
discerning
thinker
aesthetically
aware
skilled
analyst
More persuasive

Higher
Clines
1 Presence of self- and reader-references
2 Degree of subjectivity
3 Degree of assertion or persuasion in reader alignment
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Aliénor’s
personae
literary
analyst
near-NS
literary
analyst
stylistician
discourse &
literary
analyst

Projected
reader’s
identities
academic
culturally
conversant
critical thinker
expert
stylistician
literary critic

Bonding
attributes
or ‘glue’
shared
insights on
humanity
culture,
ideology
discipline
aesthetic
sensibility

Chapter 6 Results of the voice analysis of the ESML stylistic analysis argument

6.6.1.1 Profiling the Affective voice
Highlighting patterns revealed by the discourse semantic analysis, Table 6.8 indicates that
Aliénor’s affective voice is predominantly constructed by evaluations of explicit
depersonalised (3rd person) Affect that tend to be congruently realised and ungraded in the
neutral Reteller role, and accompanied by a medium frequency of Graduation in the
Interpreter role, although simultaneously modulated and objectified by their realisations as
abstract Involvement meanings (through GM). The negotiability of these evaluative and
Involvement meanings is lowered by factual (monoglossic) and overtly contractive
Engagement strategies and covertly contractive Attribution. Together, these constellations of
resources, along with the low use of self- and reader-references, contribute to the
authoritative rather than persuasive alignment of the assumed reader, and define her affective
voice as dispassionate, definite and convincing. In contrast, her peers’ reconstruals of the
narrative’s affective meanings tend to be more emotionally involved, tentative or less
supported, and thus less plausible. In addition, Aliénor’s ability to recognise and realise the
affective reading position naturalised by the narrative portrays her as aligned with the values
construed by the literary text and as establishing solidarity with a likeminded projected
reader, primarily through the bond of shared insights into their common humanity.
Based on insights from the lexicogrammatical analysis, the table reveals that the principal
realisations of Aliénor’s Attitude, Involvement and Graduation choices – objectifying and
abstracting GM, and succinct infused graders – are central to the construction of the academic
register that is common to all three voice types in her essay. As well as highlighting her
language proficiency, particularly her sophisticated control of vocabulary, these core features
foreground her identity as a literary analyst, or at least, a proficient student of literature, and
display her identification with and projection of a fellow academic reader.
Finally, her affective voice is characterised by an empathetic, but neutral observer stance that
foregrounds the individual qualities of ‘emotional intelligence’ and sensitivity that she brings
her experience as a reader of literature and to the performance of her social identities in her
argument and narrative writing.
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6.6.1.2 Profiling the ethical voice
Secondly, the discourse semantic view of Aliénor’s ethical voice in her first stylistic analysis,
(and the other texts in her reference corpus) indicated that her preferences are for implicit, but
more

subjective

Judgement

resources

along

with

objectivising,

blame-deflecting

Appreciation, and minimal self- and reader-reference. This combination of Attitude types has
the effect of distancing Aliénor’s voice from the opinions expressed in the Interpreter role,
and of accentuating her ‘meta-’perspective of the narrative’s meanings in the Social
Commentator role – e.g. her assessment of the stolen generation episode as ‘painful’
(depersonalised Reaction) in her first stylistic argument. This ‘cool’, contemplative rather
than overtly critical tone increases the persuasiveness and plausibility of her views. The indepth analysis of her first argument revealed that, although the presence of graded Attitude is
low in the ethical voice overall, a prosody of intensified explicit negative Esteem adds an
assertiveness to the Interpreter role, construing Aliénor’s confidence in and her commitment
to her views and thus her authoritative alignment of the projected reader. In addition the
negotiability of her interpretations is further reduced by her preferred Engagement strategies,
namely strongly monoglossic and overtly contractive – particularly disclaiming – strategies,
and the median use of covertly contractive Attribution. The analysis also demonstrates how
her deft choices of Attitude types, modes and loadings and of Engagement resources mimic
patterns in the narrative and attest her sensitivity to the story’s higher-order personal and
political moral dimensions and to the views and values in the L2 sociocultural context. In
turn, her critical awareness and cultural attunement and her ability to express ethical
meanings in nuanced, culturally consonant ways were shown to form the basis of the bonds
of affinity she creates with the projected reader.
Adding to the insights from the discourse semantic analysis, as with her affective voice, the
clause-level perspective of the concise and formal, nominalised realisations of her ethical
Appraisal and Involvement resources highlights the academic quality of her writing, and
foregrounds her persona as a competent literary critic who is able to recognise and realise the
key requirements of an ethical voice in the stylistic analysis. Nevertheless, the results of the
lexicogrammatical analysis also reveal that, occasional lapses excepted, the figurative, more
non-core realisations of some of Aliénor’s ethical interpersonal meanings portray her as a
politically-engaged Australian or near-native speaker who is thoroughly conversant with
Australian history and culture and who identifies and attempts to build solidarity with an in360
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group, critical thinking readership. This projected master identity belies her actual status as
an international student who had been in Australia for only 6 weeks.
On the other hand, evidence of Aliénor’s background in classical literature – e.g. her
comparison of the daughter’s moral predicament to that of ‘the prisoner in Plato’s cave’ –
projects an impression of her as having been educated ‘somewhere else’. In terms of the
individual dimension of voice, however, her reference to this cultural allusion or ‘bonding
icon’ portrays Aliénor as being wise beyond her years. Thus the constellations of
interpersonal meanings and non-core and core realisations that make up her ethical voice
foreground the poised, philosophical and literate qualities that characterise the individuality
she brings to her performance of the literary critic persona. Together the voice analysis
results and comparative overview of the other texts in the reference corpus showed that her
interpersonal choices construct an impartial, discerning and reflective ethical stance that
contrasts starkly to the overtly judgemental and sometimes condemnatory stances of her
fellow students.

6.6.1.3 Profiling the aesthetic voice
Finally, the analysis of Aliénor’s aesthetic voice showed that it is comprised of two
interdependent ‘melodies’ that correspond to her performance of the Analyst and Responder
voice roles. On the one hand, the Analyst role is characterised by a more detached, technical
tone, and a shunting between evaluations of the significance of the narrative’s meanings –
Valuation resources – and Aliénor’s stylistic deconstruction of the semiosis of these
meanings – through mainly explicit, highly intensified Appreciation Composition,
particularly instances of Prominence. The in-depth discourse semantic view of the sub-types,
frequencies and fine-grained deployment of these evaluations revealed noticeably different
preferences to those that generally construct her peers’ more personally engaged Analyst
roles. Graduation and self- and reader-references are notably more frequent in Aliénor’s
aesthetic analysis than in her affective and ethical voices, emphasising her confidence in and
commitment to her views. Furthermore, her preference for mainly contractive Heterogloss
over monoglossic Engagement patterns ostensibly construes her propositions as more
negotiable than those in her affective and ethical voices. However, although there are more
instances of expansive Heterogloss in her aesthetic voice, they do not effectively open up the
text to other voices and views because of their intersection with self-references, particularly
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first personal pronouns in prominent locations in the sentence and discourse structure. Thus
these constellations of interpersonal resources strategically balance commitment and
contingency, aligning the projected reader through an authoritative expert-to-expert stance, as
well as through persuasion and rhetorical moves that ensure that the reader remains in
solidarity with her evaluations. Moreover, Attributions to the voices of the narrative are
predominantly contractive, explicitly or implicitly endorsing Aliénor’s interpretations.
In addition, the lexicogrammatical view of Aliénor’s Analyst role reveals common patterns to
those featured in her affective and ethical voices, namely her preference for abstract and
succinct forms – GM and infused Graduation – that construct her identity as an academic
writer with a high degree of linguistic proficiency, particularly where vocabulary knowledge
and skills are concerned. However, the distinctive technical, specialised and nominalised
realisations of evaluative and Involvement meanings in the Analyst role foreground her
literary and linguistic awareness, and her identification with a disciplinary expert reader with
whom she attempts to establish a relationship of solidarity and equality through emulation of
the ‘voices of stylistics’. Thus the interpersonal resources and their core and subject-core
realisations in the Analyst voice role construct her as enacting the identities of a discourse
analyst and stylistician, and characterise her stance as authoritative but detached, professional
and precise.
On the other hand, Aliénor’s performance of the Responder role is characterised by a more
individualised tune made up of frequently intensified, but depersonalised, explicit Reaction
resources that present her aesthetic reactions to the narrative’s composition in a manner that
clearly conveys her professional engagement as opposed to the more emotionally involved
stance taken up by her peers. A less prominent phrase in this melody comprises evaluations
of invoked Reaction and of Complexity that tend to be either explicitly subjective or
attributed to a generalised reader in a bid to ensure solidarity with her assumed reader. The
stronger presence of modalised Engagement in the Responder role reinforces its more
engaged and engaging qualities by ostensibly increasing the negotiability of Aliénor’s
propositions. Nevertheless, in her first stylistic argument particularly, it is counterbalanced by
the presence of overt and covert self- and reader-references – higher than in the Analyst role–
and of Graduation with explicit Attitude, again emphasising Aliénor’s confidence and the
strength of her commitment to her expressed views.
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Finally, while the constellations of interpersonal features in Aliénor’s aesthetic voice overall
define her stance as that of an aesthetically aware, skilled stylistic analyst, from a
lexicogrammatical perspective, the more congruent and figurative, non-core realisations of
evaluations in the Responder role project the impression of the individuality she brings to her
reading and analysis of the narrative – that of a highly articulate, passionate and experienced
reader of literature with a refined aesthetic sensibility.

6.7 Conclusion
The report of the voice analysis results in this chapter has primarily addressed the first aim of
the analysis outlined in §6.1, which was to use the resources of genre and the expanded
Appraisal and Involvement systems to characterise the expressive and conative functions of
Aliénor’s voice in her stylistic analysis of ‘The Letter’. Thus, the presentation of the case
study results has emphasised the rich, fine-grained description of the subjective dimension of
her voice made possible by the discourse semantic and clause-level perspectives of the
proposed model of voice. The picture generated by the analysis was shown to capture voice
qualities that remain constant throughout her argument, and subtle shifts in tone or emphasis
corresponding to the distinctive stances Aliénor takes up as she enacts specific voice roles
and projects particular social and individual identities in her affective, ethical and aesthetic
voices. Similarly, from an intersubjective point of view, the discussion of the analysis results
illustrates how the model enables the analyst to relate shifts in Aliénor’s stance and
foregrounded identities to the positioning of the assumed reader of her argument, both in
terms of the degree of solidarity and authority with which she aligns this reader to her views,
and in terms of the varying identities projected onto this reader, depending on the particular
bonding attribute at work.
In addition, the discussion of the results of the case study voice analysis has included
comparisons with the results of
•

the voice analysis of ‘The Letter’ (Chapter 5), which provided an intertextual view of
Aliénor’s uptake of the narrative’s voices and voice roles, and thus a measure of the
calibre of her interpretation of the literary text, and of her ability to recognise and
realise the requirements of the ESML stylistic analysis task;
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•

the voice analyses of the other ESML students’ first stylistic arguments, which
generally consolidated findings of previous research on literary responses and
academic arguments, and generated new understandings of what constitutes an
effective voice in the stylistic analysis genre, thus addressing the pedagogical
objective of this study; and

•

examination of voice features shared across the four texts and two genres that
constitute the small reference corpus of Aliénor’s writing, pointing to the idiolectal
dimension of her voice.

Lastly, in response to the central research question posed by this thesis, the chapter has
gathered information made available by the voice analysis process, as well as by its results, in
order to evaluate and refine the model of voice proposed in this thesis, and more specifically,
to fulfil the objective of assessing the revised Appraisal system as an analytical tool.
In Chapter 7, I look more closely at the results of the case study and comparative voice
analyses in relation to the aim and objectives of the study. Hence I examine the overview of
the analysis process and its results to evaluate affordances and limits of the proposed model
of voice and more specifically, of Appraisal. I use the findings of the overview analysis to
evaluate the study’s theoretical contributions and implications. Lastly, I discuss the study’s
pedagogical contributions and implications. In particular, I bring together the results of the
case study and comparative analyses in considering the question of what is an effective voice
in stylistic analysis.
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Evaluating the model of voice and the study

7.1 Introduction
In this chapter, salient results of the data analysis presented in Chapter 6 are reviewed from
the perspective of the overview analysis that accompanied the case study analysis of
Aliénor’s voice. The overview analysis was designed to inform the interrogation of the new
model of voice in order to provide some answers to the central question posed at the
beginning of this thesis, that is, how best to describe voice and its development in academic
writing, or as framed by the research question:
What is an adequate and appropriate linguistic model for the characterisation of voice and
its development in academic writing?
Thus, in §7.2.1 the overall affordances and limitations of the model are evaluated in relation
to the criteria for a theory of voice established in Chapter 1, the data analysis results and the
information gathered by the overview analysis. More specifically, §7.2.2 addresses the
study’s theoretical objective of assessing the viability of the Appraisal system as the model’s
principal analytical tool.
Second, in §7.3, I draw on the results of the case study, comparative and overview analyses to
evaluate the study overall, starting with a discussion of its contributions to the field of
linguistic research (§7.3.1) and its theoretical implications (§7.3.2). I then examine the
contributions of the thesis to EAP/language teaching (§7.3.3), drawing particularly on
insights provided by the case study and comparative voice analyses to address the
pedagogical objective of the study, namely, to answer the question:
What constitutes an effective voice in the domain of literary stylistics, and specifically in the
stylistic analysis argument?
Section 7.3.4 ends with a description of the study’s pedagogical implications for the teaching
of stylistics-based approaches to EAP. Finally, §7.4 concludes the chapter and the study with
an overview of the thesis journey.
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7.2 Evaluating the proposed model of voice
Assessment of the proposed model’s ability to describe voice in academic writing involved
collating observations gathered throughout the voice analysis and continuous refinement
phases and insights revealed by the analysis results. This information was then analysed in
terms of the information it provides about the extent to which the model was able to ‘deliver’
on the first five of the seven criteria for an adequate and appropriate theory of voice. As
established in Chapter 1, Criterion 6 (the theorisation of the agentive and emergent
construction of voice) and Criterion 7 (the provision of an account of the acquisition of voice)
are beyond the purview of the thesis. Nevertheless, I note in passing light shed by the analysis
on the ESML participants’ appropriation of disciplinary and cultural voices (in the form of
the modelled stylistic analysis genre and their L1 knowledge of doing literary analysis) and
more directly of their uptake of the voices of the narrative.

7.2.1 Affordances of the overall model
7.2.1.1 Criterion 1: A context-based model of voice
The overview analysis findings indicate that the model’s foundations in SFL theory, and its
three analytical tools – genre, Appraisal and Involvement resources – make possible a fully
theorised and linguistically principled description of the relationship between patterns and
realisations of interpersonal meanings in Aliénor’s first stylistic argument and the cultural
and situational contexts of her writing. Furthermore, refinement of Halliday’s stratified
theorisation of the context of culture described in §3.3.1, was an attempt to account for the
complexity involved in describing the context of culture in EAP settings, and particularly in
approaches to EAP based on pedagogical stylistics. Thus, I differentiated between the global
disciplinary context of pedagogical stylistics and its textual practices and discourse
conventions, and the local disciplinary context of ESML and the interpretation of stylistic
practices with which Aliénor and her fellow students were presented. Additionally, I
theorised an L1 dimension of the context of culture in an effort to account for the idea that we
simultaneously participate in multiple cultures (cf. Halliday 1991/2007) and that L2 writers
bring to the act of writing the dual cultures and discourse conventions they carry in their
minds (cf. Kramsch 1993).
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At the context of situation level, the model incorporates Halliday’s distinction between the 1st
material order of the context of situation, as represented by the ESML students and their
reading of the extract from ‘The Letter’ and the 2nd semiotic order, i.e. the world constructed
and construed by the literary text. However, the model I developed elaborates Halliday’s
notion of the context of situation (1) by incorporating within this 2nd contextual order the L2
sociocultural context that the narrative evokes and that the ESML students need to understand
in order to evaluate the meanings of the narrative extract; and (2) by bringing it into
relationship with Macken-Horarik’s classification of types of interpretation of literary texts.
This last refinement was designed to enable me to trace the influence of the student’s reading
of the narrative on the qualities of her voice and, vice versa, the way her interpretation of the
source text is construed by the characteristics of her voice.
Nevertheless, as I acknowledged at the outset, demonstrating the relationship between the
voice and the context of writing, particularly the immediate context, is a tall order. Hence,
although the findings indicate what can be achieved by adopting and extending the
conceptualisation of the context outlined above, there is clearly more work to be done in this
respect. First, in terms of the progress made, the genre analysis results demonstrated
Aliénor’s ability to appropriate the staging of the modelled stylistic analysis task provided to
the ESML students at the local disciplinary culture level. At the same time, the results
indicatd that the expanded version of the context of culture makes it possible to suggest that
certain of her innovations on the modelled staging of the task (e.g. the more meandering
structure of her argument) were linked to the influence on her voice of her L1 cultural context
and her experience of doing stylistic analysis in French, while other innovations appear to be
an expression of her individuality, particularly her confidence, predilections and enthusiasm
as a reader of literature (e.g. the interpolation within her analysis of her personalised reaction
to the turning point of the narrative). The comparative analysis of her peers’ texts indicated
that the German students who had written stylistic analyses in their L1 prior to the ESML
semester were also able to individualise the staging of their arguments, whereas students with
lesser degrees of linguistic and literary proficiency adhered more rigidly to the modelled
stylistic analysis task and with varying degrees of control.
Second, the discourse semantic view of interpersonal meanings also emphasised the
relationship between variations in patterns of Appraisal and Involvement and shifts in
Aliénor’s voice types, roles and qualities as she performed discipline- and genre-related
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requirements of the stylistic analysis task. Similarly, at the discourse semantic level, the voice
analysis of Aliénor’s text revealed that her expression of evaluative and ideational meanings
was at times more implicit than might have been expected in an argument written by a
proficient NS student. These findings were related to a number of potential contributing
factors including (1) her still developing proficiency and the tendency for EAP students to
blur the distinction between the ideal reader of their essays and the actual reader-assessor (cf.
Hedeboe 2007); (2) the reader-responsible writing style identified in the L2 academic writing
of French speakers (Fløttum et al. 2006, Hinds 1987/2001); and (3), more broadly, the
expanded notion of the L1 cultural context and the L1 disciplinary voices she brought to her
writing of the ESML stylistic analysis task. Additionally, the lexicogrammatical perspective
indicated that certain stylistic features, such as Aliénor’s use of litotes to construe positive
evaluations (e.g. ‘not an absence of love’, ‘not a trivial detail’) were also likely to be related
to her L1.
Third, at the context of situation level, the voice analysis results highlight the model’s ability
to capture in fine detail Aliénor’s appropriation of the voices in the ‘The Letter’ through her
Appraisal choices. In particular, the discourse semantic and lexicogrammatical views of her
preferences for implicit Judgement and ethical Appreciation and for nominalised and
figurative realisations of these meanings demonstrated her attunement to the reading position
naturalised by the narrative, the registerial requirements of the stylistic analysis task and the
cultural and ideological values in the broader L2 sociocultural context. For instance, her use
of irony and lexical metaphor in ‘justice was in the hands of white people’ echoes Nellie’s
veiled expression of Judgement in ‘That was the law’. Likewise, her expression of negated
Attitude (e.g. ‘inevitable’, ‘inescapability), litotes and Deny Engagement strategies
(particularly in Paragraph 12) carries the ‘dialogic overtones’ of Nellie’s litany of negation.
Fourth, the analytical detachment that characterises Aliénor’s affective, ethical and aesthetic
voices was shown to be connected to the influence on her writing of both the immediate
situation (i.e. the need to write a formal argument to fulfil one of the assessment criteria of a
credit-bearing university subject) and the global disciplinary context of culture. For instance,
from a discourse semantic perspective, Aliénor’s overall prioritisation of depersonalised
evaluations of explicit Appreciation over Affect and Judgement underlines the influence of
the academic context on the construction of her voice. Thus her evaluation of the stolen
generations episode as ‘a painful problem’ (reaction – valuation consequence –)
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phenomenalises the target of her appraisal, allowing her to express empathy for the victims of
this policy and implicit judgement of its perpetrators, while maintaining an analytical and
philosophical distance. At the same time, the predominance of evaluations of Appreciation
Composition reflects the influence of the global disciplinary context, since the enactment of
the aesthetic voice is pivotal to the stylistic analysis and requires the writer to deconstruct the
semiosis of meanings in the narrative and their rhetorical effects (i.e. the performance of the
Analyst and Responder voice roles).
Similarly, the results of the lexicogrammatical view of Aliénor’s Appraisal, Graduation and
Involvement choices point to the influence of the academic situational context on her
preferences for ‘core’ nominalised forms over congruent realisations (e.g. ‘HELPLESSNESS’
vs. ‘how poor and desperate’), and lexically infused graders over grammatical isolating ones
(e.g. first person narration creates ‘an intimate relationship’) vs. ‘puts the reader as close as
possible to the events’). More specifically, the focus on wordings foregrounds the influence
of the global discourse community of stylisticians on her preferences for ‘subject-core’,
specialised

linguistic

CONSCIOUSNESS’).

and

literary

terms

(e.g.

‘PARALLELISM’

and

‘STREAM

OF

Nevertheless, comparison of her voices across texts and genres indicates a

relationship between Aliénor’s individual disposition at the context of situation level and her
ability to abstract and to express a discerning but philosophical stance (e.g. her likening
Elaine to ‘the prisoner in Plato’s cave’).
Finally, the model of voice developed in this study was an attempt to provide a more
localised, ‘fleshed-out’ description of the disciplinary context following approaches to voice
articulated by Hunston (e.g. 1993, 1994) and in practice-based research, as discussed in the
Chapters 2 and 3. While I drew on ethnographic data (principally the students’ feedback
interviews), particularly in my efforts to identify and describe the individual dimension of
voice and the ESML students’ appropriation of social voices (see §7.2.1.4 below), the
linguistic emphasis of the study design meant that this aspect of the model could not be fully
explored.
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7.2.1.2 Criteria 2 and 3: The relationship between voice, the actual writer and her textual
identities; and the dual expressive and conative functions of voice
The presentation of the analysis results revealed that Aliénor’s voice could be deconstructed
through careful examination of each of the features that made up clusterings of interpersonal
resources as they intersected with genre- and discipline-related functions in her writing. In
terms of the expressive function of voice, the bottom-up nature of the analysis of her text
revealed how interpersonal features individually and in combination endowed her voice with
particular characteristics. For instance, as described above and in the profile of her ethical
voice in §6.6.1.2, Aliénor’s preferences for Appreciation and implicit Judgement give her
voice a detached but discerning, contemplative quality. These qualities are heightened by the
realisation of these evaluative meanings as nominalised and figurative Involvement
resources, such as irony, lexical metaphor, and ‘bonding icons’ (the allusion to Plato’s cave ),
as mentioned earlier. In turn, these nuanced voice qualities were shown to enact and/or
project an impression of her social identities as an experienced literary analyst who is attuned
to the ethical meanings in the narrative, the requirements of the stylistic analysis task and the
cultural expectations for expressing judgement. These patterns of Appraisal and Involvement
meanings and their lexicogrammatical realisations were also shown to portray her social
affiliations. Hence the analysis of Aliénor’s ethical voice drew attention to the disparity
between her ‘autobiographical’ self – a French student who had only recently arrived in
Australia – and the potential impression of her master identities – as a politically-engaged
Australian or near-native speaker who is au fait with the history of the stolen generations.
On the other hand, the lexicogrammatical view of the voice analysis of Aliénor’s first stylistic
argument also highlighted the proposed model’s ability to capture the individual dimension of
her voice and identities, that is, the impression that her interpersonal choices create of her as
an individual with a unique disposition and set of linguistic, literary and biographical
experiences that she brought to her reading of the narrative and to her writing of the stylistic
analysis. Thus, Aliénor’s culturally consonant ethical interpersonal choices construct an
impartial and reflective critical stance that portrays her as a scholarly person who is wise
beyond her years, and who was not educated in Australia. In Aliénor’s case, unlike that of
some of her peers, the impression of these individual traits, was shown to complement the
projection of the social identities she is performing. In addition, this impression was linked to
interpersonal and ideational meanings and realisations in the other texts in Aliénor’s
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reference corpus (namely her second stylistic analysis and two personal narratives) and to
biographical details (as revealed in her participant questionnaire form, feedback interviews
and contributions to classroom discussions) to suggest a relationship or, alternatively, a
disjunction (as noted in the preceding paragraph) between the individual identities projected
in the stylistic analysis and her autobiographical ‘self’.
For instance, it was revealed that Aliénor’s expressed interest in the ‘supernatural’ in her first
stylistic argument is echoed in her second stylistic analysis (Appendix 6) of a Tim Winton
novel, as well as in her recounted ‘rite of initiation’ in her second narrative piece (Appendix
5) and in her biographical data (the ‘Witchcraft’ Anthropology subject she was studying in
her exchange semester) as discussed in her final feedback interview (Appendix 7). Likewise,
the philosophical disposition, ‘emotional intelligence’ and critical awareness that
characterises Aliénor’s ethical voice in her first stylistic analysis task reverberates in her first
narrative piece (‘The bliss of the poor’) in Appendix 8, e.g.:
The bliss of the little girl, who transformed chewing gum into a precious object, showed me
that I had everything I wanted, but I did not know the real value of life.

To borrow Peter Elbow’s term (1994), the ‘resonance’ of these qualities from one text to the
other does suggest the ability of the proposed model to capture the ‘grain’ or a unique
dimension of Aliénor’s voice.
In terms of the conative function of voice, the review of the analysis results also illustrates
that the proposed model of voice makes it possible to capture several modes by which
Aliénor aligns and, more or less directly, projects the identities of her assumed reader. First,
the Engagement and self- and reader-reference analysis demonstrated that the strategies
through which she voices her evaluations position her imagined reader to align with her
views or to disalign with alternative views, thus appealing to the actual reader to comply with
the same reading position. Her predominant use in the affective and ethical voices of
categorical statements (Monogloss) and disclaiming or proclaiming (contractive Heterogloss)
strategies was shown to position the imagined reader more assertively, projecting the latter as
a peer whose solidarity is largely assumed. By comparison, in the aesthetic voice, the
additional use of modality – particularly the judicious use of self- and reader-references
(expansive Heterogloss) and proportionately lower frequencies of Monogloss – means that
reader positioning is both assertive and persuasive, portraying the imagined reader as an
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expert who may hold alternative or opposing views and who thus needs to be strategically
aligned.
Second, while Engagement strategies and self- and reader-references involve the negotiation
of social relations of solidarity and power, alignment of the imagined reader through Attitude
was shown to depend on the construction of solidarity based on the sharing of views and
values. Thus, for example, the Attitude and Graduation analyses indicated how Aliénor’s
choices of depersonalised Appreciation Reaction (‘painful’, ‘moving’) enable her to
empathise with the affective meanings in the narrative and to appeal more narrowly to an
imagined academic reader, and more broadly to a ‘universal communality invoking our
humanity’ (Martin 2004: 327).
The third mode of reader alignment demonstrated by the analysis concerns the bonding
dynamic effected by Involvement resources, particularly abstract and technical lexis and
figurative language. The incorporation of the extended Involvement system within the newlydeveloped model of voice sets the model apart from other Appraisal-based approaches to
voice. Unlike Appraisal resources which portray the writer’s and imagined reader’s identities
indirectly, the Involvement system provides a prism for viewing the projection of the writer’s
and the ideal reader’s social and individual identities more directly. Hence, the analysis
results revealed that Aliénor’s voice projects the writer and, by implication, the imagined
reader as holding membership of particular social groups and sharing interests and/or
sensibilities. Most obviously, her use of nominalisation and specialised linguistic and literary
terms in the aesthetic voice points to her identification as a stylistic analyst who is addressing
a fellow ‘expert’ stylistician, bonding with the latter on the basis of their shared social
identities (solidarity) and their ‘peer’ status (power), and so covertly appealing to the reader
to align with her views.
Moreover, the bonds of affinity created by this projected mutuality were shown to change as
the text unfolds, depending on the writer’s performance of particular voice types and on the
specific Involvement and Appraisal resources chosen for this purpose. For instance, in
Aliénor’s aesthetic voice, technical Involvement choices foreground her professional bonds
of affinity with the imagined reader. On the other hand, in her ethical voice, her choices of
nominalisation, figurative language and ‘coded’ references to express her values and views
construe the imagined reader not only as a literary critic, but also as a fellow critically aware
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and politically engaged Australian (or interculturally competent person), foregrounding the
cultural and ideological bonds between the writer and her assumed readership.
Finally, while the Involvement analysis primarily shed light on Aliénor’s and her imagined
reader’s social identities and identifications, the lexicogrammatical focus on realisations of
Involvement also provided a view of shifting voice qualities that highlight specific aspects of
her individual identities and by implication assume a reader with shared attributes or
sensibilities. For example, as discussed in Chapter 6, the ‘blurring’ and ‘blame-defusing’
qualities of figurative realisations of Attitude that are most frequent in Aliénor’s ethical voice
foreground an impression of her cultural competence, discretion and ‘emotional maturity’,
thus projecting and creating affinity with a reader of the same ilk who is likely to appreciate
these qualities.

7.2.1.3 Criteria 4 and 5: A model with a dual semantic and lexicogrammatical focus that can
describe variations in voice
The presentation of the analysis findings amply demonstrated the affordances of the dual
focus on patterns of meaning (semantics) and their lexicogrammatical realisations made
possible by the discourse semantic nature of the Appraisal and, to a lesser extent, the
Involvement systems.

The discourse semantic view
On the one hand, the overview analysis revealed three particular affordances of the discourse
semantic analysis of interpersonal meanings in Aliénor’s text. First, the synoptic perspective
makes it possible to capture the prosodies of interpersonal meanings propagated throughout a
text and, crucially, the propagation of implicit evaluative meanings. For instance, the focus
on meanings in Aliénor’s ethical voice revealed the way a prosody of implicit negative
Propriety is ‘seeded’ by explicit evaluation, and/or invoked by Graduation, saturation and/or
other co-textual cues or contextual meanings.
Second, the dynamic description of voice afforded by the discourse semantic view allows the
analyst to relate variations in voice qualities to characteristic but changing patterns of
interpersonal meanings as the text unfolds. Hence, the in-depth analysis of Aliénor’s
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argument emphasised more and less subtle variations in constellations of interpersonal
meanings, depending on their locations within the argument, clause complex and clause, and
depending on her fulfilment of specific disciplinary and genre-related requirements. Thus,
corresponding to the architecture of voice elaborated by the model, the discussion of the
analysis results highlights how her shifting patterns of Appraisal (and self- and readerreferences) and Involvement choices perform her affective, ethical and aesthetic voice types
at the macro-level. However, variations within these patterns were also correlated to
particular voice roles, that is, to her fulfilment of meso-level genre- and discipline-related
discourse functions, such as retelling, interpreting and commenting on the narrative’s
affective and ethical meanings. Additionally, the findings indicated that a more fine-grained
perspective of the patternings that comprise each voice type and role makes it possible to
define the writer’s distinctive but subtly shifting stances towards the narrative’s meanings
and the crafting of these meanings. At the same time, each shift in voice was shown to be
connected to shifts in Aliénor’s self-positioning and in the positioning and projected identities
of the assumed reader.
Third, the discourse semantic view of the writer’s patternings of interpersonal choices proved
to be a useful measure of the calibre of the writer’s reading of the narrative. For instance,
Aliénor’s overall stance of analytical detachment was shown to be constructed by her
preferences for largely depersonalised Attitude, low to median Graduation and nominalised
technical and figurative Involvement meanings, which she voices through a combination of
‘factual’, assertive and persuasive Engagement strategies. Taken together, these features
suggest her understanding of the symbolic nature of literary texts. In other words, in reading
the narrative, she was able to look beyond the local sets of interpersonal and ideational
meanings in the narrative to the overarching axiology and ideology to which they contribute.
By comparison to Aliénor’s choices, the analysis results revealed that the more emotionallyengaged, hortatory voices of the majority of her less proficient peers are more likely to be
made up of ‘subjective’ expressions of Affect and Judgement over Appreciation and fewer
non-congruent Involvement realisations. The comparative analysis also showed that these
constellations are more likely to be voiced by explicitly subjective categorical and/or
modalised statements, pointing to the tendency of these writers to treat the narrative as
mirroring life and to focus more on its local affective and ethical meanings than on its overall
gestalt.
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The lexicogrammatical view
On the other hand, the lexicogrammatical view of the construction of Aliénor’s voice was
shown to confirm and complement the descriptions of voice made possible by the discourse
semantic view and, in the case of Involvement features, to provide a fresh perspective on the
writer’s fulfilment of the expressive and conative functions of voice. For instance, her
preferences for lexically infused Graduation over grammatical isolating graders, and for
nominalised realisations of Attitude and Involvement meanings reinforce the detached,
succinct, analytical qualities of each voice type and signal her ability to abstract and perform
a symbolic, ‘meta’ reading of the narrative, thus projecting an academic readership.
In addition, however, by comparison to the discourse semantic view, the lexiogrammatical
focus on the Involvement analysis provided a sharper delineation of variations in voice
qualities associated with different voice types and roles, and of their relationship to shifts in
Aliénor’s stance and to the projected identities and social identifications she shares with the
imagined reader. As discussed above, her preferences for nominalised experiential meanings
and figurative language in the ethical voice contrast with the technical, specialised lexis that
realises the aesthetic voice, and so foreground different aspects of her social and individual
identities and reciprocally, those of her imagined reader. In turn, each of these variations in
patterns of lexicogrammatical realisations between voice types was shown to constitute a
different bonding agent or ‘glue’ that constructs affinity between the writer and imagined
reader, and more coercively aligns the latter to the writer’s point of view.
Furthermore, a particular affordance of the lexicogrammatical view, especially in its
conjunction with the realisation of Involvement meanings, is its ability to capture voice
qualities that enact or at least suggest the writer’s individuality. For instance, as highlighted
in §7.2.1.2, Aliénor’s choices of figurative and nominalised realisations to express culturally
loaded experiential and ethical evaluative meanings portray her as a critically aware and
linguistically and culturally proficient user of English who comes close to construing herself
as an L1 member of Australian society. Intersubjectively, these linguistic choices point to her
bid to construct solidarity with a likeminded projected reader through the ‘glue’ of cultural
and ideological bonds. As discussed above, however, the contemplative rather than overtly
critical stance adopted by Aliénor also projects an impression of her discretion and
‘emotional maturity’, characteristics which resonate with the discernment ‘embodied’ by her
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voice in her second stylistic analysis and two narrative texts. In this sense, the
lexicogrammatical analysis taken up in this study contrasts with most Appraisal-based
approaches to voice in academic discourse, which tend to focus more on the discourse
semantic view since they emphasise the social dimension of voice. However, in terms of my
quest to identify ‘the grain’ of the writer’s voice, the close focus on the realisations of
interpersonal meanings, and particularly those of Involvement, emerges as a key innovation
of this study.

7.2.1.4 Criterion 7: An explanation of the voice acquisition process and its relationship with
the ‘self’
In a departure from Pragmatic, Functional and traditional Composition approaches to voice in
academic discourse, the proposed model of voice draws on SCT to account for the process by
which voices, particularly L2 voices, are acquired. Although the present study was not
designed to test out this aspect of the model, the case study and comparative data analyses did
indicate that, in different ways and to differing degrees, the participants took up and
creatively ‘re-envoiced’ (following Prior 2001) and individualised abstract and more concrete
social voices appropriated from the modelled version of the stylistic analysis genre, the
narrative and their experiences of their ESML semester more generally. For instance, in
§7.2.1.1 it was reported that Aliénor’s attunement to the narrative’s meanings was
demonstrated by her mimicry of the emotive and adjudicating voice roles of the two
narrators, Nellie and Bessie, not only in terms of the meanings they construed, but also in
terms of the figurative realisations of these meanings and even of their voicing through
specific Engagement strategies. Differences in the appropriation of L2 social voices by
Aliénor by comparison with her peers, apart from the three German students, were largely
explained by the latter’s lower levels of receptive proficiency, and their relative lack of
experience in reading literature in English and in writing stylistic/literary analyses. However,
additional explanations were sought from evidence in the secondary and ethnographic data of
psychological, social and situational factors that shaped or constrained this process. The most
important of these were found to be the students’ attitudes to the stylistic analysis task, their
motivation levels and personal dispositions.
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7.2.1.5 Summary of the overview of affordances of the model of voice
The overview analysis of the model of voice developed in this thesis has indicated some of its
affordances in relation to existing theorisations of voice in other Functional and nonFunctional linguistic traditions, and in the neo-Rhetorical and SCT traditions as well. In the
case of Criterion 1, the preceding discussion linked some insights from the genre and
interpersonal analyses of Aliénor’s voice to my differentiation of Halliday’s notion of the
context of culture. This suggests that the more elaborated conceptualisation of the cultural
context increased the model’s sensitivity to the study’s EAP context and the domain of
pedagogical stylistics. Above all, however, the overview analysis has underlined the proposed
model’s fulfilment of the second, third and fourth requirements for an adequate theory of
voice. Thus the model has been shown to be capable of providing a fine-grained description
of the dual, inter-related expressive and conative functions of voice, particularly the social
and individual identity dimensions of the writer’s self-portrayal, and different modes by
which the writer aligns her audience (Criteria 2 and 3).
In addition, the overview analysis emphasised the significance of the binocular semantic and
lexicogrammatical views made possible by the modelling of voice as Appraisal and
Involvement resources (Criterion 4). On the one hand, it is the discourse semantic
theorisation of these interpersonal systems that makes it possible to deconstruct the writer’s
voice with varying degrees of delicacy, and to identify more and less subtle variations in
voice qualities as the she performs general and specific discipline- and genre-related task
functions as the argument unfolds (Criterion 5). On the other, the discussion highlighted the
particular effectiveness of the lexicogrammatical view of Involvement resources as a lens for
capturing the individual dimension of the writer’s voice and the expression or portrayal of her
individuality.
Finally, although the model did not set out to explain the acquisition of voice (Criterion 7), it
incorporated the SCT conceptualisation of language acquisition as a process of appropriation,
transformation and individualisation of social voices. This move was supported by the
overview findings which indicated that specific features of Aliénor’s voice, as revealed by the
analysis of texts in her reference corpus, could have resulted from her internalisation and ‘reenvoicement’ of the voices of the modelled stylistic argument genre and the voice types in
the narrative.
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7.2.2 Affordances of the extended Appraisal apparatus
Having evaluated the affordances of the model overall, I address a specific objective of the
overview analysis, which was to assess the viability of its core analytical tool, Appraisal. As
emphasised in §6.2.1, Appraisal above all provides a tool for profiling the writer’s voice that
is linguistically principled, bifocal – semantic and lexicogrammatical – and fine-grained. The
modified Appraisal system used in the data analysis was shown to enhance the new model’s
ability to describe prominent and more nuanced qualities of the expressive and conative
dimensions of the writer’s voice, and thus its effectiveness and its projection of her identities,
and those of her assumed reader. The majority of these affordances relate to the Attitude
system and to the extended Engagement framework .

7.2.2.1 The ‘regionalisation’ of Attitude: A fine-grained mesh for profiling voice
The analysis results demonstrated a key asset of the Appraisal system for the purpose of
modelling voice is the classification of Attitude into types, sub-types and subsets. Each level
of classification provides an increasingly fine-grained mesh for capturing the qualities of the
writer’s voice.
A.

Attitude types

Figure 7.1 below depicts the classification of Attitude into three ‘regions’ (Affect, Judgement
and Appreciation), each endowing the writer’s voice with varying degrees of personalisation
and authority (White 2004). Thus, the most subjective region of Attitude is Affect, and
specifically 1st person Affect, since it construes emotional responses or states of individual or
group appraisers. At the other end of the cline of subjectivity in Figure 7.1, Appreciation,
which construes opinions, is the most objective region because it backgrounds the emotional
basis of evaluations by deflecting attention away from the appraiser to the target of appraisal.
Evaluations of Judgement and emotionally-based Appreciation Reaction lie between the
poles of the two continua, with the former potentially more objective and the latter more
subjective (cf. Bednarek, 2009: 172). Likewise, the subjective nature of emotions renders
them less authoritative in principle than opinions of Judgement and Appreciation, which are
ostensibly more ‘factually’ grounded. However, the idea that lower authority is associated
with Affect needs to be qualified – for instance, Aliénor’s single use of 1st person Affect in
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13.2 – ‘I like it’ – garners considerable force through its interaction with other co-textual
features, particularly the preceding emphatic marker ‘and that is why’ (contractive Pronounce
and Expect strategies), its Thematic position and its ‘polyphonic’ expression of an emotional
response and an aesthetic opinion. Such qualifications are a reminder that the relative
authority conveyed by any expression of Attitude is always dependent on the co-text and
context of the evaluation.

Figure 7.1 Clines of subjectivity and authority by Attitude type
More overtly subjective
Affect

emotionally-based
Appreciation Reaction

Less overtly subjective
Judgement

Less authoritative

other Appreciation
categories

More authoritative

At a more delicate level, the discourse semantic view of the analysis of the ESML arguments
highlighted contrasts in the construal of the writer’s objectivity and authority by evaluations
of 1st person Affect versus emotionally-based Appreciation Reaction; and above all
Judgement versus blame-deflecting Appreciation. The overview analysis indicated that these
findings reinforced those of previous Appraisal-based studies of voice. Moreover, the results
of the lexicogrammatical analysis of Attitude and Involvement resources were shown to add
new insights to this body of research by demonstrating the specific influence of congruent or
incongruent realisations of each Attitude type on the construal of the writer’s stance/s, the
projection of her social and individual identities and those of the assumed reader, and the
calibre of the writer’s reading of the narrative. For instance, nominalised and abstract
realisations of Affect contribute to the dispassionate but empathetic observer stance of
Aliénor’s affective voice (e.g. ‘the suffering of the mother’, ‘maternal affection’). This stance
signals her performance of the literary analyst role and her construction of communality with
an academic readership through shared values and views, as well as her interest in the
narrative as a semiotic construct rather than in terms of her identification with its characters
and events.
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B

Attitude sub-types: Appreciation and its sub-sets

The data analysis also demonstrated the delicacy with which voice can be described as a
result of the sub-categorisation of each Attitude region into sub-types and sub-sets, each
contributing different qualities to the construction of the writer’s voice. Given the importance
of aesthetic evaluations in the stylistic analysis I focus below on the affordances of the
network options for Appreciation that were specifically extended to analyse the ESML data,
and tested out by the analysis.

Reaction
First, the analysis results indicated that the revised Reaction sub-sets provided an additional
tool for voice characterisation. The cline in Figure 7.2 shows that higher degrees of force and
personal engagement were found to be associated with evaluations of Impact rather than
instances of Quality, and with emotional/aesthetic and perceptual/conceptual evaluations of
both types by comparison to those with a general basis. As noted in Chapter 6, the analysis
results also suggested a correlation between Reaction sub-sets and differing levels of
linguistic proficiency, since evaluations of Impact, particularly perceptually-based instances,
were more frequent in higher-graded arguments, whereas evaluations of Quality: General
were only used in lower-graded assignments. Given the restrictive scope of this study and the
small sample size, however, it is not possible to draw conclusions from these findings.

Figure 7.2 Cline of personal engagement in sub-sets of Reaction
Impact
Reaction
Quality

Emotional
Perceptual
Conceptual

e.g. moving
e.g. striking
e.g. revealing

Emotional
Physical
Conceptual
General

e.g. a painful problem
e.g. jerky
e.g. difficult
e.g. nice

More force & personal
engagement

Less force & personal
engagement

Composition
Second, the newly-developed Prominence and Narrative Device sub-categories were shown
to play a key role in the construction of the writer’s aesthetic voice and the projection of her
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identity as a stylistic analyst. In particular, Aliénor’s preference for fine-grained evaluations
of semiotic devices through instances of Prominence combined with symbolic Salience
foregrounded her self-portrayal as a methodical analyst with a keen awareness of the
correspondence between form and function, and an understanding of the narrative as a
symbolic artefact. In addition, the lexicogrammatical view of the technical and frequently
nominalised realisations of instances of Prominence signalled the disciplinary nature of her
bond with her projected expert stylistic analyst reader.
Despite the methodologically problematic, implicit nature of all instances of Narrative
Device, this extended sub-category proved valuable as an indicator of the calibre of the
writer’s aesthetic voice. Trends that emerged from the contrastive analysis revealed that
preferences for Narrative Device (to evaluate larger compositional elements of the narrative)
in conjunction with Complexity (to evaluate the ease or difficulty for the reader to understand
these elements) tended to portray Aliénor’s peers’ as more personally engaged ‘mimetic’ or
‘tactical’ readers and as less experienced and linguistically proficient stylistic analysts.
Furthermore, general and congruent rather than technical realisations of these evaluations
indicated that most of her colleagues neither identified with expert stylisticians nor positioned
their projected audience as such.

Valuation
Finally, the overview analysis revealed that the extended Valuation sub-sets (Authenticity,
Consequence, Expectedness and Possibility) provided a means of assessing the students’
abilities to evaluate the significance of specific meanings in ‘The Letter’, enabling the analyst
to describe a greater range of ethical and aesthetic voice qualities. In particular, Aliénor’s
more extensive use of these sub-sets and of symbolic Valuation by comparison to that of the
other ESML students was shown to reflect her stronger attunement to the central problematic
in the narrative and her awareness of the semiotic means by which it is construed. However,
as indicated in Chapter 6, the results of the Valuation analysis also suggest the need for
further voice analyses of stylistic arguments to confirm the relevance to the discipline of
pedagogical stylistics of the proposed distinction between the social and symbolic spheres of
reference.
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7.2.2.2 Tools for capturing implicit evaluation
A major affordance of Appraisal theory for the purpose of modelling voice was shown to be
its ability to provide the basis for a systematic account for implicit evaluation. The discussion
of the analysis results revealed that this feature of Appraisal is crucial to the characterisation
of voice in academic discourse in general, and specifically to the description of ethical voices
in the domain of literary stylistic analysis (cf. Macken-Horarik 1996, 2003, Rothery &
Stenglin 2000). Thus, the results of the case study and comparative voice analyses were
shown to reinforce existing research across various domains regarding the cultural sensitivity
of ethical evaluations and the significance of using implicit Judgement to construe in-group
membership, particularly where negatively loaded, moral (Sanction) Judgement is concerned
(e.g. Don 2007, Painter 2003a, Sano 2011, Wigboldus, Spears & Semin 1999).
More specifically, the discourse semantic view of the analysis results indicated that Aliénor’s
preferences for evaluations of implicit Judgement and Appreciation in her ethical voice
represent a key indicator of the effectiveness of her argument (cf. Macken-Horarik 1996).
These evaluations firstly index her attunement to the axiological meanings and the (2nd order)
sociocultural context construed by the narrative. Additionally, they index Aliénor’s
attunement with the conventions of pedagogical stylistics and, more broadly, the L2
sociocultural context (i.e. the 1st order context of culture) and hence her ability to establish a
relationship of solidarity with the projected reader of her argument. As noted in §7.2.1.2,
these patterns were also shown to contribute to the construction of her reflective, discerning
stance, to the impression of her in-group ‘master’ (social) identity, and her intellectual
maturity and discretion (individual identities) and consequently to the effectiveness of her
ethical voice. In contrast, her peers’ more frequent use of explicit and even intensified
Judgement tended to construe their ethical Reteller, Interpreter and Social Commentator roles
as overtly critical and at times accusatory, so compromising the projection of their in-group
status.
Furthermore, the discussion of the overview analysis indicated that the lexicogrammatical
view of Attitude and Involvement resources in Aliénor’s ethical evaluations provides new
insights into the critical role of implicit ethical evaluations in the projection of the writer’s
and ideal reader’s identities. The lexicogrammatical analysis highlighted the fact that,
although implicit evaluations are generally objectifying, they construe different voice
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qualities depending on their realisations. For instance, it was shown that evaluations realised
by nominalised experiential meanings construct the writer’s voice as impartial, especially in
instances like ‘the colour of the skin’ that are invoked by co-textual cues (experiential and
evaluative meanings) and evoked by contextual meanings (particularly covert references to
cultural values). However, analysis of nominalised evaluations invoked by linguistic cues like
graders (or connotation in semi-specialised meanings) – e.g. ‘the inescapability of the
separation’ – indicated an increase in the forcefulness of the writer’s voice on the surface of
the text, despite the impartiality endowed by phenomenalisation and implicit evaluation. In
addition, figurative realisations proved to be particularly effective in construing the voice of a
detached but critically and culturally attuned writer – e.g. ‘Nellie was a person against a
system’.
Finally, the extension in this study of existing taxonomies of implicit evaluation in Appraisalbased research (especially by Bednarek 2008, Macken-Horarik 2003a, Martin & White 2005
and Thompson [in press]) was shown to facilitate the process of identifying invoked
evaluations (Tables 4.5 and 4.6 ).

7.2.2.3 Tools for scaling subjectivity and negotiability
In addition to the clines of personalisation associated with Attitude types and subclassifications, the expanded Engagement system, incorporating self- and reader-references,
proved to be a useful analytical tool for capturing finely differentiated voice qualities.
Monoglossic and heteroglossic Engagement strategies in Aliénor’s argument were shown to
construe different voice qualities depending on their realisations (explicit/implicit) and degree
of subjectivity and self- and -reader positioning strategies. The continuum in Figure 7.3
indicates that depersonalised Monogloss in Aliénor’s text construes greater authority, explicit
objectivity and assumed solidarity than Heterogloss. In particular, the Sourced Monogloss
sub-category proved important in aligning the reader to the writer’s interpretations of the
narrative’s meanings, while unmediated Sourced Monogloss was shown to have a powerful
rhetorical effect of taking Aliénor’s reader directly ‘inside’ the world of the narrative and the
heads of its narrators. By comparison, heteroglossic voicing in her argument was associated
with higher degrees of implicit and explicit subjectivity than objectivity and greater
negotiated solidarity. However, Aliénor’s voice was respectively characterised as more
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assertive or more persuasive and strategic depending on whether she attempts to align the
ideal reader by acknowledging but simultaneously discounting or sidelining alternative
positions (closed Heterogloss strategies), or by including other views and voices (open
Heterogloss).

Figure 7.3 Engagement categories, degrees and realisations of subjectivity and reader
positioning strategies in Aliénor’s text
Monogloss
Explicit objectivity
Authority & assumed solidarity

Heterogloss
Implicit & explicit subjectivity
More assertively or persuasively negotiated solidarity

At a greater level of detail, Figure 7.4 depicts three clines that summarise the effects of
different heteroglossic strategies on Aliénor’s voice and her alignment of the reader:
•

The top cline represents the continuum of heteroglossic strategies from those that are
more closed to diverse views and voices at one end to more open strategies at the
other end, and between the two, Contractive Attributions from the narrative that
express other voices but function to adduce or implicitly endorse the writer’s views.

•

The middle cline, which extends between Deny and Entertain resources, represents
typical realisations and degrees of subjectivity construed by each heteroglossic
strategy in Aliénor’s stylistic analysis. Attribution resources are excluded from this
cline (as indicated by its shorter length) since, as noted in §4.4.3.1, they are always
double-voiced and thus implicitly encode a subjective dimension that can be scaled
from endorsing to distancing .

•

The bottom cline indicates the mode of alignment of the ideal reader, through greater
assertiveness and exclusion of other voices (closed Heterogloss) at one end, and
through greater persuasion and inclusion of other voices (open Heterogloss) at the
other.
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Figure 7.4 Heteroglossic resources, degrees and realisations of subjectivity and reader
positioning strategies in Aliénor’s text
Attribution

Entertain

Contractive
Attribution

Endorse

Expect

Pronounce

Counterexpect

Deny
Closed Heterogloss

Open

Implicit subjectivity

Heterogloss

Explicit subjectivity

Assertiveness/
exclusion

Persuasiveness/
inclusion

Nevertheless, it was emphasised in Chapter 6 that the effects of Engagement strategies on the
construction of voice are modulated by their conjunction with other interpersonal and cotextual features. As depicted in Figure 7.5 below, the writer’s voice was shown to be more or
less forceful or persuasive depending on the following variables:
i.

the subjective or objective, explicit or implicit realisations of specific
Engagement strategies and self- and reader-reference markers, e.g. explicitly
subjective realisations of Pronounce (‘As I said before’) are more authoritative
than implicitly objective realisations of the same strategy (‘Indeed’);

ii.

the expression of the writer’s individual or social subjectivity, e.g. singular
personal pronouns are potentially more authoritative and less solidarityoriented than plural and indefinite personal pronouns respectively;

iii.

the presence of other Engagement strategies, e.g. the force of ‘and that is why
I like it’ is intensified by the combination of emphatic Pronounce (‘that is’)
and justifying Expect (‘why’); and

iv.

their discoursal functions, e.g. explicitly subjective reaffirming and
justificatory expressions (e.g. ‘As I said before’, ‘and that is why’) are more
assertive than personalised metadiscoursal expressions (e.g. ‘ I would like
to’); and

v.

their locations in the structure of the sentence (as Theme or object), and text
(in macro- or hyper-Themes or macro- or hyper--News).
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Figure 7.5 Clines of subjectivity and negotiability: Conjunction of Engagement and self- and reader-reference resources, their realisations,
discourse functions and sentence and text locations
Self- and reader-reference resources
Personals (singular)
I, me, my

Personals (plural)
us

Comment adjuncts

Indefinite & Metaphorical Personals, Anticipatory ‘it’,
the reader, one, it is …

More explicitly subjective

More explicitly objective
Explicitly objective (social)
Explicitly subjective (social)
Elaborate + Entertain
e.g. … which allows us to enter her mind.

Less negotiable
Challenge + Counter-expect + Entertain
e.g. …(not an absence of love) as one could think …
Explain + Expect + Entertain
e.g. … as the reader can enter her mind.
Propose + Entertain + hyper-Theme
e.g. And it is interesting to analyse the daughter’s reaction …
More negotiable
s

Explicitly subjective (individual)
Less negotiable
Reaffirm + metadiscoursal Pronounce in hyper-Theme + Theme
e.g. As I said before…
Justify + Pronounce + Expect in Theme
e.g. and that is why I like it.
Argue + Entertain in Theme
e.g. To me, this is a kind of courage …
Argue + Entertain as object in hyper-New
e.g. The sentence …is, to me, a key sentence.
Propose + metadiscoursal Entertain in macro-Theme + Theme
e.g. In this essay, I would like to concentrate …
More negotiable

Implicitly objective (individual)
e.g. Indeed, it tackles a painful problem.
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Again, however, it is in the specific combinations of these variables that finely graded
qualities of voice are constructed. For instance, each Thematised personal pronoun in 4.1 and
14.5 (below) is located in macro-Theme or macro-New positions respectively, voices explicit
evaluations of Salience through Entertain strategies and constructs the writer’s solidarity and
authority vis-à-vis the ideal reader:
4.1 In this essay I would like to concentrate on a central aspect of the text …
14.5 To me, the originality of the text lies in the fact that Nellie … does not flaunt her feelings
…

Nevertheless, in 4.1 explicit individual self-reference combines with a metadiscoursal
function, rendering it less powerful and more solidarity-oriented than 14.5 which fulfils a
final deductive arguing function, reinforced by Denial in the embedded clause, but also
counterbalanced by Aliénor’s acknowledgement of the subjective and thus contingent basis
of her evaluation.
These findings demonstrate that the incorporation of the extended Engagement framework
within the new model of voice yields a richer description of voice qualities and therefore of
the writer’s self-portrayal and alignment of the reader than that provided by existing
Pragmatic approaches to author roles (e.g. Fløttum et al. 2006, Hyland 1999, Lorès-Sanz
2011, Sanderson 2008).

7.2.2.4 Summary: Affordances of the Appraisal apparatus
The overview analysis has foregrounded the principal affordances of the revised Appraisal
framework as the primary analytical tool in the proposed model of voice. The discussion has
firstly underlined how the systematised regionalisation and sub-classification of the modified
Attitude system, particularly the newly-extended sub-sets of Appreciation, make it possible to
•

achieve a fine-grained description of modulations of the writer’s voice, especially
expressions of personalisation and authority; and

•

use the writer’s patterns of preference to gauge the effectiveness of her portrayal
certain identities and social identifications and her projection of and creation of bonds
with her assumed reader.

Second, the overview has emphasised how Appraisal’s ability to capture implicit Attitude is
of central importance to the characterisation of the writer’s voices and the projection of
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her/his identities in literary narratives, academic writing and the stylistic analysis genre
specifically. Finally, the revised Engagement system has also been shown to offer a powerful
tool for describing degrees of subjectivity and negotiability in the writer’s voice and their
projection of corresponding reader-positioning strategies.

7.2.3 Limitations of the model of voice
Despite the above evidence indicating the overall adequacy and appropriateness of the
proposed model of voice for the domain of literary pedagogical stylistics, the case-study
analysis of interpersonal resources revealed several methodological limitations that
potentially affect its viability. Key concerns relate to the Appraisal system and specifically to
the reliability of coding implicit evaluations, the overlaps within and between regions of
Appraisal, the complexity of the analytical apparatus and the resulting painstaking nature of
the coding process.

7.2.3.1 Reduced reliability
The first issue concerns the coding of implicit evaluations given their inherent potential to be
subjective and/or idiosyncratic and thus to lower the reliability of the analysis. This issue is of
special relevance in literary stylistics given the significance of implicature in literature – and
particularly the propensity for Judgement to be invoked through explicit 3rd person Affect and
contextual meanings – making interpretations of the narrative’s higher order meanings more
dependent on the reader’s individual reading position, and in turn influencing the realisation
of evaluations in derivative texts such as the stylistic analysis.
Nevertheless, the analysis process has demonstrated that the concern about the reliability of
implicit codings can, to a certain extent, be addressed through the systematic application of
several measures (see Table 7.1). These measures involve providing a systematic account of
the linguistic, co-textual, intertextual and/or contextual basis of each coding and, as discussed
in Chapter 4, accounting for the coder’s frame of reference, reading perspective – ‘online’
(dynamic) and/or ‘overview’ (synoptic), intertextual/contextual or contratextual – and
institutional reading positions (cf. Macken-Horarik 2003b)
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Table 7.1 Measures required to account for implicit codings
Measure
determine the basis of each coding
specify the coding environment/s
specify the coding perspective/s
declare the institutional reading position

Variables
lexicogrammatical and/or co-textual cues, intertextual and/or
contextual references
the clause, phase, whole text, relations with a specific narrative, the
narrative genre, the stylistic analysis genre and/or the cultural
context
dynamic, synoptic, intertextual or contratextual
disciplinary, cultural, ideological, ‘naturalised’ and/or contratextual
point of view

Building on the options for coding implicit evaluations outlined in Chapter 4 (Tables 4.5 and
4.6) and drawing on the results of the case-study analysis, I have established a taxonomy of
implicit evaluations and a corresponding cline of accessibility and reliability, as displayed in
Table 7.2. Most of the ten categories of implicit evaluations depicted in this table are present
in both the ESML stylistic arguments and in the narrative, whereas the symbolism and
saturation categories (6 and 9) are more characteristic of the narrative. The table above all
illustrates the complexity involved in attempting to adhere to a linguistically-principled
methodology for accounting for implicit evaluation. It highlights the fact that invoked
evaluations in ‘The Letter’ and the ESML data are always traceable to multiple triggers and
underscores the need to consider several perspectives in coding implicit evaluations. For
instance, taken in isolation (irrespective of other meanings in ‘The Letter’), the example in
Category 1 in Table 7.2, “I was only seventeen when you were born” represents an invoked
evaluation that might be considered to be triggered solely by linguistic (lexicogrammatical)
items (two instances of Graduation) and its co-textual experiential meanings,. In reality,
however, full rationalisation of the invoked coding requires an acknowledgement of one’s
cultural reading position, since having children at a young age may be the norm in some
cultures.
The table also indicates that different degrees of accessibility and reliability are attached to
codings depending on their primary linguistic cue type (lexicogrammatical item or co-textual
meanings) and, to a lesser extent, the span of their coding environment (e.g. clause, phase,
whole text, the narrative or stylistic analysis genres, or a specific sociocultural context). Thus,
examples in Categories 1-6 could be said to be more accessible and potentially more reliable
because they are primarily dependent on linguistic items at the clause, phase or whole text
levels (either the narrative or Aliénor’s stylistic analysis), and additionally rely on co-textual
cues and/or other perspectives (intertextual and contextual) and reading positions
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(disciplinary, cultural and/or ideological) to be fully accountable. Indeed, examples in
Categories 3 to 10 are increasingly more dependent on these wider coding perspectives,
environments and associated reading positions. While examples in Categories 7 to 10 are
invoked or evoked by specific linguistic items or co-textual meanings, they are primarily
dependent on co-textual, intertextual and/or contextual perspectives and so less easily
retrievable by the coder.
For instance, the coding of Prominence in ‘ Several sentences refer to her roots’ (Category 8)
is invoked by the quantifying grader ‘several’, and by similar co-textual meanings and
patterns at the phase level. However, perhaps more importantly, the coding can be explained
from an intertextual/contextual perspective as evoked by the writer’s fulfilment of one of the
discoursal functions of texts in the stylistic analysis genre, namely, the need to both analyse
and evaluate the composition of a literary text. Similarly, the coding of saturated implicit
evaluation in Category 9 relies on co-textual meanings and prosodies throughout the
narrative, and especially in Nellie’s narration, but also on assumed cultural values (the idea
that mothers love their children). Finally, ‘the colour of the skin’ (7.1) (Category 10)
represents an example that ostensibly construes purely experiential meanings. The coding of
implicit negative Propriety given to this example is confirmed to some extent by its resonance
with characteristic constellations of experiential meanings and prosodies at the phase
(Paragraph 7 of Aliénor’s text) and the whole text levels, and intertextually in ‘The Letter’.
However, the coding of evoked Judgement targeting the policies institutionalised by the
Australian government relies most heavily on my cultural and ideological positioning as a
coder who considers these policies to have been discriminatory.
Evaluations of the types in the Categories 8 to 10 put more onus on the coder to be vigilant in
order to ensure that codings are systematic and as reliable as possible. However, the analysis
demonstrated that even evoked codings like that in Category 10 can to some extent be
accounted for through the systematic application of the following measures:
1. from a dynamic perspective, by noting the presence of co-textual cues at the clause,
clause complex and phase levels. These cues include experiential meanings and
dominant prosodies of Attitude. For example, in the case of the evaluation of invoked
negative Propriety in 7.1 below, at the clause and clause complex levels, Aliénor’s
intensified, explicit evaluations of Nellie’s foregrounding (‘insists’, ‘repeated’) of
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racial differences function invite the reader to interpret the ostensibly experiential
nominal group, ‘the colour of the skin’, as carrying attitudinal meanings. Attitudinal
meanings are additionally evoked by cultural meanings associated with racial
differences and the degree to which they are tolerated in particular societies,
Moreover, the invoked Judgement is reinforced by a second co-textual in the
following clause, namely, the reference to Nellie’s foregrounding of the colour
‘white’ (referring to white Australians), an epithet that becomes saturated with the
undercurrent of implicit negative Propriety that characterises her letter. At the phase
level, Paragraph 7 of Aliénor’s argument is infused with similar experiential and
attitudinal meanings that invoke and evoke Judgements of the white regime.
7.1 Nellie insists on the colour of the skin: the colour “white” is repeated four times …

2. from a synoptic perspective, by broadening the coding environment and tracing
related prosodies that resonate throughout the whole text (e.g. in Aliénor’s argument,
a prosody of negative Propriety is explicitly propagated by the epithet ‘stolen’ and
amplified by linguistic, co-textual and/or contextual triggers).
3. from an intertextual perspective, by checking the attunement of these prosodies
against those that infuse the narrative, so confirming their compatibility with the
reading position naturalised for the narrative’s ideal reader. Hence, from an
intertextual perspective, invoked Judgement in 7.1 of Aliénor’s argument echoes the
counterposition of ‘white’ and ‘black’ and invoked and evoked evaluations of
negative and positive Propriety in the narrative; More broadly, intertextual meanings
that invoke evaluations may be references to discoursal conventions in the narrative
and/or stylistic analysis genres.
4. from a contextual perspective, by checking all findings against the coder’s
disciplinary, cultural or ideological reading position (e.g. as mentioned above, my
attitudes towards the stolen generations episode coloured my reading of ‘The Letter’,
and thus of Aliénor’s argument in general, and of ‘the colour of the skin’ in
particular).

391

Chapter 7 Evaluating the model of voice and the study

Table 7.2 Cline of reliability associated with invoked evaluations
More
accessible/
reliable

Primary linguistic cue/s

Example

1.

Linguistic •Graduation: Force:
intensification & quantification
Co-textual •Experiential meanings
Linguistic, •Graduation: Force:
clause level repetition
Co-textual •Experiential meanings
Linguistic •Graduation: Force:
discourse semantic repetition
Co-textual •Prosodies in the
stylistic analysis & narrative
Linguistic •Graduation: Force:
intensification (metaphor)
•Graduation: Focus: sharpen

“I was only seventeen when you were
born” (t-capacity– t-security–)

Linguistic & co-textual
• explicit Attitude & experiential
meanings
•Graduation: Force: intensification
Linguistic & co-textual
•Symbolism
•Literary convention

(7.3) ‘the inescapability of the
separation’ (capacity–
t-normality– t-propriety –
t-impossibility)
“faded” evaluates the letter’s physical
state (reaction–), but symbolises Bessie’s
despair (t-affect gen.– t-inclination
– t-tenacity –)
“I felt old and lonely and very
disappointed” (happiness– t-tenacity–)

2.
3.

4.

5.

6.

7.

8.
9.
10.
Less
accessible/
reliable

Linguistic & co-textual
•Literary convention: 3rd person
Affect invoking Judgement
•Graduation: Force: (listing)
Linguistic •Graduation: Force:
quantification
Co-textual
•Prosodic saturation
Co-textual •Experiential meanings

(9.7) Neither black, nor white, she is
half-caste (t-normality neg+)
Aliénor’s repetition of ‘wants’
(inclination=, t-tenacity+)
(7.4) ‘even justice (propriety+
t-propriety–) was in the hands of
white people’ (t-salience=)

(9.8)

Several sentences refer to her
roots (t-foregrounding+)
“To my daughter Elaine” (t-affection+)
(7.1)

‘the colour of the skin’
(t-propriety –)
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Coder’s reading position
Environmental
Perspectival
clause
dynamic
whole narrative
cultural knowledge & values
clause, phase,
dynamic, synoptic
whole narrative
contextual
cultural knowledge & values
whole argument
synoptic
‘The Letter’
intertextual

Institutional
cultural
cultural
ideological
disciplinary

clause, phase,
whole argument
‘The Letter’
cultural knowledge & values
clause, phase,
whole argument
‘The Letter’
cultural knowledge & values
clause, phase,
whole narrative
the narrative genre

dynamic, synoptic
intertextual
contextual

cultural
ideological

dynamic, synoptic
intertextual
contextual

cultural
ideological

synoptic, dynamic
intertextual

disciplinary

clause,
whole narrative
the narrative genre

synoptic,
intertextual

disciplinary

clause, phase
the stylistic analysis genre
phase, whole narrative
cultural knowledge & values
clause, phase,
whole argument
‘The Letter’
cultural knowledge & values

dynamic, synoptic
intertextual
synoptic
contextual
dynamic, synoptic
intertextual
contextual

disciplinary
cultural
ideological
cultural
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Summary
The overview analysis indicates that even in more intertextually/contextually dependent
instances, adopting a rigorous approach to coding and accounting fully for the basis of each
implicit evaluation offers a higher possibility of the codings being replicable, and to some
degree objective, thus strengthening the reliability of the proposed model of voice. In fact,
systematic adherence to the procedure outlined in the previous paragraph revealed that the
majority of implicit codings in the narrative and in Aliénor’s text were primarily based on
linguistic cues and so could be sourced to tangible linguistic triggers or co-textual patterns of
experiential and/or attitudinal meanings at the clause, phase and/or whole text levels. By
comparison, codings that were more reliant on intertextual and/or contextual perspective
(Categories 7-10) were less numerous, and largely involved evaluations of negative Sanction
or negative 3rd person Affect. Nevertheless, despite this degree of systematisation, it needs to
be acknowledged that no two readers bring identical responses to a text, particularly a text
with a literary derivation. In this sense, implicit and even explicit codings of evaluation are
unlikely to be fully replicable.

7.2.3.2 Semantic ambiguities and limitations
The second key methodological limitation of the model of voice is associated with overlaps
within the Appraisal framework, and particularly within the Attitude system. The overview
analysis confirmed that a typological approach to coding these ambiguities is unsustainable,
making it necessary to adopt a principled topological approach.

A. Overlaps between Attitude types
In addition to overlaps between Affect and Judgement and Affect and Appreciation identified
in Chapter 4, I focus here on the blurred borders that became most apparent during the coding
process. The most notable overlaps between Affect and Judgement were the contrasting
qualities of ‘faith’ and ‘lack of faith’, ‘despair’ and ‘discouragement’, ‘pessimism’ and
‘positive attitude’ and ‘positive state of mind’. Codings given to these concepts are displayed
in Table 7.3 In each instance, a protagonist’s positive or negative emotional response to a
situation also suggests a Judgement of their character, namely, their ability to persevere and
overcome adversity or obstacles (Tenacity). Nevertheless as with ‘insists’, the borders
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between Inclination and Tenacity tend to blur in instances like ‘positive attitude’ and
‘positive state of mind’, which construe cognitive and behavioural responses (perseverance)
as well as affective ones (optimism), and in the case of ‘discouragement’, which encodes the
concept of negated hope and resilience. I have systematically classified each instance as
encoding explicit Affect in the first instance, given the primacy of Affect (Painter 2003a), and
as invoking Judgement in the second, unlike Bednarek who codes such evaluations as
‘blends’ of two explicit Attitude types (2010b).
Table 7.3 Blurred borders between Affect and Judgement
Values

Instance

Loading

Affect security
Affect inclination
t-Judgement tenacity
Affect general
Affect inclination
t-Judgement tenacity
Affect general
Affect inclination
t-Judgement tenacity
t-Judgement capacity

faith
lack of faith

+
neg +

despair
discouragement

–

positive attitude
positive state of mind
pessimism

+
–

B. Overlaps between Attitude sub-types and sub-sets
Affect
Boundaries at the sub-type level may also be fluid – for example, while the concept of faith is
principally about confidence (Security), a positive belief system also encodes hope
(Inclination +). Despair, on the other hand encapsulates a composite of negative emotions
(unhappiness, insecurity and dissatisfaction) in addition to a sense of hopelessness
(Inclination –). All such instances of composite emotions have been coded as Affect: General
(realis) and Affect (irrealis): Inclination.
Further fragilities surround semantic differences between ‘despair’ and ‘discouragement’
which suggest a more or less temporary state or stage on the one hand, and ‘pessimism’
which suggests a habitual disposition towards hopelessness on the other, according to the
Oxford English Dictionary Online (2010). Hence in another example that highlights the
proximity between Attitude sub-types, ‘pessimism’, like ‘positive attitude’ and ‘positive state
of mind’, has been coded as signifying Capacity in addition to Tenacity to denote the effect
of a negative or positive disposition on a person’s relative ability or inability to act in their
circumstances. Although I have not coded ‘despair’ and ‘discouragement’ as instances of
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Capacity, I acknowledge that they might also be thought of as incapacitating – for however
long they last.
Appreciation
Valuation: Salience and Prominence
A second less frequent kind of Attitude overlap in Aliénor’s text is that between sub-types
and sub-sets of Appreciation that evaluate the relative prominence of specific semiotic and
narrative devices (Composition) and their salience (Valuation). Although Salience (e.g.
‘main’, ‘central’, ‘predominant’) and Prominence (e.g. ‘underlines’ vs. ‘underlying’) both
serve to evaluate the significance (or lack of significance) of a semiotic feature, I draw a
distinction between the conceptual basis of the former evaluations and the perceptual basis of
the latter. Nevertheless, the analysis demonstrated that this distinction may at times break
down. In 7.8, for instance, ‘underlying’ is coded as a perceptually generated evaluation of
Backgrounding because of its connection with ‘the use of short sentences’.
7.8

There is here an underlying (backgrounding +) idea of fate, which is reinforced by the
use of short sentences …

However, although ‘reinforced by short sentences’ suggests the idea of foregrounding, it has
been coded as an instance of Salience rather than of Foregrounding: to say that a
backgrounded idea is foregrounded is clearly not logical. The problem may lie with Aliénor’s
choice of an intensified process (‘reinforced’) rather than a more neutral one like ‘construed’
or a downtoned, evidential verb like ‘suggested’, e.g.:
… an underlying idea of fate which is also construed by the use of short sentences. (not in the
data)

This instance draws attention to the need for precision in coding Attitude, but also the
fragility associated with this endeavour, particularly where L2 texts are concerned.
Valuation: Spheres of reference
Lastly, one extension of the Valuation sub-sets developed for this study allowed the analyst
to differentiate between evaluations that target the social or symbolic significance of the
narrative’s meanings and semiosis. Although this ‘spheres of reference’ sub-classification
increases the complexity of the coding process, it was also shown to provide new insights. In
particular, Aliénor’s preference for symbolic Valuation was found to index the effectiveness
of her aesthetic voice and to reflect her conceptualisation of the narrative as a symbolic
construct. However, the analysis also revealed a number of instances, in which the two
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categories conflate, as in the implicit evaluation of ‘the role of the letter’ (t-salience +) (10.3)
which refers to the letter’s symbolic importance for Elaine – its designated reader within the
world of the narrative – and to its social importance as a device that communicates the
narrative’s core meanings to its actual readership. While this sub-classification potentially has
discipline-wide relevance, further research is required to confirm its usefulness.

C. Semantic limitations: Appreciation and Judgement: value or character
Another previously discussed limitation of Appraisal is the fact that the existing system of
network options is not able to capture the semantic distinction between evaluations of a
person’s circumstances as opposed to judgements of their character. Most instances of this
type in the data were evaluations of negative and positive Capacity – Nellie’s ‘helplessness’
(8.5) in the face of ‘the power of white people’ – that were systematically dealt with using
double codings of explicit Capacity and implicit Appreciation Valuation, following Bednarek
(2009). On the other hand, as noted in Chapter 6, the semantic differentiation between
inherent and incidental mis/fortune ceases to be meaningful in the case of Judgements of
Normality since these Attitudes are underpinned by the concept of ‘fate’ (7.8) or inevitability
(7.3) which imply that an individual’s circumstances are pre-ordained and so inherent.

Summary
The overview analysis highlights several types of instances where overlaps within the
Attitude system make it necessary to adopt a topological approach to coding. In most cases,
principles were established to overcome these methodological limitations and ensure the
systematicity of the coding process – for instance the ‘Affect first’ principle in the case of
overlaps of Affect and Judgement. In other cases, such as the distinction between inherent
and incidental misfortune, the limitations of the Appraisal system became apparent. However,
the coding process is made more taxing by the need to give double- and multiple-coding to
overlapping evaluations in order to account for their duality or multiplicity in the case of
multi-layered evaluations like ‘the stolen generation’. Furthermore, the ‘meta’-view of fuzzy
boundaries between and within regions of Attitude also drew attention to the need for
precision by the coder, particularly when dealing with the imprecise, inaccurate or partially
articulated evaluations of NNS writers.
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7.2.3.3 Intricacy of the model
Two further major methodological drawbacks of the proposed model of voice are in fact the
sum of all the limitations discussed above. The first of these is the complexity of Appraisal
and thus of the model of voice, a limitation that is, in Halliday’s words, inherent in any
‘grammatics’ or ‘scientific metalanguage’ that attempts to map the interrelated workings of
any aspect of the indeterminate, ‘dynamic open system’ that is language (1987: 145, 138):
To borrow Whorf’s famous simile, the grammatics (grammar as metalanguage) is to the grammar
(language) as a bludgeon to a rapier …

(Halliday 1987: 145)
The more one attempts to ‘hone’ the bludgeon – to prevent the categories of the grammatics
from being ‘feeble and crude’ without allowing them to become ‘reified’ (p 145) – the more
complex the framework becomes. Hence, the complexity associated with the proposed model
of voice derives from the need to systematically capture and account for the prosodies of
implicit and explicit evaluative meanings and multi-layered evaluations that are germane to
discourse in general, and above all to the narrative and its derivative genres.

7.2.3.4 The meticulousness required of the coder
The second major methodological limitation is related to the first, and concerns the
painstaking nature of the Appraisal coding process, especially with respect to implicit
evaluations. The preceding discussion has indicated principles adopted or established to deal
systematically with issues presented by Aliénor’s text, particularly approaches designed to
avoid reification of categories, and so to enhance the potential replicability and reliability of
the analysis. However, the intricacy of the model, the rigour needed to apply these principles
and the resulting proliferation of double- and multiple-codings required to account for
implicit instances and targets of evaluation adds to the exacting nature of research of this kind
and constrains the researcher to manual coding and small-sized corpora. Yet given the finetuned, highly implicit and significant nature of evaluation in literature and in related texts like
the stylistic analysis, I would argue that the intricate analytical framework proposed in this
study is both appropriate and necessary.
As noted above, the limitations concerned with the model’s complexity are accentuated when
attempting to characterise the voices of L2 writers whose linguistic choices do not necessarily
reflect their intended meanings, even when they are as proficient as Aliénor. This was
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demonstrated by the need to take the latter’s mother-tongue into account when coding
instances like ‘even justice was in the hands of white people’ (7.4). From this intercultural
perspective, ‘even’ appears to be a translation of ‘la justice même’, or ‘justice itself’, which
has an emphatic rather than a counter-expective meaning. Such issues are present in any
analysis of L2 texts, but in the case of the application of the proposed model of voice to NNS
texts, there is a marked tension between the object of analysis and an analytical apparatus
which attempts as far as possible to make fine-grained distinctions between meanings such as
those between the perceptual and conceptual bases of significance, or between the social
(text-external) and symbolic (text-internal) spheres to which an evaluation refers. Again the
coder is under additional pressure to be rigorous in accounting for interpretations of any
meanings that are not clear-cut.

7.2.4 Summary: Affordances and limitations of the model
The overview analysis findings are proof of the proposed model’s ability to provide a delicate
and dynamic description of the writer’s multiple voices, and her self- and reader-positioning
in literary and related texts. Most of these advantages are due to the possibilities offered by
Appraisal theory as the principal voice analysis tool. Nevertheless, as discussed above, each
of the model’s affordances brings with it limitations and/or risks to its methodological
viability. The discussion has emphasised the principles developed and drawn on in the
present study to counter limitations associated with the reliability of implicit codings and
with ambiguities in the classification of Appraisal systems and sub-systems. However, the
overview analysis has also made it clear that these limitations still result in the outright
complexity of the model of voice, while the additional principles make it all the more
necessary to adhere to a rigorous and methodical approach to coding. This in turn compounds
the painstaking nature of Appraisal analysis, especially when dealing with literary or
derivative data and the voices of L2 writers.

7.3 Evaluating the study
7.3.1 Key contributions to linguistic research
This study set out to further our understanding of how to describe voice and its development
in academic writing, and specifically in the domain of pedagogical stylistics. To this end the
thesis proposed and evaluated the possibilities offered by a model of voice based in SF theory
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and incorporating an array of interpersonal linguistic resources deemed to construe and
construct the writer’s voice. The preceding discussion of the affordances and limitations of
the model points to the present study’s original contributions to linguistic research in this
field.
The study’s first contribution is its development and continuous refinement of a model of
voice that attempts to address the theoretical gap identified in Chapter 1, and that, to varying
degrees, fulfils the requirements for an adequate and appropriate theory of voice. The
overview analysis has confirmed the new model’s overall affordances, notwithstanding the
complexity and methodological limitations associated with Appraisal. The model’s more
articulated theorisation of several criteria has been shown to set it apart from most existing
approaches to voice as interpersonal resources in academic discourse. Innovative features of
the model include:
•

an account of the individual dimension of the writer’s self-portrayal in addition to an
account of disciplinary/sociocultural influences in the construction of voice. In terms
of the case study voice analysis, individual influences were related to Aliénor’s
autobiographical experiences (as revealed in the study’s secondary and tertiary data)
and to the expression of similar stances and ideational meanings in a small reference
corpus of her argument and narrative texts. Social influences include the social roles
and identities enacted and projected by the writer and genre- and discipline-related
discoursal conventions, including preferences for types and realisations of
interpersonal resources. This dual account was made possible by the case study nature
of the analysis and represents a more balanced approach to the self-portrayal function
of voice by comparison to the individualist focus of Composition/neo-Rhetorical
approaches, and the disciplinary focus of Pragmatic, Critical, BS Functional and
Appraisal-based studies of voice in academic discourse;

•

the theorisation of disciplinary/cultural and individual influences at three levels of
voice (voice type, voice roles and stance) contributing fresh insights into the
construction of voice in academic writing. The voice roles perspective is a particular
innovation of this study that relates more subtle shifts in patternings of interpersonal
resources to the meso-level disciplinary and genre-related functions involved in the
performance of a particular voice type and to the specific stance that individual
writers express as they perform each role. This view builds on and extends existing
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Appraisal-based approaches to voice in literary narratives (Macken-Horarik 2003a)
and school and academic writing (especially by Coffin 2000, 2002, Hood 2010,
Macken-Horarik 1996), and has a particular relevance for linguistic research in
educational contexts as discussed below;
•

the inclusion of Involvement meanings as indices of voice, enhancing Appraisalbased approaches to voice. This innovation enables the analyst to capture the writer’s
covert alignment of the reader by the creation of bonds of affinity with the imagined
reader. Such bonds are based on their mutual social and individual identities,
identifications and attributes. Indeed, the lexicogrammatical Involvement analysis
proved to be a salient means of characterising the individual dimension of the writer’s
voice; and

•

an attempt to develop a more differentiated and fleshed out understanding of the
sociocultural context that is sensitive to L2 status of the ESML students and to the
requirements of the domain of pedagogical stylistics.

The study’s second, original contribution to linguistic research on voice in academic writing
is its application of this more comprehensive model to the in-depth, qualitative voice analysis
of a single text. Martin has emphasised the importance of close analysis of a single text, as it
unfolds, and warns against ‘… studies that submerge unfolding texture in processes of
counting and averaging that look for trends across texts rather than contingencies within
them’ (Martin 2004: 342). He notes that it is through careful tracking of ‘the play of different
voices in the text’ that we come to see that ‘individual subjectivities are … complex’ and that
‘differentiated subjectivities form individuals’ who because of their various identities and
identifications construct ‘overlapping’ communities of ideal readers (2004: 341). It is
precisely this approach that characterises the analysis of Aliénor’s voice – it traces changing
patterns of interpersonal resources throughout the text to the differentiated meaning
requirements of the task she is writing and relates these variations to contingencies in her
voices and in the identities she performs and projects. Moreover, conceptualising shifts in
voice as complexes of factors – like variations in volume, pitch and intensity that express
different degrees of subjectivity and objectivity, assertiveness or persuasion – makes it
possible to describe the effects of her choices on the construal of her social affiliations. These
constellations in turn project the overlapping identities of the reader who is naturalised by her
text and the writer’s subtly shifting relationship with her assumed readership.
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Third, the study makes two contributions to Appraisal theory by its revisions and extensions
of the Appreciation sub-system and the Engagement system. On the one hand, the overview
analysis indicated that, while still requiring validation through further research, the revised
and extended Appreciation network options (outlined in Chapter 4) reflected important
differences in the calibre of the stylistic analyst’s realisation of the ethical and aesthetic
voices and fulfilment of the task requirements. On the other hand, the incorporation of selfand reader-reference resources within the Engagement system was shown to make it possible
to capture varying degrees of subjectivity, authority and negotiability in the writer’s voicing
of evaluations. These variations were shown to be dependent on the conjunction of particular
Engagement and self- and reader- references resources with different locations within the
discourse structure, clause complex and clause. Furthermore, the newly-developed Sourced
Monogloss sub-category proved to be a strategic device by which the writer could voice
personal interpretations of the narrative’s meanings in a factual manner that purported to
simply retell the story (as in the case of Aliénor’s interpretive ‘retelling’ of the daughter’s
behaviour in 3.1). In particular, the overview analysis findings also highlighted the powerful
rhetorical effect of unmediated Sourced Monogloss in taking the reader of the stylistic
argument directly ‘inside’ the world of the narrative, confirming and extending Coffin’s
observations (2000).
Finally, the application of the model of voice to Aliénor’s stylistic analysis and to the
narrative has generated a series of methodological tools, including the cline of accessibility/
reliability (Table 7.2), which was designed to shed light on and provide some practical ways
of addressing the complexity associated with coding implicit evaluations; and the clines of
subjectivity, authority and negotiability relating to the use of Attitude types and sub-types,
especially realisations of Reaction, and to interactions of Engagement, self- and readerreferences and other co-textual features (Figures 7.1-7.5). Like the principles adopted to deal
with the limitations of a typological classification of Appraisal, these tools systematise the
coding procedure, rendering it more reliable and more rigorous, and potentially facilitating
future applications of the model of voice, and of Appraisal theory more generally.

7.3.2 Theoretical implications
The reliability of the present study is enhanced by its combined quantitative and qualitative
account of fine-grained voice traits, and by correspondences between its findings and those of
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previous Appraisal-based approaches to voice in argument writing, and specifically in literary
responses (Macken-Horarik 1996, 2006, Rothery & Stenglin 2000). Nevertheless, the small
size of the corpus means that the study’s findings are not generalisable to other stylistic
analysis arguments, nor are they intended to be. The implication of this non-generalisability
however, is that further applications of the model are required in the domain of classroom
stylistics to test out its robustness and register sensitivity – that is, its ability to capture the
voices or typical interpersonal styles of the (literary) stylistic analysis and of narrative. Again,
the complexity associated with the coding of Appraisal, and the nature of literary and
derivative texts means that the corpus would need to be small and manually coded.
One recommendation for studies that may attempt to replicate the current one would be that
researchers test the reliability of the Appraisal analysis by having two or more people code
the texts. Another suggestion would be that they carry out protocol interviews with the
writers of texts that are the subjects of analysis, since this might shed light on the rationale for
and the degree of agency or spontaneity involved in their linguistic choices. Although there is
no guarantee that writers would be conscious of or able to recollect the rationale for their
linguistic choices, the absence of Aliénor’s own reflections on the voices in her text is a
limitation of the present study. A further recommendation would be that researchers seek
ways to simplify and adapt the model and/or coding procedure. For instance, the removal of
the calibre of reading component would simplify the proposed model of voice and may make
it more applicable to argument writing in other humanities disciplines.
A foreshadowed above, a further implication is that additional applications of the modified
Appreciation and Engagement frameworks are needed to test their viability. In this respect,
three potential areas for further investigation are the Narrative Device sub-category, the
distinction between symbolic and social Valuation, and the possible correlation between
different proficiency levels and the use of different Reaction sub-sets. and relevance to the
domain of pedagogical stylistics. Similarly, further investigation is needed to test the
relevance to the discipline of pedagogical stylistics of these extensions of Appreciation and
Engagement (the Sourced Monogloss category). On the other hand, the Prominence sub-set in
Composition, and Sourced Monogloss seem to be especially relevant to pedagogical
stylistics, while other innovations (the social/symbolic distinction in Valuation meanings and
the revised Reaction sub-sets) would appear to have a broader applicability to aesthetic
appreciation contexts. Others, like the extended Valuation sub-sets of Authenticity,
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Consequence, Im/possibility and Un/expectedness and the incorporation of self- and readerreferences within Engagement may have a more widespread significance. On the other hand,
the Narrative Device sub-set is specifically relevant to the analysis of narratives. Thus, in
future applications further sub-classification of the Composition sub-types is likely to be
needed, depending on the specific narrative, literary or other genre that is the subject of the
analysis. For instance, Composition sub-sets would need to be extended beyond the Balance
classification in order to capture the qualities of poetry, like its rhythm, speed and flow. Such
evaluations of the narrative were rare in the ESML data.
Similarly, the methodological tools developed in this study and described above require
further testing and streamlining in order to determine their usefulness within pedagogical
stylistics and potentially other domains.

7.3.3 Key contributions to stylistics-based approaches to EAP
This section outlines the main contributions made by this study towards addressing the
pedagogical gap identified in Chapter 1. Generally speaking, the study adds to the burgeoning
literature on the interpersonal dimension of academic writing across a number of Pragmatic,
practice-based and Critical approaches to EAP. In particular, it contributes to the body of
Appraisal-based approaches to voice in different disciplines in secondary and tertiary
education, and extends the SFL tradition of modelling different discourses to inform
pedagogy and provide students with equal access to knowledge that will facilitate their
uptake of the voices of disciplines relevant to their studies. More specifically, the study builds
on and extends existing pedagogically-oriented Appraisal-based studies on evaluation in
narratives (Macken-Horarik 1996, 2003) and effective literary responses (Macken-Horarik
1996, 2006, Rothery & Stenglin 2000, Zyngier & Shepherd 2003). However, although
inspired by this body of research, the present study’s focus on voices in the stylistic analysis
argument is original, as are a number of insights and the toolkit of teaching resources it has
generated. I highlight below two sets of salient contributions of this thesis to stylistics-based
approaches to teaching voice in the EAP context.
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7.3.3.1 Insights into what makes for an effective voice in the stylistic argument genre
In keeping with the SFL social equity tradition mentioned above, the specific objective of the
comparative voice analysis component of the research design in this study was to gain a more
in-depth understanding of the features that characterise an effective voice in the stylistic
argument and thus to provide teachers with a more informed basis for helping students to
develop appropriate and competent voices in their academic writing.
The discussion of the analysis results in Chapter 6 indicated that a number of findings
regarding the effectiveness of Aliénor’s voice corroborated and enhanced evidence in
existing studies on the role of interpersonal features in narratives, literary responses and
academic writing in general. Additionally, however, the results of the comparative genre
analyses highlight specific features that point to Aliénor’s more successful performance of
the voices of the stylistic analysis genre and the resulting projection of competent disciplinary
and individual identities and, by extension, of an expert imagined reader. Genre-related
features that distinguish the voices in her stylistic argument from those of most of her less
proficient peers include the ability to:
•

make explicit the relationship between the Thesis and the writer’s interpretation of the
text under analysis (in the preceding Evaluation stage), and thus the reinforcement of
this connection in the final Reaffirmation stage;

•

succinctly contextualise the literary text and state one’s personal reaction to it
(Evaluation stage); and

•

innovate and individualise, particularly in the Arguments and Evidence stage/s.

Moreover, by comparison to existing studies of Appraisal in the domain of literary criticism
and/or stylistics, the in-depth case study voice analysis and the lexicogrammatical focus of
the present study were shown to have generated a more fine-grained description of
interpersonal resources in the stylistic analysis, and in particular, further insights into
distinctive features of Aliénor’s voice. As noted in (§6.6.1), the overview of the voice
analysis results emphasised the effect on the construal of her voice of constellations of
interpersonal resources, rather than individual features. Nevertheless, certain factors stand out
as playing an important role in characterising her voice as more effective than those of her
peers.
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Distinctive quantitative features
From a quantitative perspective, Aliénor’s more successful fulfilment of the recognition and
realisation rules of the stylistic analysis task was indexed by the higher frequency of
expressions of Attitude and Involvement in her argument overall, and especially in her
aesthetic and ethical voices. Particularly salient throughout the stylistic analysis task were her
preferences for :
•

depersonalising Appreciation resources over Judgement and 1st person Affect

•

implicit over explicit Judgement, particularly Sanction values

•

overall constrained use of Graduation with most expressions of Attitude (apart from
Appreciation)

•

infused Graduation and nominalised GM.

These trends were shown to emphasise her more comprehensive recognition of the narrative’s
salient and mostly implicit meanings and her ability to realise them through interpersonal
choices that construct her as culturally- and critically-attuned and professionally engaged
with her subject matter. Her resulting formal, succinct and analytical voice qualities
foreground her academic and cultural identifications and identities, thus establishing her
credibility and authority vis-à-vis a correspondingly characterised projected audience. More
specifically, her preferred realisations showcased her almost flawless linguistic and
intercultural proficiency, projected her philosophical disposition and otherwise suggested an
individual identity characterised by emotional intelligence and discretion.

Distinctive qualitative features
A. Attunement to the narrative
From a qualitative perspective, the report of the analysis findings revealed several patterns
that distinguish Aliénor’s choices and deployment of interpersonal resources from those of
her fellow students. First, the comparative analysis of Attitude in ‘The Letter’ and in her
enactment of the affective and ethical Reteller and Interpreter voice roles demonstrated her
keen and comprehensive attunement to the higher and lower order meanings of the narrative.
Viewed from a discourse semantic perspective, her sensitivity to these meanings was
revealed by her echoing of the narrative through her choice of Attitude types, sub-types,
modes and loadings, their conjunction with Graduation resources, and their predominantly
‘factual’ or assertive voicing (i.e. monoglossic and contractive Engagement strategies).
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Depersonalised Monogloss, particularly of the unmediated Sourced variety, constructs a
strongly unified version of the narrative’s meanings, and takes the reader of her argument
directly inside the literary text and the ‘heads’ of the protagonists. In addition, the more
delicate, lexicogrammatical view of her Appraisal choices highlighted Aliénor’s mimicry of
the linguistic/stylistic features by which evaluative, and particularly ethical, prosodies are
realised in the literary text (e.g. echoes of the kind of irony resonant in Nellie’s ‘That was the
law’, and of her use of negation litotes and understatement).
B. Cultural attunement
Second, in negotiating the Reteller, Interpreter and Social Commentator roles in her ethical
voice, Aliénor was better able than her fellow students to construe her attunement to L2
cultural values and ways of expressing them. Again, her greater effectiveness in portraying
herself as a critically-aware in-group member was shown to be influenced not only by her
preferences for implicit Judgement Sanction to express negative meanings, but also her
deployment of particular combinations of sub-types, modes and loadings of Judgement,
Appreciation and Reaction. Furthermore, the multi-layering of evaluations and their
realisation as nominalised experiential or semi-experiential and non-core figurative
Involvement resources also contributed to her covert and coercive voicing of moral values.
C. Enactment of the Analyst and Responder roles in the aesthetic voice
Third, the discourse semantic and lexicogrammatical views of the interpersonal resources that
express Aliénor’s aesthetic voice portrayed her as a competent stylistic analyst. Her
enactment of the Analyst role was characterised by
•

depersonalised, technical use of Composition resources, particularly Prominence to
evaluate the effects of smaller semiotic devices on the construction of textual and
contextual meanings in the narrative;

•

the prioritisation of Valuation resources to evaluate the symbolic and social
significance of these compositional features;

•

the simultaneous voicing of evaluations of the narrative’s style and meanings; and

•

predominantly contractive heteroglossic voicing and the substantial use of citations
from the narrative to adduce her views and further close down the possibility of
alternative interpretations.
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These Attitude preferences, their core and subject-core nominalised, technical and ‘scientific’
realisations, and their deployment in the Analyst role particularly foreground Aliénor’s
creation of a bond with a projected expert disciplinary reader, and index her conceptualisation
of the narrative as a semiotic construct that first and foremost teaches through its symbolism
rather than by providing a naturalistic representation of life.
Likewise, Aliénor’s enactment of the Responder role is distinguished by her preference for
explicit and intensified Reaction over Affect to construe her individual reactions to the
narrative confidently and authoritatively and in a ‘strong’ but depersonalised voice that
demonstrates a professional involvement in her analysis. At a more detailed level, the
forceful quality of Aliénor’s Responder role is heightened by her preferences for congruent
realisations of particular sub-types of Reaction (affective/aesthetic Impact) – e.g. ‘moving’,
‘painful’. On the other hand, a crucial feature of her performance of this voice role, and of her
aesthetic voice overall, is the ‘balancing act’ she achieves between commitment and
contingency through the strategic use of modality (more ‘open’ heteroglossic strategies) in
conjunction with explicit and metaphorical self- and reader-references. This voicing pattern
acknowledges the subjective nature of her views, but simultaneously emphasises her personal
engagement with her subject matter and with a reader who is assumed to be an expert
stylistician. These voicing strategies signal her equality with her projected reader and at the
same time act as a bid to maintain the latter’s solidarity.
The insights from the case study and comparative genre and interpersonal analyses presented
above represent distinguishing trends in Aliénor’s uptake of voice in the stylistic analysis
genre that have the potential to be addressed in stylistic or literary approaches to language
teaching.
7.3.3.2 A toolkit of teaching resources
A further outcome of this thesis that has the potential to be taken up in EAP settings is the
toolkit generated by the data analysis and made up of the proposed model of voice,
contrastive examples from the ESML students’ argument and the clines of subjectivity,
authority, negotiability and accessibility/reliability featured in this chapter. These resources
can be adapted to explicitly teach students to deconstruct and describe voices in narratives
and potentially in other texts, and, by extension, to construct more effective voices in their
literary stylistic analyses. Uptake of these resources would enrich the teaching of voice in
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classroom stylistics in the EAP context, and potentially in EAP and advanced language
teaching settings more broadly. I examine the implications of these outcomes under three
headings below.

7.3.4 Pedagogical implications
7.3.4.1 Teaching students to ‘read’ voice in texts
Firstly, a simplified version of the model of voice proposed in the thesis (Figure 7.6) could be
used to help students understand some of the expressive and conative functions performed by
voice in texts. As a starting point, the simplified model deals with the expressive function
only. It depicts as a series of radiating concentric circles the ‘projecting’ relationship between
the writer’s negotiation of genre and deployment of interpersonal resources (the central
circle), the construction of her voice (the second solid-lined circle), and portrayal of her
identities (the outer solid-lined circle). The circle of dashed lines within the voice circle
depicts stance as a distinctive attitude to the topic of discussion conveyed by the writer’s
voice and the social and individual dimensions of the writer’s identities.
In the case of literary texts, the model could be used to show how interpersonal meanings and
their realisations (among other language features) construe particular voice qualities and
types, which in turn project the individual identities (character) of the narrator or
protagonists. For example, students could be presented with an excerpt of Bessie’s narration
from the beginning of ‘The Letter’ and, without prior introduction to the text, asked to read
the text and think about the person behind the voice in terms of her individual and social
identities (e.g. her gender, age, nationality, social background and ideological values). After
group discussions to compare their impressions and the sources of these impressions in the
text, a second reading of the excerpt could focus on patterns in Bessie’s emotive voice role,
i.e. on her expressions of feelings (Affect) and their various realisations. ‘Pooling’ of the
students’ findings in a class discussion could be directed towards building a description of
Bessie’s character, an evaluation of their personal reactions to her and an attempt to
understand the linguistic and other sources of these reactions. At this point, students could be
introduced to the conative function of voice, through sensitisation to the way the author uses
Affect to draw readers into the story, and in the first place to position them to align with the
narrator’s stance.
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Figure 7.6 Simplified model of voice for pedagogical purposes
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Beyond this preliminary activity, students could be sensitised to the way expressions of
Affect invite judgements of a character’s ethical qualities. Where Bessie is concerned,
subsequent analysis of Nellie’s counterpoint emotive and adjudicating voice roles could be
used to help the students to recognise the narrative’s higher order meanings – a discoursal
function which the study has shown to be crucial to the fulfillment of the stylistic analysis
task – and the reading position naturalised by the author. Another analytical activity of this
kind might involve a comparative Graduation analysis of an understated voice, such as
Nellie’s, with the voice of a character who is prone to overstatement. By ‘tuning in’ to
linguistic features that lower or raise the volume of the protagonist’s voice (i.e. ‘hedges’ and
‘boosters’ in Pragmatic terms), students can be made more aware of how they are being
positioned to align with the author’s attitude towards each character.
Productive activities in the same vein might include cloze activities that require students to
select one among several items to fill the gaps left by the deletion of words from an extract.
Such an exercise would enable students to attend to the specific contributions of certain types
of lexical or grammatical choices to the qualities of a protagonist’s voice and characterisation
(e.g. idiomatic expressions, which are Involvement resources that perform an important
cultural bonding function). In addition, creative writing activities that ask students to
experiment with different voice types could be employed to raise students’ awareness of the
effects of evaluative resources on the construction of voice. To reinforce the idea that we take
up different voices in different genres, these activities could include cross-genre writing on a
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similar theme with a focus on the appropriate use of lexical items for each genre, as
suggested by Carter (1988a: 176).
Over time, in conjunction with these types of activities, students could be provided with
‘tools’ to help them ‘read’ and recognise voice types and emotive and adjudicating voice
roles in narratives, and later effective voices in academic discourse. The tools would include
a very basic model of the Attitude and Graduation systems and a simplified version of the
taxonomy of linguistic and co-textual triggers of implicit evaluations featured in Table 7.2 (p.
392). Key linguistic cues are graders, particularly instances of intensification and
quantification (e.g. Category 1), repetition, both at the clause and whole text levels,
(Categories 2, 3 and 7), metaphor (Category 4), symbolism (Category 6) and co-textual
experiential and evaluative meanings. Helping students to understand the role of contextual
meanings in the implicit construal of Attitude and thus in positioning them as readers is more
complex and would need to be introduced at a later stage of the curriculum. As discussed
earlier, these meanings are less accessible to L2 students since they relate to knowledge and
expectations that are culture-specific and are particularly dependent on the target
sociocultural context evoked by the literary text.. However, teaching students to account for
their interpretations of the meanings of literary works involves helping them to articulate and
interrogate the cultural and/or ideological values they bring to their reading of texts. Once
students are more familiar with the rhetorical effects of Attitude and Graduation, simplified
versions of the Engagement framework – starting with Figure 7.3 (p. 384) – and the
Involvement system could also be introduced.
In the case of academic arguments, the model of voice featured in Figure 7.6 above could
also serve to highlight the relationship between the writer’s voice and the performance of
her/his disciplinary identities in particular. Students could be asked to analyse and then
discuss part of a stylistic analysis argument or published academic text, focusing particularly
on the interpersonal resources that enable the writer to construct an authoritative, credible
voice and an analytical, detached stance, namely:
•

evaluations of Appreciation, particularly those that evaluate the significance of
phenomena (Valuation);

•

evaluations realised as Involvement resources, especially as nominalised GM (e.g.
‘importance’), technical and specialised lexis and figurative expressions;
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•

graders (especially quantifiers which subtly interpersonalise experiential meanings);
and

•

‘factual’, assertive and persuasive Engagement resources and their conjunctions with
self- and reader-references.

Comparative analysis of a second academic text might then be used to help students identify
the individual dimension of each writer’s voice, that is the impression s/he creates of her/his
individuality, and the contribution of these individual identities to the authority and
credibility of the disciplinary persona s/he projects.

7.3.4.2 Teaching students to construct voices in the stylistic analysis and other texts
On the other hand, the outcomes of the study suggest new approaches to teaching students to
write more successful stylistic analysis texts. More broadly, they reinforce the argument for
apprenticing L2 tertiary and pre-tertiary students into academic writing across other
discourses by teaching them about the role of voice and the construction of an appropriate
and effective voice.

A. Textual and interpersonal modelling of task requirements
First among these implications is the potential benefit of modelling the recognition and
realisation requirements of the stylistic analysis task through a focus on the three major voice
types in addition to genre-based scaffolding like that used to guide Aliénor and her peers. The
study findings suggest that combined interpersonal and textual scaffolding would better
enable students to respond to the task. Thus the task could be presented as entailing affective
and ethical voices that reconstrue and respond to the narrative’s salient affective and ethical
meanings, and an aesthetic voice that analyses the meaning-making process and its rhetorical
effects. Such an approach may help students to come to grips with the task.

B. Sensitisation to voice roles and rhetorical effects of interpersonal patternings
In addition, as discussed in §7.3.3, insights provided by the voice roles analysis make it
possible to further break down the task requirements and characteristic interpersonal
resources involved in the five identified voice roles in Aliénor’s first stylistic argument. Table
7.4 below displays the requirements of each voice role and their characteristic conjunctions
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with the three voice types. A series of activities could be designed to make students aware of
the discourse functions performed by each role and their realisation by typical syndromes of
interpersonal choices, potentially helping them to write more effectively. Examples drawn
from the contrastive analysis of the ESML data could be deployed to illustrate differences
between configurations of resources for each voice role and their effects on the writer’s
voice.
For instance, students could be asked to summarise a narrative in 60 words, forcing them to
attend to the lower order meanings in the literary text. Comparison of their summaries with
those of their peers would highlight not only differences in focus, but also in interpretation.
This activity could be used to sensitise them to the difference between the more factual
Reteller role and the more evaluative Interpreter and/or Social Commentator roles in cases
where these voices are present. Further analysis would reveal characteristic interpersonal
features of the Reteller role – i.e. mostly ungraded evaluations of Affect and monoglossic
voicing – as opposed to the clusters of features typically associated with the Interpreter role –
i.e. a trend towards more graded evaluations and heteroglossic voicing. In particular,
examples from Aliénor’s argument could be drawn on to illustrate the ‘objectifying’ effect of
constrained Graduation in the Reteller and Social Commentator roles.

Table 7.4 Voice roles, their discourse functions and characteristic conjunctions with voice
types
Voice type
Affective

Voice role
Reteller

Discourse function
reconstrual of the narrative’s lower order affective
meanings
reconstrual of the narrative’s higher order affective
meanings
reconstrual of the narrative’s higher order affective
meanings
evaluation of the social significance of the
narrative’s ethical prosodies
analysis and evaluation of the relationship between
the narrative’s higher order affective and ethical
meanings and the semiotic and narrative devices that
construct these meanings
construal of the reader’s aesthetic responses to the
semiosis of the narrative

Interpreter
Ethical

Interpreter
Social Commentator

Aesthetic

Discourse analyst

Responder

Similar analytical and productive activities could focus on sensitising students to the
importance of preferences for implicit Judgement: Sanction and Appreciation: Valuation in
the ethical Interpreter and Social Commentator roles. These activities could be linked to a
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class discussion to explore cross-cultural norms for the expression of moral evaluations in the
students’ first languages/cultures. Additionally, data from this study could be used to sensitise
students to the effects of ethical choices on the projection of the writer’s cultural and
individual identities.
Furthermore, the results of the discourse semantic analysis of preferences in choices of
Attitude and Graduation suggest three other areas as requiring this type of pedagogical
intervention, namely:
i.

the need to make students aware of the relationship between the
‘depersonalisation’ of the writer’s voice and the prioritisation of emotionallybased Reaction (e.g. ‘it is moving’) over 1st person Affect (e.g. ‘it moves me’)
in the Reteller and Responder roles .

ii.

the importance of Appreciation Prominence (evaluations of foregrounding or
backgrounding devices in discourse) and Salience (symbolic), in the Analyst
role in the aesthetic voice, since they reinforce the writer’s credibility as a
competent stylistic analyst, e.g.
The repetition (foregrounding +) of “It was no use” clearly shows (t-salience =) the
discouragement of the auntie.

At the same time, such examples could be used to illustrate the importance of
shunting between evaluations of the narrative’s composition and evaluations
of its affective and/or ethical meanings, a particularly striking feature in
Aliénor’s text.
iii.

the construction of the writer’s confidence and authority through the
intensification of explicit evaluations of Composition and Valuation Salience
in the more depersonalised Analyst role.

C. Addressing the voicing of texts and the use of self- and reader-references
A further implication of the findings from the discourse semantic view of interpersonal
resources is the need to familiarise students with the effects on the writer’s voice and on
reader positioning of particular Engagement resources and their interaction with self- and
reader-reference. Such instruction should be carried out in the context of a discussion of
objectivity and subjectivity in academic writing. Without burdening students with the
Engagement terminology, key teaching points would involve the use of
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•

Monogloss and Sourced Monogloss to construct a ‘factual’ and authoritative voice
that assumes the reader’s alignment; and unmediated Sourced Monogloss to give the
reader of the stylistic analysis an ‘insider’s’ view of the narrative’s meanings;

•

contractive Attributions to overtly or covertly endorse the writer’s interpretations of
the narrative’s meanings; and

•

combined modality and self- and/or reader-references to signal the subjectiveness of
the writer’s opinion and entertain alternative views, overtly appealing to the reader’s
solidarity, but explicitly or implicitly authorising the writer’s viewpoint.

Rather than the current edict of avoiding explicit subjectivity at all costs, students should be
sensitised to the power construed by personal pronouns when they are used in strategic
locations and in conjunction with particular Engagement resources in utterances that serve
particular discoursal and metadiscoursal functions. In this context, the cline of subjectivity
(Figure 7.5) would provide a valuable resource for addressing the perennial, vexed questions
of whether and when to use self-reference, in the domain of pedagogical stylistics at least.

D. Vocabulary teaching
‘In the beginning is my end’, in T.S. Eliot’s profound words*. The final implications I address
are those that emerged from the lexicogrammatical view of interpersonal resources in the
case study and comparative analyses. This aspect of the study confirmed one of the
‘intuitions’ that motivated the beginning of this thesis and the pilot study described in
Chapter 1, namely my conceptualisation of voice as depth of vocabulary knowledge and of
the need to develop this knowledge by sensitising advanced L2 learners to the relationship
between meaning and form through vocabulary teaching.
The analysis foregrounded the fact that Aliénor’s mainly non-congruent realisations of
Attitude and Involvement, and her use of infused Graduation resources contrasted with her
peers’ predominantly congruent choices and had a significant impact on the effectiveness of
her voice, the projection of her identities and the reflection of her conceptualisation of the
narrative. Four types of realisation stood out in this respect:

*

From ‘East Coker’ in Four Quartets (1944/1970: 23)
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i.

nominalised GM realisations that are core to an academic register and
construct Aliénor as an abstract thinker and her stance as one of analytical
detachment;

ii.

lexically infused rather than isolating grammatical graders that reinforce the
succinct, formal, abstract register, construing her as a linguistically proficient
writer who is identified with an academic audience and projects a
sophisticated individual identity.

iii.

subject-core technical and specialised realisations that portrayed Aliénor as
emulating an ‘expert’ stylistic analyst and created an impression of her
professional engagement and her thoroughness as an individual.

iv.

non-core, figurative realisations and judicious use of explicit self-reference
that constructed Aliénor’s in-group membership, projected an ideologically
and culturally likeminded audience – and thus her intercultural proficiency –
and foregrounded an impression of her individuality, particularly of her master
(ethnic) identity, her philosophical disposition, emotional maturity and
discretion.

What is so important about these realisations is the dynamic mix of more neutral and
technical items and of items, like lexical metaphor and bonding icons, that are more
expressive of an individual subjectivity. In terms of Carter’s model of three vocabularies and
degrees of coreness (1988a: 171-176), the effectiveness of Aliénor’s voice results from the
balance of core (neutral), subject-core (specialised terms that are nevertheless neutral within
specific disciplines) and non-core vocabulary that is expressive of the individual writer. For
academic writing to be successful, Carter argues that
… a balance should obtain between writing appropriate to an academic subject, and writing which
is expressive of the subject of the writer; in other words, a balance between neutrality and
expressivity.

(Carter 1988a: 173)
These findings have several implications for the ‘neglected’ area of vocabulary teaching
(Carter & McCarthy 1988: 1). More broadly, they underline the need for the explicit,
contextualised teaching of vocabulary across EAP and advanced language learning settings,
not only to enhance students’ language proficiency generally and their command of key
discipline specific terms, but also to sensitise them to the rhetorical effects of their
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realisational choices on the construction of their voices and relationship with their readers.
Here Carter’s model of coreness would provide a useful framework for guiding learners to
think about the need to balance neutrality and individuality, and disciplinary and personalised
voices in their stylistic arguments and in their academic writing in general. More specifically,
the four types of realisations noted above suggest themselves as a worthwhile starting point.

7.4 Conclusion
This chapter has weighed up the affordances and limitations of the model of voice developed
in this study. The model was designed to describe the writer’s voice, which is theorised as
construed by the resources of genre and interpersonal meaning, and the development of voice
in argument writing in the field of classroom stylistics. On the one hand, the outcomes of the
evaluation indicate that the proposed model goes some way towards answering the research
question posed by this thesis, which asked what constitutes an appropriate and adequate
model for characterising voice and its development in academic writing. Overall, the model
was found to be commensurate with the challenges involved in attempting to describe voice
in the domain of pedagogical stylistics, given the abundance of latent meanings in literary
texts and the inherent double-voicedness of the stylistic analysis. In addition, the case study
and comparative analysis findings enhance existing knowledge about the characteristics of
more and less developed voices in the stylistic analysis argument. Furthermore, the
discussion of the study’s theoretical and pedagogical contributions and implications point to
the potential benefits of using the model of voice in simplified form to teach students of
stylistic approaches to EAP how to recognise voice in texts and to construct their own voices
in their academic writing. More broadly, the study’s findings suggest the potential benefits of
modifying the proposed model and applying it to the analysis of argument texts in other
disciplines.
On the other hand, however, the overview analysis highlighted methodological benefits and
drawbacks associated with the model’s core voice analysis instrument, Appraisal theory.
Although tools and principles developed and employed in this study reinforce the rigour and
reliability of the coding process, their application further complexifies the task, limiting the
model’s usability to small-scale research. Yet, in the end, the level of intricacy associated
with the model is probably unavoidable in any attempt to systematically match voice qualities
to the metastable and metaredundant system that is language and to patterns of meanings at
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the discourse semantic level as well as to their protean realisations at the lexicogrammatical,
wordings level. Hence, the thesis has juggled the need to be faithful to the text in all its
complexity and the need to develop a usable model for teaching voice. Hopefully, the journey
undertaken by the study and the insights it has gleaned will make this work easier for future
researchers of voice in the field of educational linguistics.

417

Bibliography
ACODE. (2005). Academic Integrity Project: Audit of Academic Integrity and
Plagiarism
Issues
in
Australia
and
New
Zealand.
http://www.tlc.murdoch.edu.au/project/acode/, last accessed 5 December 2011.
Agar, M. (1991). The biculture in bilingual. Language in Society, 20(2), 167-181.
Akamatsu, N. (1999). The effects of first language orthographic features on word
recognition procession in English as a second language. Reading and Writing: An
Interdisciplinary Journal 11(4), 381-403.
Aristotle. (1954). Rhetoric (Trans. W. R. Roberts). New York: Modern Library.
Arkoudis, S., Hawthorne, L., Baik, C., Hawthorne, G., O'Loughlin, K. M., Leach, D., et
al. (2009). The impact of English language proficiency and workplace readiness
on the employment outcomes of tertiary international students: Executive
summary. Canberra: Dept of Education, Employment and Workplace Relations.
Arkoudis, S., & Lang, I. (2007). Every voice [DVD]. Melbourne: The University of
Melbourne.
Arkoudis, S., & Starfield, S. (2007). In-course language development and support. A
discussion paper for a National Symposium: English language competence of
international students, Sydney, August 2007: Australian Education International:
Australian Department of Education, Science and Training.
Atkinson, D. (1997). A critical approach to critical thinking in TESOL. TESOL
Quarterly, 31(1), 71-94.
Atkinson, D. (2001). Reflections and refractions on the JSLW special issue on voice.
Journal of Second Language Writing, 10(1-2), 107-124.
Atkinson, D., & V., Ramanathan. (1995). Cultures of writing: An ethnographic
comparison of L1 and L2 university writing programs. TESOL Quarterly, 29(3),
539-568.
Austin, J. K. (1962). How to do things with words. Oxford: The Clarendon Press.
Australian Education International (AEI). (2010). Export income to Australia from
education services in 2009. (2010). Canberra: Australian Education International.
Bakhtin, M. M. (1934-5/1981). The dialogic imagination: Four essays by M.M. Bakhtin.
In M. Holquist (Ed.). (Trans. C. Emerson & M. Holquist). Austin, TX: University
of Texas Press.
Bakhtin, M. M. (1952-3/1986). Speech genres and other late essays. In C. Emerson & M.
Holquist (Eds.). (Trans. V. W. McGee). Austin, TX: University of Texas Press.
Ballard, B., & Clanchy, J. (1991). Teaching students from overseas: A brief guide for
lecturers and supervisors. Melbourne: Longman Cheshire.
Bank of English: Concordance sampler. (1991-2000). http://www.titania.bham.ac.uk, last
accessed July 2001.
Barthel, A. (2010). Academic language and learning centres/units: Australian
universities. http://www.aall.org.au/australian-all-centres, last accessed 7
December 2010.
Barthes, R. (1977). Image, music, text. (Trans. S. Heath). New York: Hill and Wang.
Bartholomae, D. (1985). Inventing the university. In M. Rose (Ed.), When a writer can't
write (pp. 134-165). New York: Guildford Press.
Barton, D. (1994). Literacy: An introduction to the ecology of written language.
Oxford/Cambridge, MA: Blackwell.
418

Barton, E. L. (1993). Evidentials, argumentation, and epistemological stance. College
English, 55(7), 745 –769.
Bawarshi, A. S., & Reiff, M. J. (2010). Genre: An introduction to history, theory,
research, and pedagogy. West Lafayette, Indiana: Parlor Press LLC.
Baynham, M. (2000). Academic writing in new and emergent discipline areas. In M.R.
Lea & B. Stierer (Eds.), Student writing in higher education: New contexts (pp.
17-31). London/Philadelphia: The Society for Research into Higher Education
and Open University Press.
Bazerman, C. (1988). Shaping written knowledge: The genre and activity of the
experimental article in science. Madison: University of Wisconsin Press.
Bazerman, C., Little, J., Bethel, L., Chavkin, T., Fouquette, D., & Garufis, J. (2005).
Reference guide to writing across the curriculum. West Lafayette, Indiana: Parlor
Press and The WAC Clearinghouse.
Becher, T., & Trowler, P. R. (2001). Academic tribes and territories: Intellectual enquiry
and the culture of disciplines. Buckingham: The Society for Research into Higher
Education & Open University Press.
Bednarek, M. (2006). Evaluation in media discourse. Analysis of a newspaper corpus.
London: Continuum.
Bednarek, M. (2008). Emotion talk across corpora. London/New York: Palgrave
Macmillan.
Bednarek, M. (2009). Language patterns and ATTITUDE. Functions of Language, 16(2),
165-192.
Bednarek, M. (2010a). The language of fictional television: Drama and identity.
London/New York: Continuum.
Bednarek, M. (2010b). Polyphony in APPRAISAL: Typological and topological
perspectives. Linguistics and the Human Sciences, 3(2), 107-136.
Bednarek, M. (2010c). Corpus linguistics and Systemic Functional Linguistics:
Interpersonal meaning, identity and bonding in popular culture. In M. Bednarek &
J. R. Martin (Ed.), New discourse on language: Functional perspectives on
multimodality, identity and affiliation (pp. 237-266). London/New York:
Continuum.
Bednarek, M., & Martin, J. R. (Eds.). (2010). New discourse on language: Functional
perspectives on multimodality, identity and affiliation. London/New York:
Continuum.
Belcher, D., & Braine, G. (Eds.). (1995). Academic writing in a second language: Essays
on research and pedagogy. Norwood, NJ: Ablex.
Belz, J. A. (2003). Linguistic perspectives on the development of intercultural
competence in telecollaboration. Language Learning and Technology, 7(3), 6899.
Benesch, S. (Ed.). (1988). Ending remediation: Linking ESL and content in higher
education. Washington DC: Teachers of English to Speakers of Other Languages.
Benwell, B., & Stokoe, E. (2006). Discourse and identity. Edinburgh: Edinburgh
University Press.
Bernstein, B. (1971). Class, codes and control. Volume 1: Theoretical studies towards a
sociology of language. London: Routledge and Kegan Paul.

419

Bernstein, B. (1982). Codes, modalities and the process of cultural reproduction: A
model. In M. Apple (Ed.), Cultural and economic reproduction in education (pp.
304-355). London: Routledge and Kegan Paul.
Bernstein, B. (1990). Class, codes and control. Volume 4: The structuring of pedagogic
discourse. London: Routledge.
Bernstein, B. (1996/2000). Pedagogy, symbolic control and identity theory: Theory,
research, critique. Lanham, MD: Rowman & Littlefield. [Revised edition].
Biber, D. (1988). Variation across speech and writing. Cambridge/New York:
Cambridge University Press.
Biber, D., & Finegan, E. (1989). Styles of stance in English. Text, 9(1), 93-124.
Biber, D., Johansson, S., Leech, G., Conrad, S., & Finegan, E. (1999). Longman
grammar of spoken and written English. New York: Longman.
Bloch, J. (2002). Creating materials for teaching evaluation in academic writing: Using
letters to the editor in L2 composition. English for Specific Purposes, 22(4), 347364.
Blommaert, J. (2005). Discourse: A critical introduction. New York: Cambridge
University Press.
Bloom, K. (2009, July 29). [Affect framing]: [Electronic message sent to
<AppraisalAnalysis@yahoogroups.com>].
Bockting, I. (1994). Mind style as an interdisciplinary approach to characterisation in
Faulkner. Language and Literature. 3(3):, 157-174.
Bondi, M. (2007). Authority and expert voices in the discourse of history. In K. Fløttum
(Ed.), Language and discipline perspectives on academic discourse (pp. 66-88).
Newcastle, UK: Cambridge Scholars Publishing.
Bourdieu, P. (1977a). The economics of linguistic exchanges. Social Science
Information, 16(6), 645-668.
Bourdieu, P. (1977b). Outline of a theory of practice. (Trans. R. Nice). Cambridge:
Cambridge University Press.
Bowden, D. (1999). The mythology of voice. Portsmouth, NH: Boynton/Cook
Heinemann.
Bray, J. (2007). The ‘dual voice’ of free indirect discourse: a reading experiment.
Language and Literature 16(1), 37-52.
Bretag, T. (2007). The emperor's new clothes: Yes, there is a link between English
language competence and academic standards. People and Place, 15(1), 13-21.
British National Corpus. (1991-1994). http://www.comp.lancs.ac.uk/ucrel/bncfreq/flists.
html, last accessed July 2001.
British National Corpus. The British National Corpus, version 3 (BNC XML Edition).
2007. Distributed by Oxford University Computing Services on behalf of the
BNC Consortium. http://www.natcorp.ox.ac.uk/, last accessed 18 August 2012.
Brodkey, L., & Henry, J. (1992). Voice lessons in a postructuralist key: Notes on
response and revision. In S. Witte, N. Nakadate & R. D. Cherry (Eds.), A rhetoric
of doing: Essays on written discourse in honor of James L. Kinneavy (pp. 144160). Carbondale, IL: Southern Illinois University Press.
Bronckart, J.-P., & Bota, C. (2011). Bakhtine démasqué: Histoire d'un menteur, d'une
escroquerie et d'un délire collectif. Genève: Librairie Droz.

420

Brown, R., & Gilman, A. (1960). The pronouns of power and solidarity. In T. A. Sebeok
(Ed.), Style and language. Cambridge, MA: MIT Press.
Brumfit, C. J., & Carter, R. (1986). English literature and English language. In C. J.
Brumfit, and R. Carter (Eds.), Literature and language teaching (pp. 2-34).
Oxford: Oxford University Press.
Bühler, K. (1934/1990). Theory of language: the representational function of language.
(Trans. D. F. Goodwin). Amsterdam: John Benjamins.
Burton, D. (1980). Dialogue and discourse. London: Routledge and Kegan Paul.
Butler, J. (1990). Gender trouble: Feminism and the subversion of identity. New York:
Routledge.
Bybee, J., & Fleischman, S. (Eds.). (1995). Modality in grammar and discourse.
Amsterdam: John Benjamins.
Byram, M. (1997a). Teaching and assessing intercultural communicative competence.
Clevedon/Philadelphia: Multilingual Matters.
Byram, M. (1997b). 'Cultural awareness' as vocabulary learning. Language Learning
Journal, 16, 51-57.
Byrnes, H. (Ed.). (2006a). Advanced language learning: The contribution of Halliday
and Vygotsky. London/New York: Continuum.
Byrnes, H. (2006b). What kind of resource is language and why does it matter for
advanced learning? An introduction. In H. Byrnes (Ed.), Advanced language
learning: The contribution of Halliday and Vygotsky (pp. 1-28). London/New
York: Continuum.
Byrnes, H. (2009a). Systemic-functional reflections on instructed foreign language
acquisition as meaning-making: An introduction. Linguistics and Education,
20(1), 1–9.
Byrnes, H. (2009b). Emergent L2 German writing ability in a curricular context: A
longitudinal study of grammatical metaphor. Linguistics and Education, 20(1),
50-66.
Cadman, K. (1997). Thesis writing for international students: A question of identity?
English for Specific Purposes, 16(1), 3-14.
Cadman, K., & Cargill, M. (2007). Providing quality advice on candidates' writing. In C.
Denholm & T. Evans (Eds.), Supervising postgraduates downunder: Keys to
effective supervision in Australia and New Zealand (pp. 182-191). Melbourne:
ACER Press.
Candlin, C. N. (2000). General editor's preface. In Hyland, K, Disciplinary discourses:
Social interactions in academic writing (pp. xv-xxi). Harlow, UK: Pearson
Education.
Caple, H. (2010). Doubling up: Allusion and bonding in multisemiotic news stories. In
M. Bednarek & J. R. Martin (Ed.), New discourse on language: Functional
perspectives on multimodality, identity and affiliation (pp. 111-133). London/New
York: Continuum.
Carroll, J. B. (1981). Twenty-five years of research on foreign language aptitude. In K. C.
Diller (Ed.), Individual differences and universals in language learning aptitude
(pp. 83-118). Rowley, MA: Newbury House.
Carter, R. (1982a). Introduction. In R. Carter (Ed.), Language and literature: An
introductory reader in stylistics (pp. 1-17). London: Unwin Hyman.
421

Carter R. (Ed.). (1982b). Language and literature: An introductory reader in stylistics.
London: Unwin Hyman.
Carter, R. (1982c). Style and interpretation in Hemingway’s ‘Cat in the rain’. Language
and literature: An introductory reader in stylistics (pp. 65-80). London: Unwin
Hyman.
Carter, R. (1988a). Vocabulary, cloze and discourse. In R. Carter & M. McCarthy (Eds.),
Vocabulary and language teaching (pp. 161-180). New York: Longman.
Carter, R. (1988b). Directions in English Stylistics. In M. Short (Ed.), Reading, analysing
and teaching literature (pp. 10-21). London: Longman.
Carter, R. (1990). Literature in English language teaching: Approaches for the classroom.
University of Nottingham, September 18-28, 1990: [Course run under the
auspices of the British Council].
Carter, R. (1995). Keywords in language and literacy. London: Routledge.
Carter, R. (1996). Look both ways before crossing. In R. Carter & J. McRae (Eds.),
Language, literature and the learner: Creative classroom practice (pp. 1-15).
New York: Addison Wesley Longman.
Carter, R. (2004). Language and creativity: The art of common talk. London: Routledge.
Carter, R., & McCarthy, M. (1988). Word lists and learning words:some foundations. In
R. Carter & M. McCarthy (Eds.), Vocabulary and language teaching (pp. 1-17).
New York: Longman.
Carter, R., & McCarthy, M. (2006). Cambridge Grammar of English: A comprehensive
guide. Spoken and written English grammar and usage. Cambridge: Cambridge
University Press.
Carter, R., & McRae, J. (Eds.). (1996). Language, literature and the learner: Creative
classroom practice. New York: Addison Wesley Longman.
Carter, R., & Nash, W. (1990). Seeing through language: A guide to styles of English
writing. Oxford: Blackwell.
Casanave, C. P. (2002). Writing games: Multicultural case studies of academic literacy
practices in higher education. Mahwah, NJ: Lawrence Erlbaum.
Casanave, C. P. (2003). Looking ahead to more sociopolitically-oriented case study
research in L2 writing scholarship: (But should it be called “post-process”?
Journal of Second Language Writing, 12(1), 85-102.
Chafe, W. (1986). Evidentiality in English conversation and academic writing. In W.
Chafe & J. Nichols (Eds.), Evidentiality: The linguistic coding of epistemology
(pp. 261-272). Norwood, N.J.: Ablex.
Chalmers, D., & Volet, S. (1997). Common misconceptions about students from SouthEast Asia. Higher Education Research and Development, 16(1), 87-98.
Chang, Y.-Y., & Swales, J. M. (1999). Informal elements in English academic writing:
Threats or opportunities for advanced non-native speakers? In C. N. Candlin & K.
Hyland (Eds.), Writing: Texts, processes, and practices (pp. 145-167). London:
Longman.
Channell, J. (1994). Vague language. Oxford/Melbourne: Oxford University Press.
Chatman, S. (1978). Story and discourse. Ithaca: Cornell University Press.
Chatman, S. (1990). Coming to terms. Ithaca: Cornell University Press.

422

Chattergee, M. (2007). Textual engagements of a different kind. Paper presented at the
ASFLA (Australian Systemic Functional Linguistics Association) Annual
Conference: Bridging discourses, Wollongong, N.S.W. 29th June - 1st July 2007.
Chen, Y., & Foley, J. A. (2004). Problems with the metaphorical reconstrual of meaning
in Chinese EFL learners’ expositions. In L. Ravelli & R. Ellis (Eds.), Analysing
academic writing: Contextualised frameworks (pp. 190–209). London/New York:
Continuum.
Cherry, R. D. (1988/1998). Ethos versus persona: Self-representation in written
discourse. Written Communication, 15(3), 384-410.
Christie, F. (1991). Pedagogical and content registers in a writing lesson. Linguistics and
Education, 3(3), 203-224.
Christie, F. (2002). The development of abstraction in adolescence in subject English. In
M. J. Schleppegrell & M. Colombi (Eds.), Developing advanced literacy in first
and second languages: Meaning with power (pp. 45-66). Mahwah, NJ: Lawrence
Erlbaum.
Christie, F. (2007). Redesigning a pedagogy for senior English: An Australian case study.
Paper presented at the Redesigning pedagogy: Culture, knowledge and
understanding, Nanyang Technological University, Singapore.
Christie, F., & Cléirigh, C. (2008). On the importance of 'showing'. Paper presented at the
ISFC 35: Voices around the world, Sydney.
Clark, R., & Ivanič, R. (1997). The politics of writing. London/New York: Routledge.
Cloran, C. (2000). Socio-semantic variation: Different wordings, different meanings. In
L. Unsworth (Ed.), Researching language in schools and communities:
Functional linguistic perspectives (pp. 152-183). London/New York: Cassell.
Coffin, C. (2000). History as discourse: Construals of time, cause and Appraisal.
Unpublished PhD thesis, University of New South Wales, Sydney.
Coffin, C. (2002). The voices of history: Theorising the interpersonal semantics of
historical discourses. Text, 22(4), 503–528.
Coffin, C. (2004). Arguing about how the world is or how it should be: The role of
argument in IELTS tests. English for Academic Purposes, 3, 229-246.
Coffin, C., Curry, M. J., Goodman, S., Hewings, A., Lillis, T., & Swann, J. (2003).
Teaching academic writing: A toolkit for higher education. London: Routledge.
Coffin, C., & Hewings, A. (2004). IELTS as preparation for tertiary writing: Distinctive
interpersonal and textual strategies. In L. Ravelli & R. A. Ellis (Eds.), Analysing
academic writing: Contextualized frameworks (pp. 153-171). London:
Continuum.
Coffin, C., Hewings, A., & O'Halloran, K. (Eds.). (2004). Applying English grammar:
Functional and corpus approaches. London: Arnold.
Coffin, C., & Mayor, B. (2003). Texturing writer and reader references in novice
academic writing. In D. Banks (Ed.), Text and texture: Systemic functional
viewpoints on the nature and structure of text (pp. 240-264). Paris: L'Harmattan.
Cohen, A. (1994). Self consciousness: An alternative anthropology of identity. London:
Routledge.
Cohen, J. (1999). Favorite characters of teenage viewers of Israeli serials. Journal of
Broadcasting and Electronic Media, 43(3), 327–345.

423

Colombi, M. C. (2006). Grammatical metaphor: Academic language development in
Latino students in Spanish. In H. Byrnes (Ed.), Advanced language learning: The
contribution of Halliday and Vygotsky (pp. 147-163). London/New York:
Continuum.
Colombi, M. (2008). Academic language development in Spanish by Latino students in
the United States. Paper presented at the 35th ISFC (International Systemic
Functional Congress): Voices around the world. 21-25 July, 2008, Sydney.
Conrad, S., & Biber, D. (2000). Adverbial marking of stance in speech and writing. In S.
Hunston & G. Thompson (Eds.), Evaluation in text: Authorial stance and the
construction of discourse (pp. 56-73). Oxford: Oxford University Press.
Cook, G. (1994). Discourse and literature: The interplay of form and mind. Oxford:
Oxford University Press.
Cope, B., & Kalantzis, M. (1993). The powers of literacy: A genre approach to teaching
writing. London: Falmer Press.
Cotton, F. (2010). Critical thinking and evaluative language use in academic writing: A
comparative cross-cultural study. In G. M. Blue (Ed.), Developing academic
literacy (pp. 73-85). Bern: Peter Lang.
Coxhead, A. (1998). An Academic Word List. Wellington: School of Linguistics and
Applied Language Studies, Victoria University of Wellington.
Coxhead, A. (2000). A New Academic Word List. TESOL Quarterly, 34(2), 213-238.
Creme, P. (2000). The 'personal' in university writing: Uses of reflective learning
journals. In M. R. Lea & B. Stierer (Eds.), Student writing in higher education:
New contexts (pp. 97-111). London/Philadelphia: The Society for Research into
Higher Education and Open University Press.
Crismore, A., Markkanen, R., & Steffensen, M. (1993). Metadiscourse in persuasive
writing: A study of texts written by American and Finnish university students.
Written Communication, 10(1), 39-71.
Culpeper, J. (2001). Language and characterisation: People in plays and other texts.
Harlow, UK/New York: Longman.
Currie, M. (1993). The voices of Paul de Man. Language and Literature 2(3), 183-195.
de Certeau, M. (1984). The practice of everyday life. (Trans. S. Rendall). Berkeley, CA:
University of California Press.
Derewianka, B. (2003). Grammatical metaphor in the transition to adolesence. In A.-M.
Simon-Vandenbergen, M. Taverniers & L. Ravelli (Eds.), Grammatical
metaphor: Views from systemic functional linguistics (pp. 185-219).
Amsterdam/Philadelphia: John Benjamins.
Don, A. C. (2007). A framework for the investigation of interactive norms and the
construction of textual identity in written discourse communities: The case of an
email discussion list. Unpublished PhD thesis, The University of Birmingham,
Birmingham.
Dörnyei, Z. (2008). The psychology of the language learner: Individual differences in
second language acquisition. Mahwah, NJ: Lawrence Erlbaum.
Dufka, H. (2003). Beliefs in dialogue: A Bakhtinian view. In P. Kalaja & A. M. Ferreira
Barcelos (Eds.), Beliefs about SLA: New research approaches (pp. 131-151).
Dordrecht /Boston: Kluwer Academic.

424

Dunworth, C. M. (2010). Clothing the emperor: Addressing the issue of English language
proficiency in Australian universities. Australian Universities Review, 52(2), 510.
Economou, D. (2009). Photos in the news: Appraisal analysis of visual semiosis and
verbal-visual semiosis. Unpublished PhD, University of Sydney.
Ede, L., & Lunsford, A. (1984). Audience addressed/audience invoked: The role of
audience in composition theory and pedagogy. College Composition and
Communication, 35(2), 155-171.
Eggins, S. (2004). An introduction to systemic functional linguistics (2nd ed.).
London/New York: Continuum.
Eggins, S., & Slade, D. (1997). Analysing casual conversation. London: Cassell.
Elbow, P. (1991). Reflections on academic discourse: How it relates to freshmen and
colleagues. College English, 53(2), 135-155.
Elbow, P. (1994). What do we mean when we talk about voice in texts? In K. B. Yancey
(Ed.), Voices on voice (pp. 1–35). Urbana, IL: National Council of Teachers of
English.
Elbow, P. (2000). Everyone can write: Essays toward a hopeful theory of writing and
teaching writing. New York: Oxford University Press.
Ellis, R. (1994). The study of second language acquisition. Oxford: Oxford University
Press.
Ellis, R. (2004/2006). Individual differences in second language learning. In A. Davies &
C. Elder (Eds.), The handbook of applied linguistics (pp. 525-551). Malden, MA:
Blackwell.
Eliot, T. S. (1944/1970). ‘East Coker’. In Four quartets. London: Faber & Faber.
Emerson, C. (1986). The outer word and inner speech: Bakhtin, Vygotsky and the
internalisation of language. In G. S. Morson (Ed.), Bakhtin, essays and dialogues
on his work (pp. 21-40). Chicago/London: University of Chicago Press.
ELSSA Centre annual report. (2001). Sydney: University of Technology.
Méthode de la dissertation au bac français: http://www.etudes-litteraires.com/bacfrancais/technique-dissertation.php
Fairclough, N. (1992). Discourse and social change. Cambridge, UK/Maldon, MA:
Polity Press.
Fairclough, N. (1989). Language and power. London: Longman.
Fitzmaurice, S. (2000). Tentativeness and insistence in the expression of politeness in
Margaret Cavendish’s Sociable Letters. Language and Literature. 9(1), 7-24.
Fløttum, K., Dahl, T., & Kinn, T. (2006). Academic voices: Across languages and
disciplines. Amsterdam/Philadelphia: John Benjamins.
Fløttum, K., Dahl, T., Kinn, T., Gjesdal, A. M., & Vold, E. T. (2007). Cultural identities
and academic voices. In K. Fløttum (Ed.), Language and discipline perspectives
on academic discourse (pp. 14-39). Newcastle, UK: Cambridge Scholars
Publishing.
Flower, L., & Hayes, J. (1981). A cognitive process theory of writing. College
Composition and Communication, 32(4), 365-387.
Flowerdew, J. (2001). Attitudes of journal editors to nonnative speaker contributions.
TESOL Quarterly, 35(1), 121-150.
Foucault, M. (1972). The archaeology of knowledge. London: Tavistock.
425

Freedman, A., & Medway, P. (Eds.). (1994). Genre and the New Rhetoric. Bristol: Taylor
and Francis.
Freisinger, R. R. (1994). Voicing the self: Toward a pedagogy of resistance in a
postmodern age. In K. B. Yancey (Ed.), Voices on voice: Perspectives,
definitions, inquiry (pp. 242-274). USA: National Council of Teachers of English.
Galtung, J. (1981). Structure, culture, and intellectual style: An essay comparing saxonic,
teutonic, gallic and nipponic approaches. Social Science Information, 20(6), 817856.
Gardner, R. (1985). Social psychology and second language learning: The role of
attitude and motivation. London: Edward Arnold.
Geertz, C. (1973). Thick description: Toward an interpretive theory of culture. In C.
Geertz (Ed.), The Interpretation of cultures: Selected essays (pp. 3-30). New
York: Basic Books.
Geertz, C. (1988). Works and lives: The anthropologist as author. Palo Alto, CA:
Stanford University Press.
Gergen, K. J. (1991). The saturated self: Dilemmas of identity in contemporary life. New
York: Basic Books.
Giles, D. C. (2002). Parasocial interaction: A review of the literature and a model for
future research. Media Psychology, 4(3), 279-302.
Gillespie, P. (1994). Classroom voices. In K. B. Yancey (Ed.), Voices on voice:
Perspectives, definitions, inquiry (pp. 159-171). USA: National Council of
Teachers of English.
Goffman, E. (1959). The presentation of self in everyday life (1st ed.). London/New
York: Penguin.
Goffman, E. (1969). The presentation of self in everyday life (2nd ed.). London: Allen
Lane.
Goffman, E. (1981). Forms of talk. Oxford: Blackwell.
Graves, D. (1984). A researcher learns to write. London: Heinemann.
Gregory, M., & Malcolm, K. (1981/1995). Generic situation and discourse phase: an
approach to the analysis of children’s talk. In J. S. Cha (Ed.), Before and towards
communication linguistics: Essays by Michael Gregory and associates (pp. 154195). Seoul: Sookmyung Women’s University.
Guo, Y., & Roehrig, A. D. (2011). Roles of general versus second language (L2)
knowledge in L2 reading comprehension. Reading in a Foreign Language, 23(1),
42–64.
Hall, G. (2005). Literature in language education. New York: Palgrave Macmillan.
Halliday, M. A. K. (1961/2002). Categories of the theory of grammar. In J. J. Webster
(Ed.), On grammar: Volume 1 in the collected works of M. A. K. Halliday (pp. 3794). London: Continuum.
Halliday, M. A. K., & Hasan, R. (1976). Cohesion in English. London: Longman.
Halliday, M. A. K. (1978). Language as social semiotic. London: Edward Arnold.
Halliday, M. A. K. (1979). Modes of meaning and modes of expression: Types of
grammatical structure, and their determination by different semantic functions. In
D. Allerton, E. Carney & D. Holdcroft (Eds.), Function and context in linguistic
analysis: A festschrift for William Haas (pp. 57-79). Cambridge/New York:
Cambridge University Press.
426

Halliday, M. A. K. (1985/1994). An introduction to functional grammar (2nd ed.).
London: Edward Arnold.
Halliday, M. A. K. (1987). Language and the order of nature. In N. Fabb, D. Attridge, A.
Durant & C. MacCabe (Eds.), The linguistics of writing: Arguments between
language and literature (pp. 139-154). Manchester: Manchester University Press.
Halliday, M. A. K. (1991/2007). The notion of "context" in language education. In J. J.
Webster (Ed.), Language and education: Volume 9 in the collected works of M. A.
K. Halliday (pp. 269-290). London/New York: Continuum.
Halliday, M. A. K. (1993). Some grammatical problems. In M. A. K. Halliday & J.
Martin (Eds.), Writing science in scientific English: Literacy and discursive
power (pp. 69-85). Abingdon, Oxon: Routledge.
Halliday, M. A. K. (1996/2002). On grammar and grammatics. In J. J. Webster (Ed.), On
grammar: Volume 1 in the collected works of M. A. K. Halliday (pp. 384-417).
London: Continuum.
Halliday, M. A. K., & Hasan, R. (1985/1993). Language, context and text: Aspects of
language in a social-semiotic perspective. Geelong: Deakin University Press.
Halliday, M. A. K., & Martin, J. R. (Eds.). (1993). Writing science: Literacy and
discursive power. Basingstoke UK: Burgess Science Press.
Halliday, M. A. K., & Matthiessen, C. M. I. M. (2004). An introduction to functional
grammar (3rd revised edition of M. A. K. Halliday An introduction to functional
grammar). London: Arnold.
Hallowell, A. (1955). The self and its behavioural environment. In A. Hallowell (Ed.),
Culture and experience. Philadelphia, PA: University of Pennsylvania Press.
Harré, R. (1998). The singular self: An introduction to the psychology of personhood.
London: Sage.
Hasan, R. (1993). Speech genre, semiotic mediation and the development of higher
mental functions. Language Sciences, 14(4), 489-528.
Hawthorne, L. (2007). International students: language, employment and further study. A
discussion paper for a National Symposium: English language competence of
international students, Sydney, August 2007. Canberra: Australian Education
International: Australian Department of Education, Science and Training.
Hedeboe, B. (2007). On the 'internal dialogue' between an examination task and preuniversity students' responses. In A. McCabe, M. O'Donnell & R. Whittaker
(Eds.), Advances in language and education (pp. 201-216). London: Continuum.
Helms-Park, R., & Stapleton, P. (2003). Questioning the importance of individualized
voice in undergraduate L2 argumentative writing: An empirical study with
pedagogical implications. Journal of Second Language Writing, 12(3), 245-265.
Hewings, A., & Hewings, M. (2005). Grammar and context: An advanced resource book.
London/New York: Routledge.
Hinds, J. (1987/2001). Reader versus writer responsibility: A new typology. In T. J. Silva
& P. K. Matsuda (Eds.), Landmark essays on ESL writing (pp. 63-73). Mahwah,
NJ: Lawrence Erlbaum.
Hinkel, E. (2002). Second language writers' text: Linguistic and rhetorical features.
Mahwah, NJ: Lawrence Erlbaum.

427

Hirvela, A., & Belcher, D. (2001). Coming back to voice: The multiple voices and
identities of mature multilingual writers. Journal of Second Language Writing,
10(1-2), 83-106.
Hoey, M. (2000). Persuasive rhetoric in linguistics: A stylistic study of some features of
the language of Noam Chomsky. In S. Hunston & G. Thompson (Eds.),
Evaluation in text: Authorial stance and the construction of discourse (pp. 28-37).
Oxford: Oxford University Press.
Hoffman, E. (1989). Lost in translation: A life in a new language. London: Vintage.
Holquist, M. (1990). Dialogism: Bakhtin and his world. London/New York: Routledge.
Hommerberg, C., & Don, A. C. (2010). The language of wine appreciation. Paper
presented at the Australian Systemic Functional Linguistics Association (ASFLA)
Annual Conference: Reading recent developments in SFL: theory and practice,
Adelaide. September 27-October 1, 2010.
Hood, S. (2004). Appraising research: Taking a stance in academic writing. Unpublished
PhD thesis, University of Technology, Sydney.
Hood, S. (2007). Arguing in and across disciplinary boundaries: Legitimizing strategies
in applied linguistics and cultural studies. In A. McCabe, M. O'Donnell & R.
Whittaker (Eds.), Advances in language and education (pp. 185-200). London:
Continuum.
Hood, S. (2010). Appraising research: Evaluation in academic writing. London :
Palgrave Macmillan.
Hopper, P. (1988). Emergent grammar and the a priori grammar postuate. In D. Tannen
(Ed.), Linguistics in context: Connecting observation and understanding: lectures
from the 1985 LSA/TESOL and NEH Institutes (pp. 117-134). Norwood, NJ:
Ablex.
Hosenfeld, C. (2003). Evidence of emergent beliefs of a second language learner: A diary
study. In P. Kalaja & A. M. Ferreira Barcelos (Eds.), Beliefs about SLA: New
research approaches (pp. 37-54). Dordrecht /Boston: Kluwer Academic.
Hunston, S. (1989). Evaluation in experimental research articles. Unpublished PhD
thesis, University of Birmingham.
Hunston, S. (1993). Evaluation and ideology in scientific writing. In M. Ghadessy (Ed.),
Register analysis: Theory and practice (pp. 57-73). London: Pinter.
Hunston, S. (1994). Evaluation and organisation in a sample of written academic
discourse. In M. Coulthard (Ed.), Advances in written text analysis (pp. 191-218).
London/New York: Routledge.
Hunston, S. (2000). Evaluation and the planes of discourse: Status and value in
persuasive texts. In S. Hunston & G. Thompson (Eds.), Evaluation in text:
Authorial stance and the construction of discourse (pp. 176-207). Oxford: Oxford
University Press.
Hunston, S., & Sinclair, J. (2000). A local grammar of evaluation. In S. Hunston & G.
Thompson (Eds.), Evaluation in text: Authorial stance and the construction of
discourse (pp. 74-101). Oxford: Oxford University Press.
Hunston, S., & Thompson, G. (Eds.). (2000). Evaluation in text: Authorial stance and the
construction of discourse. Oxford: Oxford University Press.
Hyland, K. (1998). Hedging in scientific research articles. Amsterdam: John Benjamins.

428

Hyland, K. (1999). Disciplinary discourses: Writer stance in research articles. In C. N.
Candlin & K. Hyland (Eds.), Writing: Texts, processes and practices (pp. 99121). New York: Longman.
Hyland, K. (2000). Disciplinary discourses: Social interactions in academic writing.
Harlow, UK: Pearson Education.
Hyland, K. (2001a). Humble servants of the discipline? Self-mention in research articles.
English for Specific Purposes, 20(3), 207-226.
Hyland, K. (2001b). Hedging in academic textbooks and EAP. English for Specific
Purposes, 3(3), 239-256.
Hyland, K. (2002a). Teaching and researching writing. Harlow, UK: Pearson.
Hyland, K. (2002b). Genre: Language, context and literacy. Annual Review of Applied
Linguistics, 22, 113-135.
Hyland, K. (2002c). Authority and invisibility: Authorial identity in academic writing.
Journal of Pragmatics, 34(8), 1091–1112.
Hyland, K. (2002d). Options of identity in academic writing. ELT Journal, 56(4), 351358.
Hyland, K. (2002e). Directives, argument and evidence in academic writing. Journal of
Applied Linguistics, 23(2), 215-239.
Hyland, K. (2004). Patterns of engagement: Dialogic features and L2 undergraduate
writing. In L. Ravelli & R. A. Ellis (Eds.), Analysing academic writing:
Contextualized frameworks (pp. 5-23). London: Continuum.
Hyland, K. (2005). Metadiscourse: Exploring interaction in writing. London/New York:
Continuum.
Hyland, K. (2007). Different strokes for different folks: Disciplinary variation in
academic writing. In K. Fløttum (Ed.), Language and discipline perspectives on
academic discourse (pp. 89-108). Newcastle, UK: Cambridge Scholars
Publishing.
Hyland, K. (2009). Academic discourse: English in a global context. London/New York:
Continuum.
Hyland, K., & Milton, J. (1997). Qualification and certainty in L1 and L2 students'
writing. Journal of Second Language Writing, 6(2), 183-205.
Hyland, K., & Tse, P. (2005). Evaluative that constructions: Signalling stance in research
abstracts. Functions of Language, 12(1), 39-63.
Iedema, R. (1997). The language of administration: Organizing human activity in formal
institutions. In F. Christie & J. R. Martin (Eds.), Genres and institutions: Social
processes in the workplace and school (pp. 73–100). London: Cassell.
Iedema, R., Feez, S., & White, P. (1994). Write it right: Literacy in industry research
project. Stage Two: Media literacy. Sydney: Disadvantaged Schools Program,
Metropolitan East, NSW Department of School Education.
Isaac, A. (2002). 'Opening up' literary cloze. Language and Education, 16(1), 18-36.
Ivanchenko, A. (2007). An ‘interactive’ approach to interpreting overlapping dialogue in
Caryl Churchill’s Top Girls (Act 1). Language and Literature 16(1), 74-89.
Ivanič, R. (1998). Writing and identity: The discoursal construction of identity in
academic writing. Amsterdam/Philadelphia: John Benjamins.
Johns, A. (1997). Text, role and context: Developing academic literacies. Cambridge
UK: Cambridge University Press.
429

Johns, A. (Ed.). (2002). Genres in the classroom: Multiple perspectives. Mahwah, NJ:
Lawrence Erlbaum.
Johnstone, B. (1996). The linguistic individual: Self-expression in language and
linguistics. New York: Oxford University Press.
Johnstone, B. (1999). Communication in multicultural settings: Resources and strategies
for affiliation and identity. In T. Vestergaard (Ed.), Language, culture and identity
(pp. 23-40). Aalborg: Centre for Languages and Intercultural Studies, Aalborg
University.
Johnstone, B. (2000). The individual voice in language. Annual Review of Anthropology,
29(1), 405–424.
Johnstone, B. (2009). Stance, style and the linguistic individual. In A. Jaffe (Ed.), Stance:
Sociolinguistic perspectives (pp. 29-52). New York: Oxford University Press.
Jones, J. (2004). Learning to write in the disciplines: The application of systemic
functional linguistic theory to the teaching and research of student writing. In L.
Ravelli & R. A. Ellis (Eds.), Analysing academic writing: Contextualized
frameworks (pp. 254-273). London: Palgrave.
Jones, J., Gollin, S., Drury, H., & Economou, D. (1989). Systemic functional linguistics
and its application to the TESOL curriculum. In R. Hasan & J. Martin (Eds.),
Language development: Learning language, learning culture: Meaning and
choice in language: Studies for Michael Halliday. Volume 27 (pp. 257-328).
Norwood, NJ: Ablex.
Jordan, R. (1999). Academic writing course: Study skills in English. Harlow, Essex:
Pearson Education.
Kamler, B., & Thompson, P. (2006). Helping doctoral students write: Pedagogies for
supervision. London: Routledge.
Kaplan, R. (1966). Cultural thought patterns in intercultural education. Language
Learning 16(1), 1-20.
Killingsworth, M. J., & Gilbertson, M. K. (1992). Signs, genres, and communities in
technical communication. New York: Baywood.
Kirkham, S. (2011). Personal style and epistemic stance in classroom discussion.
Language and Literature. 20 (3), 201-217.
Koda, K. (1996). L2 word recognition research: A critical review. The Modern Language
Journal, 80(4), 450–460.
Kövecses, Z. (2000). Metaphor and emotion: Language, culture, and body in human
feeling. Cambridge/ New York: Cambridge University Press.
Kramsch, C. J. (1993). Context and culture in language teaching. Oxford: Oxford
University Press.
Kramsch, C. J. (1996). Stylistic choice and cultural awareness. In L. Bredella & W.
Delanoy (Eds.), Challenges of literary texts in the foreign language classroom
(pp. 162-184). Tübingen: Gunter Narr.
Kramsch, C. J. (1998). The privilege of the intercultural speaker. In M. Byram & M.
Fleming (Eds.), Language learning in intercultural perspective: Approaches
through drama and ethnography (pp. 16-31). Cambridge, UK: Cambridge
University Press.

430

Kramsch, C. J. (2000). Social discursive constructions of self in L2 learning. In J. P.
Lantolf (Ed.), Sociocultural theory and second language learning (pp. 133-153).
Oxford: Oxford University Press.
Kramsch, C. J. (2002). Language and culture: A social semiotic perspective. ADFL
Bulletin, 33(2), 8-15.
Kramsch, C. J. (2003a). Identity, role and voice in cross-cultural (mis)communication. In
J. House, G. Kasper & R. Ross (Eds.), Misunderstanding in social life: Discourse
approaches to problematic talk (pp. 129-153). London: Longman.
Kramsch, C. J. (2003b). The multilingual subject. In I. De Florio-Hansen & A. Hu (Eds.),
Plurilingualität und identität: Zur selbst- und fremdwahrnehmung
mehrsprachiger menschen (pp. 107-124). Tübingen: Stauffenburg Verlag.
Kramsch, C. J. (2003c). Teaching language along the cultural faultline. In D. L. Lange &
R. M. Paige (Eds.), Culture as the core: Perspectives on culture in second
language education (pp. 19-35). Greenwich, CT: Information Age Publishing.
Kramsch, C. J. (2003d). From theory to practice and back again. In M. Byram & P.
Grundy (Eds.), Context and culture in language teaching and learning (pp. 4-17).
London: Multilingual Matters.
Kramsch, C. J., & Lam, W.-S. E. (1999). Textual identities: The importance of being
non-native. In G. Braine (Ed.), Non-native educators in English language
teaching (pp. 57-72). Mahwah, NJ.: Lawrence Erlbaum.
Kremmer, M. L., Brimble, M., & Stevenson-Clarke, P. (2007). Investigating the
probability of student cheating: The relevance of student characteristics,
assessment items, perceptions of prevalence and history of engagement.
International Journal for Educational Integrity, 3(2), 3-17.
Kucera, H., & Francis, W. M. (1967). A computational analysis of present day American
English. Providence, RI: Brown University Press.
Kupferberg, I., & Green, D. (2005). Troubled talk: Metaphorical negotiation in problem
discourse. Berlin: Mouton de Gruyter.
Labov, W. (1972). Language in the inner city. Philadelphia, PA: University of
Pennsylvania Press.
Labov, W., & Waletzky, J. (1967). Narrative analysis: oral versions of personal
experience. In J. Helm (Ed.), Essays in the verbal and visual arts (pp. 12-44).
American Ethnological Society. Proceedings of Spring Meeting. Washington,
DC: University of Washington Press.
Lakoff, G. (1972). Hedges: A study in meaning criteria and the logic of fuzzy concepts.
Paper presented at the Eighth Regional Meeting, Chicago Linguistics Society
(CLS 8), University of Chicago, Chicago, Illinois.
Lantolf, J. P. (Ed.). (2000a). Sociocultural theory and second language learning. Oxford:
Oxford University Press.
Lantolf, J. P. (2000b). Introducing sociocultural theory. In J. P. Lantolf (Ed.),
Sociocultural theory and second language learning (pp. 1-26). Oxford: Oxford
University Press.
Lantolf, J. P. (2006). Re(de)fining language proficiency in light of the concept of
'languaculture'. In H. Byrnes (Ed.), Advanced language learning: The
contribution of Halliday and Vygotsky (pp. 72-91). London/New York:
Continuum.
431

Larsen-Freeman, D., & Long, M. H. (1991). An introduction to second language
acquisition research. New York: Longman.
Latour, B., & Woolgar, S. (1979/1986). Laboratory life: The construction of scientific
facts. Princeton NJ: Princeton University Press.
Laufer, B. (1997). What's in a word that makes it hard or easy: some intralexical factors
that affect the learning of words. In N. Schmitt & M. McCarthy (Eds.),
Vocabulary: description, acquisition, and pedagogy (pp. 140-155). Cambridge:
Cambridge University Press.
Laufer, B., & Paribakht, T. S. (1998). The relationship between passive and active
vocabularies: effects of language learning context. Language Learning, 48(3),
365-391.
Lave, J., & Wenger, E. (1991). Situated learning: Legitimate peripheral participation.
New York: Cambridge University Press.
Lazar, G. (1996). Using figurative language to expand students' vocabulary. ELT Journal,
50(1), 43-51.
Lea, M. R., & Stierer, B. (Eds.). (2000a). Student writing in higher education: New
contexts. London/ Philadelphia: The Society for Research into Higher Education
and Open University Press.
Lea, M. R., & Stierer, B. (2000b). Editor’ introduction. In M.R. Lea & B. Stierer (Eds.),
Student writing in higher education: New contexts. (pp. 1-13). London/
Philadelphia: The Society for Research into Higher Education and Open
University Press.
Lea, M., & Street, B. (2006). The ‘academic literacies’ model: Theories and applications.
Theory into Practice, 45(4), 368-377.
Lee, S. H. (2006). The use of interpersonal resources in argumentative/persuasive essays
by East-Asian ESL and Australian tertiary students. Unpublished PhD thesis,
University of Sydney, Sydney.
Lee, S. H. (2009). An application of multiple coding for the analysis of ATTITUDE in an
academic argument. Linguistics and Human Sciences, 3(2), 165-190.
Lee, S. H. (2010). Command Strategies For Balancing Respect And Authority In
Undergraduate Expository Essays. Journal of English for Academic Purposes,
9(1), 61-75.
Lemke, J. L. (1992). Interpersonal meaning in discourse: Value orientations. In L. Ravelli
& M. Davies (Eds.), Advances in systemic linguistics: Recent theory and practice
(pp. 82-194). London/New York: Pinter.
Lemke, J. L. (1995). Textual politics: Discourse and social dynamics. London: Taylor &
Francis.
Lemke, J. L. (1998). Resources for attitudinal meaning: Evaluative orientations in text
semantics. Functions of Language, 5(1), 33-56.
Leont'ev, A. N. (1978). Activity, consciousness and personality. Englewood Cliffs, NJ.:
Prentice Hall.
Leont'ev, A. N. (1981). The problem of activity in psychology. In J. V. Wertsch (Ed.),
The concept of activity in Soviet psychology (pp. 37-71). Armonk, NY: Sharpe.
LePage, R. B., & Tabouret-Keller, A. (1985). Acts of identity: Creole-based approaches
to language and identity. Cambridge: Cambridge University Press.

432

Lillis, T. M. (2001). Student writing: Access, regulation, desire. London/New York:
Routledge.
Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. California: Sage.
Lipovsky, C., & Mahboob, A. (2008). The semantics of Graduation: Examining ESL
learners' use of Graduation over time. In A. Mahboob & N. Knight (Eds.),
Questioning linguistics (pp. 225-241). Newcastle: Cambridge Scholars
Publishing.
Lorés-Sanz, R. (2011). The construction of the author's voice in academic writing: the
interplay of cultural and disciplinary factors. Text & Talk, 31(2), 173-193.
Luhmann, N. (1984/1995). Social systems. (Trans. J. Jr. Bednarz and D. Baecker).
Stanford, CA: Stanford University Press.
Lyons, J. (1977). Semantics. Cambridge: Cambridge University Press.
MacDonald, S. P. (1994). Professional academic writing in the humanities and social
sciences. Carbondale and Edwardsville, IL: Southern Illinois Press.
Macken-Horarik, M. (1996). Construing the invisible: Specialized literacy practices in
junior secondary English. Unpublished PhD thesis, The University of Sydney,
Sydney.
Macken-Horarik, M. (2003a). Appraisal and the special instructiveness of narrative. Text,
23(2), 285-312.
Macken-Horarik, M. (2003b). Envoi: Intractable issues in appraisal analysis? Text, 23(2),
313-319.
Macken-Horarik, M. (2006). Recognizing and realizing 'what counts' in examination
English: perspectives from systemic functional linguistics and code theory.
Functions of Language, 13(1), 1-35.
Maingueneau, D. ([1] 1999). Self-constituting discourses (excerpts from ‘Analyzing selfconstituting
discourses’,
Discourse
Studies,
1(2),
183-199).
http://dominique.maingueneau.pagesperso-orange.fr/conclusion1.html,
last accessed 22 March 2011.
Maingueneau, D. ([2] 2002). L'ethos, de la rhétorique à l'analyse du discours (abridged
and modified version of ‘Problèmes d'ethos’, Pratiques, 113-114(1), 55-67.
http://dominique.maingueneau.pagesperso-orange.fr/intro_company.html,
last accessed 22 March 2011.
Martin, H. (2001). Introduction to the session on 'Literature and psychoanalysis'. Paper
presented at the Literature and Psychoanalysis Conference, June 2001,
Melbourne.
Martin, J. R. (1984). Language, register and genre. In F. Christie (Ed.), Children writing:
Reader. Geelong: Deakin University Press.
Martin, J. (1985). Process and text: Two aspects of human semiosis. In J. D. Benson &
W. S. Greaves (Eds.), Systemic perspectives on discourse. Volume 1: Selected
theoretical papers from the 9th International Systemic Workshop (pp. 248-274).
Norwood, NJ: Ablex.
Martin, J. R. (1992). English text: System and structure. Amsterdam/Philadelphia: John
Benjamins.
Martin, J. R. (1994). Course notes for the subject 'Writing'. MA in Applied Linguistics
Program, Linguistics Department, University of Sydney.

433

Martin, J. R. (1995). Interpersonal meaning, persuasion and public discourse: Packing
semiotic punch. Australian Journal of Linguistics, 15, 33-67.
Martin, J. R. (1997). Analysing genre: Functional parameters. In F. Christie & J. R.
Martin (Eds.), Genres and institutions: Social processes in the workplace and
school (pp. 3-39). London: Cassell.
Martin, J. R. (2000a). Beyond exchange: APPRAISAL systems in English. In S. Hunston
& G. Thompson (Eds.), Evaluation in text: Authorial stance and the construction
of discourse (pp. 142-175). Oxford: Oxford University Press.
Martin, J. R. (2000b). Close reading: Functional linguistics as a tool for critical discourse
analysis. In L. Unsworth (Ed.), Researching language in schools and
communities: Functional linguistic perspectives. (pp. 275-302). London: Cassell.
Martin, J. R. (2002). Writing history: Construing time and value in discourses of the past.
In M. J. Schleppegrell & M. C. Colombi (Eds.), Developing advanced literacy in
first and second languages: Meaning with power (pp. 87-118). Mahwah, NJ:
Lawrence Erlbaum.
Martin, J. R. (2003). Introduction. Text, 23(2), 171-181.
Martin, J. R. (2004). Mourning: How we get aligned. Discourse and Society, 15(2-3),
321-344.
Martin, J. R. (2006). Genre, ideology and intertextuality: A systemic functional
perspective. Linguistics and the Human Sciences, 2(2), 275-298.
Martin, J. (2008). Innocence: Realisation, instantiation and individuation in a Botswanian
town. In A. Mahboob & N. Knight (Eds.), Questioning linguistics (pp. 32-61).
Newcastle: Cambridge Scholars Publishing.
Martin, J. (2010). Semantic variation: Modelling realisation, instantiation and
individuation in social semiosis. In M. Bednarek & J. Martin (Eds.), New
discourse on language: Functional perspectives on multimodality, identity and
affiliation (pp. 1-34). London/New York: Continuum.
Martin, J. R., & Rose, D. (2003). Working with discourse: Meaning beyond the clause.
London: Continuum.
Martin, J., & Veel, R. (Eds.). (1998). Reading science: Critical and functional
perspectives on discourses of science. London: London.
Martin, J. R., & White, P. R. R. (2005). The language of evaluation: Appraisal in
English. London: Palgrave Macmillan.
Martinez, D. F. (2007). From Theory to Method: A methodological approach within
critical discourse analysis. Critical Discourse Studies in Higher Education, 4(2),
125-140.
Matsuda, P. K. (2001). Voice in Japanese written discourse: Implications for second
language writing. Journal of Second Language Writing, 10(1-2), 35-53.
Matthiessen, C. M. I. M. (1993). Register in the Round: Diversity in a Unified Theory of
Register Analysis. In M. Ghadessy (Ed.), Register analysis: Theory and practice
(pp. 221-292). London: Pinter Publishers.
Matthiessen, C. M. I. M. (2007). The 'architecture' of language according to systemic
functional theory: Developments since the 1970s. In R. Hasan, C. M. I. M.
Matthiessen & J. J. Webster (Eds.), Continuing discourse on language: A
functional perspective. Volume 2 (pp. 505-561). London/ Oakville, CT: Equinox.

434

McGowan, U. (2007). International students: A conceptual framework for dealing with
unintentional plagiarism. In T. S. Roberts (Ed.), Student plagiarism in an online
world: Problems and solutions (pp. 92-107). New York: Information Science
Reference.
McGowan, U. (2008). When the voice fails. Paper presented at the Voices around the
world: 35th International Systemic Functional Congress, Macquarie University,
Sydney.
McGowan, U. (2009). Research apprenticeship: Is this the answer to inadvertent
plagiarism in undergraduate students’ writings? Paper presented at the 4th Asia
Pacific Conference on Educational Integrity (4APCEI): Educational Integrity:
Creating an Inclusive Approach. 28–30 September 2009, University of
Wollongong NSW Australia.
McGowan, U. (2010). Redefining academic teaching practice in terms of research
apprenticeship. Paper presented at the Research and Development in Higher
Education: Reshaping Higher Education, 33, 6–9 July, 2010, Melbourne.
McKinley, J. (2006). Learning English writing in a Japanese university: Developing
critical argument and establishing writer identity. The Journal of Asia TEFL, 3(2),
1-35.
Mei, W., & Allison, D. (2003). Exploring appraisal in claims of student writers in
argumentative essays. Prospect, 18(3), 71-91.
Melander, B. (1998). Culture or Genre?: Issues in the Interpretation of Cross-Cultural
Differences in Scientific Articles. In I Fortanet, S. Posteguillo, J. C. Palmer & J.F.
Coll (Eds.), Genre Studies in English for Academic Purposes (pp. 211-226)
Castelló de la Plana, Spain: la Universitat Jaume I. D. L.
Melka, F. (1997). Receptive vs. productive aspects of vocabulary. In N. M. Schmitt (Ed.),
Vocabulary: description, acquisition, and pedagogy (pp. 85-102). Cambridge:
Cambridge University Press.
Miller, C. (1984/1994). Genre as social action. In A. Freedman & P. Medway (Eds.),
Genre and the New Rhetoric (pp. 23-42). London: Taylor and Francis.
Miller, D. (2004). “…to meet our common challenge”: ENGAGEMENT strategies of
alignment and alienation in current US international discourse. In M. Gotti & C.
N. Candlin (Eds.), Intercultural discourse in domain-specific English
(«TEXTUS», XVII/ 1) (pp. 39-62).
Moon, R. (1997). Vocabulary connections: multi-word items in English. In N. Schmitt &
M. McCarthy (Eds.), Vocabulary: description, acquisition, and pedagogy (pp. 4063). Cambridge: Cambridge University Press.
Moore, N. (2006). Advanced language for intermediate learners: corpus and register
analysis for curriculum specification in English for Academic Puposes. In H.
Byrnes (Ed.), Advanced language learning: The contribution of Halliday and
Vygotsky (pp. 246-264). London/New York: Continuum.
Moore, T., & Morton, J. (2005). Dimensions of difference: A comparison of university
writing and IELTS writing. Journal of English for Academic Purposes, 4(1), 4366.
Morgan, S. (1990). 'The Letter'. In J. Davis (Ed.), Paperbark (pp. 1-3). St Lucia,
Queensland: University of Queensland Press.

435

Morrison, J., Merrick, B., Higgs, S., & LeMetais, J. (2005). Researching the performance
of international students in the UK. Studies in Higher Education, 30(3), 327-337.
Myers, G. (1989). The pragmatics of politeness in scientific articles. Applied Linguistics,
10(1), 1-35.
Myers, G. (1990). Writing biology: Texts in the social construction of scientific
knowledge. Madison: University of Wisonsin Press.
Nakamura, A. (2009). Construction of evaluative meanings in IELTS writing: An
intersubjective and intertextual perspective. Unpublished PhD, University of
Wollongong, Wollongong.
Nation, I. S. P. (1990). Teaching and learning vocabulary. New York: Newbury House.
Norton, B. (1997). Language, identity, and the ownership of language. TESOL Quarterly,
31(1), 409-429.
Ochs, E. (1989). Special issue of Text on the pragmatics of affect. 9(1).
Ochs, E. (1992). Indexing gender. In A. Duranti & C. Goodwin (Eds.), Rethinking
context: Language as an interactive phenomenon (pp. 335-358). New York:
Cambridge University Press.
Ochs, E. (1993/2005). Constructing social identity: A language socialization perspective.
In S. F. Kiesling & C. B. Paulston (Eds.), Intercultural discourse and
communication: The essential readings (pp. 78-91). Maldon, MA, Oxford:
Blackwell.
O’Donnell, M. (2010). The UAM Corpus Tool. Software available from
http://www.wagsoft.com.
O'Halloran, K. (2003). Intersemiosis in mathematics and science: Grammatical metaphor
and semiotic metaphor. In A.-M. Simon-Vandenbergen, M. Taverniers & L.
Ravelli (Eds.), Grammatical metaphor: Views from systemic functional linguistics
(pp. 337-3665). Amsterdam/Philadelphia: John Benjamins.
Orr, J. L. (2005). Dialogic investigations: Cultural artifacts in ESOL composition classes.
In J. K. Hall, G. Vitanova & L. Marchenkova (Eds.), Dialogue with Bakhtin on
second and foreign language learning (pp. 55-76). Mahwah, NJ: Lawrence
Erlbaum.
Oshima, A., & Hogue, A. (2006). Writing academic English (4th ed.). White Plains, NY:
Pearson Longman.
Oxford Dictionaries Online. (2011). Oxford: Oxford University Press.
http://www.oed.com, last accessed 9 December 2011.
Page, R. E. (2003). An analysis of APPRAISAL in childbirth narratives with special
consideration of gender and storytelling style. Text, 23(2), 211-237.
Painter, C. (2003a). Developing attitude: An ontogenesis perspective on APPRAISAL.
Text, 23(2), 183-209.
Painter, C. (2003b). The use of a metaphorical mode of meaning in early language
development. In A.-M. Simon-Vandenbergen, M. Taverniers & L. Ravelli (Eds.),
Grammatical metaphor: Views from systemic functional linguistics (pp. 151-167).
Amsterdam/Philadelphia: John Benjamins.
Palmer, F. R. (1986/2001). Mood and modality (2nd ed.). Cambridge/New York:
Cambridge University Press.

436

Paltridge, B. (2002). Genre, text type, and the English for Academic Purposes (EAP)
classroom. In A. M. Johns. (Ed.), Genre in the Classroom: Multiple Perspectives
(pp. 73-90). Mahwah, NJ: Lawrence Erlbaum.
Paul, A. D. (2007). IELTS as a predictor of academic language performance, Part 2. In P.
McGovern & S. Walsh (Eds.), IELTS research reports. Volume 7 (pp. 205-240).
UK/Canberra, ACT: British Council & IELTS Australia Pty Limited.
Pavlenko, A., & Lantolf, J. P. (2000). Second language learning as participation and the
(re)construction of selves. In J. P. Lantolf (Ed.), Sociocultural theory and second
language learning (pp. 155-177). Oxford: Oxford University Press.
Pennycook, A. (1996). Borrowing others' words: Text, ownership, memory, and
plagiarism. TESOL Quarterly, 30(2), 201-230.
Phillimore, J., & Koshy, P. (2010). The economic implications of fewer international
higher education students in Australia. Perth: The John Curtin Institute of Public
Policy, Curtin University, for Australian Technology Network.
Pho, P. D. (2008). Research article abstracts in applied linguistics and educational
technology: A study of linguistic realizations of rhetorical structure and authorial
stance. Discourse Studies, 10(2), 231-250.
Planalp, S. (1999). Communicating emotion: Social, moral and cultural processes.
Cambridge/New York: Cambridge University Press.
Poynton, C. (1985). Language and gender: Making the difference. Geelong: Deakin
University Press.
Prior, P. (2001). Voices in text, mind, and society: Sociohistoric accounts of discourse
acquisition and use. Journal of Second Language Writing, 10(1-2), 55-81.
Ramanathan, V., & Atkinson, D. (1999). Individualism, academic writing and ESL
writers. Journal of Second Language Writing, 8(1), 45-75.
Read, J. (1993). Development of a new measure of L2 vocabulary knowledge. Language
Testing, 10(3), 355-371.
Read, J. (1995). Refining the word associates format as a measure of depth of vocabulary
knowledge. New Zealand Studies in Applied Linguistics, 1, 1-17.
Read, J. (2000). Assessing Vocabulary. Cambridge: Cambridge University Press.
Reeve, V. G. (2011). Genre and metaphors of embodiment: Voice, view, setting and
event. Unpublished PhD, The University of Melbourne, Melbourne.
Richards, J. C. (1976). The role of vocabulary teaching. TESOL Quarterly, 10(1), 77-89.
Rogoff, B. (1990). Apprenticeship in thinking: Cognitive development in social context.
New York: Oxford University Press.
Römer, U. (2009). English in academia: Does nativeness matter? Anglistik: International
Journal of English Studies 20(2), 89-100.
Rothery, J. (1991). Developing critical literacy: an analysis of the writing task in a year
ten reference test. Issues in education for the socially and economically
disadvantaged. Monograph 1. Sydney: Metropolitan East Disadvantaged Schools
Program.
Rothery, J. (1995). Exploring literacy in school English: Write it right: Resources for
literacy and learning. Sydney: Disadvantaged Schools Program Metropolitan East
Region, NSW Department of School Education.

437

Rothery, J., & Stenglin, M. (1997). Entertaining and instructing: Exploring experience
through story. In F. Christie & J. R. Martin (Eds.), Genre and institutions: Social
processes in the workplace and school (pp. 231-263). London: Cassell.
Rothery, J., & Stenglin, M. (2000). Interpreting Literature: The Role of APPRAISAL. In
L. Unsworth (Ed.), Researching language in schools and communities:
Functional linguistic perspectives (pp. 222-244). London/New York: Cassell.
Ryle, G. (1949). The concept of mind. Chicago: University of Chicago Press.
Ryshina-Pankova, M.-V. (2006). Creating textual worlds in advanced learner writing:
The role of complex theme. In H. Byrnes (Ed.), Advanced language learning: The
contribution of Halliday and Vygotsky (pp. 164-183). London/New York:
Continuum.
Ryshina-Pankova, M.-V. (2010). Toward mastering the discourses of reasoning: Use of
grammatical metaphor at advanced levels of foreign language acquisition. The
Modern Language Journal, 94(ii), 181-197.
Sanderson, T. (2008). Interaction, identity and culture in academic writing: The case of
German, British and American academics in the humanities. In A. Adel & R.
Reppen (Eds.), Corpora and discourse: The challenges of different settings.
Amsterdam/Philadelphia: John Benjamins.
Sanger, K. (1998). The language of fiction. London/New York: Routledge.
Sano, M. (2011). Characteristic Linguistic Patterns of Evaluative Expressions in Blog
Articles: An Exploration of the Relationship between Evaluative Criteria and the
Explicitness/Implicitness of the Expressions from a Perspective of Appraisal
theory. Mathematical Linguistics, 27(7), 249-269.
Saville-Troike, M. (2003). Extending ‘communicative’ concepts in the second language
curriculum: A sociolinguistic perspective. In D. L. Lange & R. M. Paige (Eds.),
Culture as the core: Perspectives on culture in second language education (pp. 317). USA: Information Age Publishing.
Schleppegrell, M. J. (2004a). The language of schooling: A functional linguistics
perspective. Mahwah, New Jersey: Lawrence Erlbaum Associates.
Schleppegrell, M. J. (2004b). Technical writing in a second language: The role of
grammatical metaphor. In R. L. & R. Ellis (Eds.), Analysing academic writing:
Contextualised frameworks (pp. 172–189). London: Continuum.
Schleppegrell, M. J. (2006). The linguistic features of advanced language use: The
grammar of exposition. In H. Byrnes (Ed.), Advanced language learning: The
contribution of Halliday and Vygotsky (pp. 134-146). London/New York:
Continuum.
Schmitt, N., Schmitt, D., & Clapham, C. (2001). Developing and Exploring the
Behaviour of Two New Versions of the Vocabulary Levels Test. Language
Testing, 18(1), 55-88.
Schneider, M. L., & Fujishima, N. K. (1995). When practice doesn't make perfect: The
case of a graduate ESL student. In D. Belcher & G. Braine (Eds.), Academic
writing in a second language: Essays on research and pedagogy (pp. 3-22).
Norwood, NJ: Ablex.
Schumann, J. (1978). The acculturation model for second language acquisition. In R.
Gingras (Ed.), Second language acquisition and foreign language learning (pp.
27-50). Arlington, Va: Center for Applied Linguistics.
438

Scott, M., & Tribble, C. (2006). Textual patterns. Key words and corpus analysis in
language education. Amsterdam/Philadelphia: John Benjamins.
Sebeok, T. A. (Ed.). (1960). Style in language. Cambridge, Massachusetts: MIT Press.
Shen, F. (1989). The classroom and the wider culture: identity as a key to learning
English composition. College Composition and Communication, 40(4), 459-466.
Short, M. (1996). Exploring the language of poems, plays and prose. London: Longman.
Shotter, J., & Gergen, K. J. (Eds.). (1989). Texts of identity. London: Sage.
Shriver, L. (2003/2006). We need to talk about Kevin: The Text Publishing Company.
Silva, T. J. (1997). Differences in ESL and native-English-speaker writing: The research
and its implications. In C. Severino, J. C. Guerra & J. E. Butler (Eds.), Writing in
multicultural settings (pp. 209-219). New York: The Modern Language
Association of America.
Simon-Vandenbergen, A.-M. (2003). Lexical metaphor and interpersonal meaning. In A.M. Simon-Vandenbergen, M. Taverniers & L. Ravelli (Eds.), Grammatical
metaphor: Views from systemic functional linguistics (pp. 223-255).
Amsterdam/Philadelphia: John Benjamins.
Simpson, P. (1993). Language, ideology and point of view. London/New York:
Routledge.
Simpson, P. (2004). Stylistics: A resource book for students. London/New York.
Sinclair, J. (1986). Fictional worlds. In M. Coulthard (Ed.), Talking about text: Studies
presented to David Brazil on his retirement (pp. 43-60). Birmingham: Discourse
Analysis Monographs No 13. University of Birmingham: English Language
Research.
Sinclair, J. M., & Coulthard, R. M. (1975). Towards an Analysis of Discourse: The
English Used by Teachers and Pupils. London: Oxford University Press.
Skehan, P. (1985). Where does language aptitude come from? Paper presented at the
BAAL Seminar, University of Edinburgh.
Slobin, D. (2003). Language and thought online: Cognitive consequences of linguistic
relativity. In D. Gentner & S. Goldin-Meadow (Eds.), Language in mind:
Advances in the study of language and thought (pp. 157-191). MA: MIT Press.
Stanovich, P. J., & Stanovich, K. E. (2003). Using research and reason in education:
How teachers can use scientifically based research to make curricular &
instructional decisions: Partnership for Reading (Project), National Institute for
Literacy, U.S. Dept. of Education and RMC Research Corporation.
Stapleton, P., & Helms-Park, R. (2008). A response to Matsuda and Tardy’s “Voice in
academic writing: The rhetorical construction of author identity in blind
manuscript review.”. English for Specific Purposes, 27(1), 94-99.
Starfield, S. (2005 [2004]). Word power: Negotiating success in a first year sociology
essay. In L. Ravelli & R. A. Ellis (Eds.), Analysing academic writing:
Contextualized frameworks (pp. 66-83). London: Continuum.
Stenglin, M. (2008). Interpersonal meaning in 3D space: How a bonding icon gets its
'charge'. In L. Unsworth (Ed.), Multimodal semiotics: Functional analysis in
contexts of education (pp. 50-66). London/New York: Continuum.
Stern, W. (1938). General psychology from the personalistic standpoint. (Trans. H. D.
Spoerl). New York: Macmillan.

439

Strauss, S., Parastou, F., Xiang, X., & Ivanova, D. (2006). The dialogic construction of
meaning in advanced L2 writing: Bakhtinian perspectives. In H. Byrnes (Ed.),
Advanced language learning: The contribution of Halliday and Vygotsky (pp.
184-203). London/New York: Continuum.
Street, B. (1984). Literacy in theory and practice. Cambridge/New York: Cambridge
University Press.
Suzuki, T. (1975). Tozasareta gengo: Nihongo no sekai [A bound language: The world of
Japanese]. Tokyo: Natsumesha.
Swain, E. (2007). Constructing an effective 'voice' in academic discussion writing: An
Appraisal theory perspective. In A. McCabe, M. O'Donnell & R. Whittaker
(Eds.), Advances in language and education (pp. 166-184). London: Continuum.
Swales, J. M. (1990). Genre Analysis: English in Academic and Research Settings.
Cambridge: Cambridge University Press.
Swales, J. M. (1998). Other floors, other voices: A textography of a small university
building. Mahwah, N.J.: Lawrence Erlbaum Associates.
Taavitsainen, I. (1999). Personality and styles in affect in the Canterbury Tales. In G.
Lester (Ed.), Chaucer in perspective: Middle English essays in hounour of
Norman Blake (pp. 218-234). Sheffield: Sheffield Academic Press.
Taboada, M. (2009, May 20). Re: SFL software and appraisal analysis. [Electronic
message sent to <AppraisalAnalysis@yahoogroups.com>].
Taboada, M., & Grieve, J. (2004). Analyzing Appraisal automatically. Paper presented at
the AAAI (American Association for Artificial Intelligence) Spring Symposium:
Exploring Attitude and affect in text: Theories and applications, Stanford, CA.
Tajfel, H. (Ed.). (1982). Social identity and intergroup relations. New York: Cambridge
University Press.
Tajfel, H., & Turner, J. C. (1986). The social identity theory of inter-group behavior. In
S. Worchel & L. W. Austin (Eds.), Psychology of Intergroup Relations (pp. 7-24).
Chigago: Nelson-Hall.
Tang, R. (2006). Addressing self-representation in academic writing in a beginner's EAP
classroom. Journal of Language and Learning, 5(2), 76-85.
Tang, R. (2009). A dialogic account of authority in academic writing. In M. Charles, D.
Pecorari & S. Hunston (Eds.), Academic writing: At the interface of corpus and
discourse (pp. 170-188). London: Continuum.
Tang, R., & John, S. (1999). The 'I' in identity: Exploring writer identity in student
academic writing through the first person pronoun. English for Specific Purposes,
18, S23-S39.
Tann, K. (2010). Imagining communities: A multifunctional approach to identity
management in texts. In M. Bednarek & J. R. Martin (Eds.), New discourse on
language: Functional perspectives on multimodality, identity and affiliation (pp.
163-194). London/New York: Continuum.
Thesen, L. (1997). Voice, discourse, and transition: In search of new categories in EAP.
TESOL Quarterly, 31(3), 487-511.
Thompson, C. (2005). ‘Authority is everything’: A study of the politics of textual
ownership and knowledge in the formation of student writer identities.
International Journal for Educational Integrity 1(1). www.ojs.unisa.edu.au/
index.php/IJEI/article/view/18/8, last accessed 6 December 2010.
440

Thompson, G. (1996). Voices in the text: Discourse perspectives on language reports.
Applied Linguistics, 17(4), 501-530.
Thompson, G. (2001). Interaction in academic writing: Learning to argue with the reader.
Applied Linguistics, 22(1), 58-77.
Thompson, G. (2002, April 10). Re: Pain. [Electronic message sent to
<AppraisalAnalysis@yahoogroups.com>].
Thompson, G. (2005, February 9). Re: Coding people's misfortunate circumstances.
[Electronic message sent to <AppraisalAnalysis@yahoogroups.com>].
Thompson, G. (2010, January 4). Re: On Judgement, Appreciation, ethics, aesthetics and
usefulness. [Electronic message sent to <AppraisalAnalysis@yahoo
groups.com>].
Thompson, G. [in press]. AFFECT and emotion, target-value mismatches, and Russian
dolls: Refining the APPRAISAL model.
Thompson, G., & Hunston, S. (2000). Evaluation: An introduction. In S. Hunston & G.
Thompson (Eds.), Evaluation in text: Authorial stance and the construction of
discourse (pp. 1-27). Oxford: Oxford University Press.
Thompson, G., & Thetela, P. (1995). The sound of one hand clapping: The management
of interaction in written discourse. Text, 15(1), 103-127.
Thompson, G., & Zhou, J. Evaluation and organization in text: The structuring role of
evaluative disjuncts. In S. Hunston & G. Thompson (Eds.), Evaluation in text:
Authorial stance and the construction of discourse (pp. 121-141). Oxford: Oxford
University Press.
Thorndike, E. L., & Lorge, I. (1944). The Teacher's Word Book of 30,000 Words. New
York: Teachers College, Columbia University.
Thorne, J. P. (1969). Poetry, Stylistics and Imaginary Grammars. Journal of Linguistics,
5, 47-50.
Toyoda, E. (2006). Developing script-specific recognition ability: The case of learners of
Japanese. Unpublished PhD, University of Melbourne.
Tracy, K. (2002). Everyday talk: Building and reflecting identities. New York: Guildford
Press.
Trengrove, G. (1986). What is Robert Graves playing at? In C. Brumfit & R. Carter
(Eds.), Literature and language teaching (pp. 60-69). Oxford: Oxford University
Press.
Unsworth, L. (2000). Investigating subject-specific literacies in school learning. In L.
Unsworth (Ed.), Researching language in schools and communities: Functional
linguistic perspectives (pp. 245-274). London/New York: Cassell.
Uspensky, B. (1973). A poetics of composition: The structure of the artistic text and
typology of a compositional form. (Trans. V. Zavarin and S. Wittig). Berkeley/Los
Angeles: University of California Press.
van Eemeren, F. H., Grootendorst, R., Blair, J. A., Henkemans, F. S., Johnson, R. H.,
Krabbe, E. C. W., et al. (1996). Fundamentals of argumentation theory: A
handbook of historical backgrounds and contemporary developments. Mahwah,
NJ: Lawrence Erlbaum Associates.
van Peer, W. (1988). How to do things with texts: Towards a pragmatic foundation for
the teaching of texts. In M. Short (Ed.), Reading, analysing and teaching
literature. London: Longman.
441

van Peer, W., Hakemulder, J. & Zyngier, S. (2007). Lines on feeling: foregrounding,
aesthetics and meaning. Language and Literature 16(2), 197-213.
Vande Kopple, W. (1985). Some exploratory discourse on metadiscourse. College
Composition and Communication, 36(1), 82-93.
Vassileva, I. (2000). Who is the author?: A contrastive analysis of authorial presence in
English, German, French, Russian and Bulgarian academic discourse. Sankt
Augustin: Asgard.
Ventola, E. (1996). Packing and unpacking of information in academic texts. In E.
Ventola & A. Mauranen (Eds.), Academic writing: Intercultural and textual
issues (pp. 153-194). Amsterdam/Philadelphia: John Benjamins.
Vinay, J.-P., & Darbelnet, J. (1995). Comparative stylistics of French and English.
(Trans. J. C. Sager and M.-J. Hamel). Amsterdam/Philadelphia: John Benjamins.
Vygotsky, L. S. (1978). Mind in society: The development of higher educational
processes. Cambridge, MA: Harvard University Press.
Walsh, C. E. (1991). Pedagogy and the struggle for voice: Issues of language, power,
and schooling for Puerto Ricans. New York: Bergin & Garvey.
Weedon, C. (1987). Feminist practice and postructuralist theory. Oxford: Blackwell.
Wells, G. (1999). Dialogic inquiry: Toward a sociocultural practice and theory of
education. Cambridge/ New York: Cambridge University Press.
Wertsch, J. V. (1990). The voice of rationality in a sociocultural approach to mind. In L.
Moll (Ed.), Vygotsky and education (pp. 111-126). Cambridge: Cambridge
University Press.
Wertsch, J. V. (1991). Voices of the mind: A sociocultural approach to mediated action.
Cambridge, Massachusetts: Harvard University Press.
West, M. (1953). A General Service List of English Words. London: Longman.
White, P. R. R. (1997). The grammar of fact and opinion: Authorial stance and the
construction of media objectivity. Paper presented at the International Systemic
Functional Conference, Toronto, York University.
White, P. R. R. (1998). Telling Media Tales: the News Story As Rhetoric. Unpublished
PhD, University of Sydney.
White, P. R. R. (2001a). ‘Appraisal guide’. Unpublished manuscript (word processor
version).http://www.grammatics.com/appraisal/AppraisalGuide/UnFramed/Stage
2 -Attitude-Judgement.htm, last accessed 3 May 2003.
White, P. (2001b). ‘Introductory tour through appraisal theory’. Unpublished manuscript
(word processor version). http://www.grammatics.com/appraisal/Appraisal
Outline/UnFramed/AppraisalOutline.html, last accessed 3 May 2003.
White, P. R. R. (2004). Subjectivity, evaluation and point of view in media discourse. In
C. Coffin, A. Hewings & K. O'Halloran (Eds.), Applying English Grammar:
Functional and corpus approaches (pp. 229-246). London: Arnold.
Wierzbicka, A. (1992). Semantics, culture, and cognition: Universal human concepts in
culture-specific configurations. New York: Oxford University Press.
Wigboldus, D., Spears, R., & Semin, G. (1999). Categorization, content and the context
of communicative behaviour. In N. Ellemers, R. Spears & B. Doosje (Eds.),
Social Identity: Context, commitment, content (pp. 147-163). Oxford /Malden,
MA: Blackwell.

442

Williams, G. (2001). Literacy pedagogy prior to schooling: Relations between social
positioning and semantic variation. In A. Morais, H. Baillie & B. Thomas (Eds.),
Towards a sociology of pedagogy: The contribution of Basil Bernstein to research
(pp. 17-45). New York: Peter Lang.
Winton, T. (1986). That eye, the sky. Melbourne: Penguin.
Woodworth, M. K. (1994). Teaching voice. In K.B. Yancey (Ed.), Voices on voice:
Perspectives, definitions, inquiry (pp. 145-158). USA: National Council of
Teachers of English.
Xue, G., & Nation, I. S. P. (1984). A University Word List. Language Learning and
Communication, 3(2), 215-229.
Zyngier, S., & Shepherd, T. M. G. (2003). What is literature, really? A corpus-driven
study of students' statements. Style, 37(1), 14-26.

443

Modelling voice as Appraisal and Involvement resources:
The portrayal of textual identities and interpersonal relationships
in the written stylistic analyses of non-native speaker,
international undergraduates.
Volume 2
(Appendices)

Anne Isaac

A thesis submitted for the degree of Doctor of Philosophy
University of Canberra
September 2012

©

Anne Isaac

2012

ii

Table of Contents
Appendix 1

The pilot study vocabulary test component

1

Appendix 2

Participant profiles (Final study)

7

Appendix 3

Questionnaire

8

Appendix 4

Armin:

Narrative (N1.2)

10

Appendix 5

Aliénor:

Narrative (N2.2)

12

Appendix 5

Aliénor:

Stylistic analysis (A2)

13

Appendix 7

Alienor:

Final feedback interview

17

Appendix 8

Aliénor:

Narrative (N1.2)

25

Appendix 9

Aliénor:

Stylistic analysis (A1)

26

Appendix 10 Naomi:

Stylistic analysis (A1)

30

Appendix 11 Helen:

Stylistic analysis (A1)

33

Appendix 12 Armin:

Stylistic analysis (A1)

36

Appendix 13 Sara:

Stylistic analysis (A1)

40

Appendix 14 Ayami:

Stylistic analysis (A1)

44

Appendix 15 Susanne:

Stylistic analysis (A1)

47

Appendix 16 May:

Stylistic analysis (A1)

51

Appendix 17 Johanna:

Stylistic analysis (A1)

54

Appendix 18 Aqua:

Stylistic analysis (A1)

57

Appendix 19 Plain language statement

60

Appendix 20 Consent form

65

Appendix 21 Stylistic analysis task guide

67

Appendix 22 Contractive Heterogloss strategies

71

Appendix 23 ‘The Letter’

72

iii

Appendix 24 Aliénor:

Genre analysis (A1)

74

Appendix 25 Aliénor:

Attitude and Graduation analysis (A1)

78

Appendix 26 Aliénor :

Engagement, self- & reader-reference and voice roles
analyses (A1)

95

Appendix 27 Aliénor:

Involvement analysis (A1)

99

Appendix 28 Naomi:

Genre analysis (A1)

103

Appendix 29 Naomi:

Attitude and Graduation analysis (A1)

106

Appendix 30 Naomi:

Engagement, self- and reader-reference and voice roles
analysis (A1)

113

Appendix 31 Naomi:

Involvement analysis (A1)

116

Appendix 32 Helen:

Genre analysis (A1)

119

Appendix 33 Helen:

Attitude and Graduation analysis (A1)

122

Appendix 34 Helen:

Engagement, self- and reader-reference and voice roles
analysis (A1)

133

Involvement analysis (A1)

137

Appendix 35 Helen:

Appendix 36 Aliénor, Naomi, Helen: Quantitative results of the A1 voice analyses

iv

141

Appendix 1 The pilot study vocabulary test component
Instruments
Test 1: The size test
The size test was made up of two parts: Part I was a validated version of the Levels Test
developed by Professor Norbert Schmitt (in Schmitt, Schmitt & Clapham 2001). Part II
consisted of an additional 30 target words drawn from the ESML curriculum corpus and from
the embedded test of inferencing skills (Test 3 below) after consultation with Schmitt and
checks against other sources (the British National Corpus 1991-1994, the Bank of English
Concordance sampler (1991- 2000), Kucera & Francis 1967, Thorndike & Lorge 1944, West
1953). The Levels test measures receptive knowledge of words at the 2000, 3000, 5000,
10,000 levels of frequency, and academic vocabulary taken from the Academic Word List
(Coxhead 1998, 2000) and the University Word List (Xue & Nation 1984). At each level of
the test, there are 10 ‘testlets’ or clusters of 6 words each and 3 definitions as illustrated in
Table 1 below.

Table 1 Sample testlet from the Levels test (Schmitt, Schmitt & Clapham 2001)
1
2
3
4
5
6

business
clock
horse
pencil
shoe
wall

___6__ part of a house
___3__ animal with four legs
___4__ something used for writing

Part II consisted of a further 10 'testlets’ developed by me, one at the 3000 level, two at the
4000 level, four at the 6000 level, two at the 10,000 level and a final 'testlet' consisting of
colloquial and idiomatic Australian English vocabulary at a range of levels with a similar but
not identical distribution of parts of speech (a majority of clusters of nouns, and a lesser and
fairly equal distribution of verbs and adjectives.) The presence of items from the curriculum
corpus was intended to provide a measure of instructed learning in the post-test.

Test 2: The depth test
The vocabulary depth test was in part modelled on the Word Associates Test (Read 1993,
1995) and designed to measure both receptive and productive knowledge. Like the size test,
1

the depth test was discrete and context independent. It consisted of 40 items: Part I, which
tested receptive knowledge was modelled on the Word Associates Test and made up of 32
items, 16 items from the original Levels Test and 16 from the additional component of the
size test). Test-takers were asked to match each item with four words from a list of eight
other words, which included definitions, synonyms, antonyms, collocations and associates.
Part II was productive and composed of 8 items from the additional component of the size
test (4 items coming from the curriculum corpus, and 4 from the embedded test). Test-takers
were required to write anything they knew about an item, including its meaning/s, synonyms
or associates and collocations, and if they could, to provide an example of the word in a
sentence.
The cross-referencing in the depth test of items and distractors from the size and embedded
tests provided an inbuilt validation: where students had guessed answers in the size test, they
were unlikely to provide additional information in the depth test. Where the embedded test
items were concerned, the depth test provided information about what was known about these
items prior to trying to understand their meaning in context). Furthermore, as in the size test,
the presence of items from the curriculum corpus potentially represented a measure of
instructed learning.

Test 3: The embedded test of inferencing skills
The test of inferencing skills was based on an extract from a contemporary Australian novel.
The choice of text assumed that the test-takers would be able to relate to its content – cameos
of two characters, one younger, the other older, one Australian, the other an Asian migrant –
and its language style – a range of more formal and informal, colloquial words and
expressions – but that they would not know some of the vocabulary and would have to infer
the meanings of these words. The test was made up of 26 items, 16 testing receptive
knowledge and 10 testing productive knowledge. The majority of items (18) tested the ability
to guess the meaning of words using contextual cues (lexical inferencing skills); three items
related to stylistic knowledge and figurative meanings; five items involved interpretation
from the specific sections of the co-text.

2

Data analysis
All tests were scored by me in consultation with a language testing expert, Dr Annie Brown,
from the Language Testing Centre at the University of Melbourne. Scoring of the size test,
Part I of the depth test and the receptive and productive items of the embedded test was
relatively straightforward, with each correct item given a score of 1 point. Hence Part I of the
Size test was worth a total of 150 points and Part II, 30 points. The embedded test was worth
a total of 26 points and scoring of Part I of the Depth test involved a maximum of 4 points
per item in all but one item, which was worth 3 points, making a total of 127 points.
However, scoring of the productive, Part II of the depth test was more complex. Following
Read (2000, personal communication 18 December, 2001) I adopted a multiple scale
according to which marks were awarded for each aspect of word knowledge independently,
and with the exception of a precise definition, equally, as shown in Table 2 below:

Table 2 Multiple scale for scoring Part 2 of the Depth test
Precise definition
Synonym
Collocation
Knowledge of part of speech
Demonstration of stylistic knowledge
Demonstration of knowledge of affective qualities

2 per meaning
1
1
1
1
1

Example sentence:
Demonstration of contextual or collocational appropriateness
Demonstration of precision of meaning
Demonstration of syntactic appropriateness
Demonstration of appropriateness

1
1
1
1

Allocation of a maximum of 8 points per item

Given the range of performances on the productive items, even among NS participants, it was
difficult to set a requisite score for any one item, and as a result, no total score was imposed
on Part II of the depth test.

Results
The tables below provide a comparison between the average scores of the ESML participants
(Group 1) and the control group NNS participants (Group 2) on each of the three tests and at
the first and second test sessions. In addition, Table 3 highlights differences between the
scores of the NNS participants (Groups 1 and 2), and those of the NS participants (Group 3).
It shows that the gap between the average scores of NSs and the Session 1 scores of NNS
3

participants was greatest on Part I of the size test and on both parts of the depth test, but
particularly the productive component of the latter (Part II). The higher Group 3 scores on the
size test can be explained by the fact that NNS participants were less familiar with words
tested at the 5000 and 10000 frequency levels likely. Similarly, the substantially lower depth
test scores of Groups 1 and 2 can be attributed to the fact that depth of vocabulary knowledge
is a sign of advanced language proficiency, and that measures of productive vocabulary
knowledge are more exacting than measures of receptive vocabulary. Table 3 also shows that,
even taking standard deviation figures into account, the average before and after scores of
Group 1 appear to be lower overall than those of Group 2. It should however, be noted that in
the case of Group 2 the size of the sample is too small to be a reliable indication.

Table 3 Comparison of Test Performances of All Participant Groups
Scores
Average scores
Session 1
Group 1
N=10
Average scores
Session 2
Group 1
N=10
Average scores
Session 1
Group 2
N=3
Average scores
Session 2
Group 2
N=3
Average
scores Group 3
N=8

Size Test Part I
/150
111.5

Size
Test
Part II /30
22.8

Depth Test
Part I /127
89

Depth
Part II
10.8

sd

sd

sd

sd

10.4

115
sd

24.8
9.1

128.3
sd

3.7

2.5

sd

2.6

sd

1

sd

9.3

sd

1.7

sd

3

sd

3.4

sd

6.9

sd
*N=9
23

3.7

sd

2.3

sd
*N=2
25.5

0

8.3

sd
*N=2
22.8

1

8.8

sd

3.2

25.6
2

116
2.4

sd
*N=9
19.2

28.3

109

27.8
5.3

sd

sd
36

9.1

sd

Embedded
/26
16.6

7.2

10.6

109

28

146
sd

sd

9.9

95.5

26

135
sd

3.4

Test

Test

Tables 4 and 5 focus more closely on changes over time in the vocabulary knowledge of
Groups 1 and 2, as measured by the three tests. Changes are shown as a percentage. Table 4
shows an overall increase in the scores of participants in both Groups 1 and 2. The same
trend is apparent in increases in the scores of both groups on Part II of the size test which
largely measured knowledge of target vocabulary from the curriculum corpus, and where a
more distinct increase in Group 1 scores might have been expected. These findings can, at
least in part, be explained by the fact that the participants completed the same test twice,
making it difficult to distinguish between changes in the construct being measured and effects
4

of the testing process. Again, indications that the changes in Group 2 scores were greater than
those in Group 1 are unreliable because of the much smaller sample in the former group.
Negative changes in the results of both groups on Part II of the depth test can be related to the
fact that participants generally wrote much less in this section of the post-course test by
comparison with their performance in the first test. Given that this part of the depth test
measures productive knowledge, a greater cognitive effort is required on the part of the test
taker. Two of the informants in the post-course validation interview stated that this was for
them the most difficult part of the testing component. It is possible that the participants were
less inclined to make the required effort in the second test session which they generally found
less challenging than the first.
On the other hand, Table 4 shows a considerable increase in the average embedded test scores
of Group 1, and a 5% increase in their results on Part I of the depth test, while no change was
recorded in Group 2 scores for this latter section.

Table 4

Changes Over Time in Group 1 and Group 2 Performances

Scores
Average change (%)
Session 1 – Session 2
Group 1
N=10
Average change (%)
Session 1 – Session 2
Group 2
N=3

Size
Test
Part I /150
+ 2.8%

Size
Test
Part II /30
+ 6.6%

Depth Test
Part I /127
+ 5%

Depth Test
Part II
- .24%

Embedded Test
/26
+ 13.6%

+ 5.2%

+ 7.6%

=

- 9.6%

*N=9
+ 10.6%
*N=2

Further analysis of results on Part I of the depth test is provided in Table 5, which shows a
breakdown of the test items according to their sources – the curriculum corpus and Part I of
the size test (the Levels Test) -- and compares changes in Group 1 and 2 performances on
these sets of vocabulary. The 12.2% change in Group 1 results on the explicitly instructed
items is noteworthy and suggests a relationship between the ESML teaching approach and
the development of target vocabulary knowledge. The increase in knowledge of words
encountered incidentally in the curriculum is far less prominent, as might be expected given
that evidence of incidental acquisition is normally difficult to detect within a time frame as
short as 12 weeks.
5

Table 5 Comparison of Group 1 and Group 2 Performances on Part I of the Depth Test
Depth Test Part I Scores
Average change (%)
Session 1 – Session 2
Group 1
N=10
Average change (%)
Session 1 – Session 2
Group 2
N=3

Target Words:
Explicit Instruction /44
+ 12.2%

Target Words:
Incidental Learning /19
+ 3.1%

Words from Size Test
Part I /64
+ 2%

+ 6.9%

+ 5.2%

+ 1.3%
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Appendix 2 Participant profiles (Final study)
Name

Gender

Age

Country of
birth

Other
languages

Course, year &
status

Entrance scores:
reading & writing

Time in
Australia

Aliénor

f

19

France

French

Arts
Year 2
Exchange

75%

68%

1wk

Armin

m

19

Germany

German

89%

89%

1mth

6mths

Aqua

f

19

Indonesia

Indonesian

No record

4.5yrs

3yrs

Ayami

f

19

Japan

Japanese

No record

1.5yrs

Helen

f

18

Hong Kong

Cantonese

78%

78%

1.5yrs

Johanna

f

25

Sweden

Swedish

78%

44%

1mth

May

f

22

Japan

Japanese

Naomi

f

22

China

Cantonese
Mandarin

Sara

f

24

Germany

German
French

Arts
Year 1
Exchange
Arts /Science
Year 2
Degree
Arts
Year 1
Degree
Architecture
Year 1
Degree
Arts/Social Work
Year 2
Exchange
Arts
Year 2
Exchange
Law
Year 1
Degree
Engineering
Year 4
Exchange

Susanne

f

24

Germany

German
Russian
Japanese
French

Arts
Year 4
Exchange

Abbreviations
ES = English speaking
EMI = English Medium Instruction

PS = Primary School
HS = High School

English language
learning background:
Yrs x hrs/wk
EMI 2 yrs
4yrs x 2hrs (PS)
3yrs x 8-11hrs (HS)
2yrs x 2-6hrs (U)
6yrs x 2hrs (PS)
5mths x 30hrs (LS)
EMI 1yr (FS)
EMI 5yrs (HS)
EMI 1yr (FS)
3yrs x 4-5hrs (HS)
3yrs x 10hrs (HS)
EMI 1yr (FS)
6yrs x 6hrs (PS)
EMI 5yrs (HS)
EMI 1yr (FS)
3yrs x 1hr (PS)
3yrs x 4hrs (HS)
.5yr x 3hrs (U)
6yrs x 4-5hrs (HS)
2yrs x 2hrs (U)

No record

.5yr

72%

78%

1 wk

100%

78%

6 mths

7mths

100%

89%

1 mth

6mths

FS = Foundation Studies U = University
LS = Language School
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Time in
other ES
countries
4yrs
2mths

4yrs x 3hrs (HS)
3yrs x 12hrs (U)
2yrs x 4hrs (PS)
7yrs x 5hrs (HS)
.5yr x 3hrs (U)
2wks x 40hrs (LS)
7yrs x 2-3 hrs (HS)
EMI x 4yrs (U)

Appendix 3 Questionnaire

What name would you like to be called for the purposes of this project?

______________________________

Family Name _____________________________________

Given Names

Address

Email address __________________________________

_____________________________________-

__________________________________

_____________________________________
Postcode

_________

Date of Birth

_______________________________

Resident Status

Permanent Resident



Overseas Resident



Telephone

_______________________________

Country of Birth

_______________________________

Length of residence in Australia

First language _______________________________

____________________

Other languages spoken ____________________________
___________________________
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University Status
Undergraduate
Year

1

2

3

4

Faculty

_________________________________

Subjects studied this year

Department

_________________________________

______________________________________________________

Course

_________________________________

______________________________________________________

______________________________

English language background
How much time have you spent living in an English-speaking
environment?
English

language

_______________________________________________
learning Where ?

How long? (weeks, months, How many hours per week?

background:

years)

Primary school

_______________________

_______________________

_______________________

Secondary school

_______________________

_______________________

_______________________

University

_______________________

_______________________

_______________________

Other

_______________________

_______________________

_______________________

Thank you very much for completing this questionnaire!
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Appendix 4 Armin: Narrative (N1.2)

Salty Sunday
Today is June 22nd 1997, it is one of those days God didn't create for mass production,
the air smells different. You know something is going to happen but you don' t know
what until you find out. It' s the third race of the German Junior Kart Championship. I
am the local hero. My father, my team- manager, everybody expects a great performance.
I feel the pressure when I get up in the morning, I shiver when I climb into my seat. They
start my engine and the tension is gone, I am nothing but concentrated.
One last glance into my fathers eyes, " make us proud this time " he says. Formation lap.
Start! The field is heading towards the first corner, someone bumps into the back of my
kart, there is a chain reaction and two or three drivers find themselves off the track.. I am
sixth after the second bend, the first two put distance between them and my group of 5
competitors changing positions every lap. I see the sign ' 4 laps to go ', slip stream, a gap,
I pull out, break, touch his side and - done. I am in third position. The first time in my
entire life that I have the opportunity to climb on the podium at the German
Championship, in other words, to make my father proud. Last Lap, I feel a CRG driver
breathing down my neck, he attacks, I smash the door- lucky, 500 metres to go.
Then all of a sudden, the engine turns off, I can' t believe it, it just turns off. Hastily
searching for the defect I roll in the grass, - silence - absolute silence. I hear the blood in
my veins, my pulse, my heart. I taste the sweat pouring down my face, then it mixes with
tears but still tastes salty, disgusting.
Unable to grasp and comprehend reality, I hear the speaker say my name. On an impulse
I climb out of my kart, kick it, sit in the grass, take off my helmet and cry, cry like a
baby. A minute later the race is over. Dad comes, hugs me, saying nothing. I ask "why",
he says nothing.
10

Until today we never found out what caused the engine to turn off. The only two things
that remain are the ' why ' and the disappointment in my father' s eyes.
The message? There is none. But I remember it as the first time when my fate turned its
back on me.
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Appendix 5 Aliénor: Narrative (N2.2)

My little brother
It was August 19th 1990. It was a hot summer day and I was alone at home when the
telephone rang. It was my Dad announcing to me that the little brother was born. I hanged up
and smiled involuntarily. However, when the car which was bringing home the newborn
child entered the courtyard, a feeling of intense uneasiness overwhelmed me.
My mother went out of the car, carrying him in her arms. I was standing on the steps of the
house and tried to see him but I could not. The sun was shining very hard and was dazzling
my eyes. Thus, I was confusing the sun and the little brother. The little creature in my mum’s
arms was sparkling so hard that he seemed to be clad with sun; he even seemed to be the sun
itself. It was a mere play of light but it had such an impact on the way I first apprehended the
little brother: the light surrounding him conferred great authority on him. Therefore, and
against all expectations, the weak baby overawed me so much. Not only was I impressed but
also distrustful. He was an outsider to me. Therefore, whereas all my family was surrounding
him, I was standing apart, making sure there was always a certain distance between he and I.
I was just not accepting the idea that an intruder could be admitted into my very own family.
But then an inexplicable change occurred in my mind. He went to sleep, and I felt I had to
see him. I thus disobeyed my mother who told us to leave him alone so that he could rest and
I entered his quiet, dark and cool room and here he was, lying in his cradle. I was alone with
the little baby, and at this very moment, he was all mine. I was not concerned about the
others’ eyes anymore. I leaned over the cradle and contemplated the little ‘thing’ sleeping.
Suddenly, he woke up, as if he had realized I was staring at him. I was afraid he might start to
cry but he did not. He gazed at me and gave me a smile I will remember all my life. In a burst
of joy, I sang and danced around his cradle for one hour. It looked like a ceremony
designated to show him I had accepted him into my heart. When I finally left his room, I
thought ‘Now he is my little brother’.
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Appendix 6 Aliénor: Stylistic analysis (A2)

Extract from Tim Winton’s That eye, the sky
This text is an extract from that eye, the sky, written by Tim Winton in 1986. The
whole book is about a young boy’s vision of the world. Indeed, the first person narrative of
that eye, the sky makes the reader enter the thoughts and feelings of a twelve year old boy,
Ort, suddenly confronted with a tragic event, his father’s car accident, turning point of the
story, which shatters his quiet and tranquil life. Thus, the passage is of particular relevance,
as it mainly deals with a dialogue between Ort and his mother following his first visit to his
father who is in a coma.
The extract illustrates the impact of the accident which stealthily creeps into the life of the
family. What strikes the attention is the misunderstanding between the two protagonists of the
passage. Thanks to specific linguistic devices, Tim Winton makes us feel the wall under
construction between the mother and the son, creating both a feeling of uneasiness and pity.
Indeed, the text arouses our compassion, because of the ordeal the family has to face, and
makes us ill at ease because of what is left unsaid.
It appears to me that the themes of the dream and the daydream underpin the passage. Indeed,
two kinds of dream are evoked in the text: the coma of the father, and the imaginary world of
Ort. And these two dreams are actually the cause of the invisible wall that separates Ort from
his mother.
Thus, in this essay, I will attempt to show how the dream confines each character in mutual
misunderstanding, emphasizing the specific linguistic, grammatical, phonological patterns
that are used to convey this idea.
The shape of the dialogue is quite interesting. Indeed, it seems to be divided into two parts.
The first one mainly deals with the mother’s questioning about the coma of his husband, and
the second, with Ort’s questioning about dreams in general. They both need answers and they
both fail to answer the questions of the other.
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The description Ort gives of his mother shows that she is tormented. The adjective ‘sleepy’ to
qualify the features of her face, and the expression ‘hard thinking’ reveal this impression of
nervousness. Moreover, “hard thinking” is preceded by the present perfect continuous ‘she’s
been doing’, which suggests an idea of duration. Her agitation may have last quite a long
time. The adverb “all of a sudden” which precedes the sentence ‘...putting her arms around
me like she used to when I was really a kid’ also denotes a tension: this “explosion” of
tenderness suggests a state of feverishness. The reader soon realizes she has come in the room
of Ort to have an answer to something she feels very strongly about. It is therefore interesting
to see the difficulty she has to ask the question. Quite revealing is the repetition of the
indefinite pronoun ‘something’: ‘Can you tell me something?’, ‘There’s something I need to
know’, ‘It’s something that no one else in the world can tell me’. Ort’s mother beats about the
bush. It can be related to the uncompleted sentence: ‘You see...’ and to the “prefacing” word:
“well’. These linguistic patterns make us feel her uneasiness. Indeed, they indicate a
hesitation, a slowing down in her delivery. She gives her more time, because she does not
dare speak openly. As if an invisible brake was preventing her from it. When she finally takes
the plunge, she uses the indefinite noun ‘thing’: ‘Can you remember any little thing?’; ‘Did
you think things? Did you hear things? There are also numerous interrogative sentences.
What does that suggest? Ort’s mother wants an answer to something that is a mystery to her:
the hyperbolic expression ‘no one else in the world can tell me’, and the repetition of the verb
‘remember’ shows that only Ort can answer, because he also went through a coma. Ort’s
mother needs the experience of Ort, which is obscure to her, that is why she uses indefinite
and vague sentences.
But, what is striking is the discrepancy, the gap between Ort and his mother. A few relevant
details can be evoked. First, Ort cuts her short: ‘“... and...”, “I remember”’. The sentence in
the imperative ‘Hush a bit.’ following Ort’s exclamation ‘He isn’t dead!’ is also interesting.
She puts a brake to his enthusiasm. He wants to answer but she does not let him. If we look
closely at the part dedicated to Ort, the same mechanism that we observed in the part devoted
to his mother occurs. There are many interrogative sentences, there is an unfinished sentence:
‘but...’ followed by suspension points which reveals he is struggling to find the right words,
just as his mother a few seconds before, he is also using indefinite nouns such as ‘things’, and
he also comes up against the misunderstanding of his interlocutor ‘I dunno, Ort, I just don’t
know all that. I can’t even get me mind to think about it’. There are three negative sentences
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one after the other, which clearly demonstrate that the mother is incapable of helping him
answer his ‘existential’ questions.
What is the cause of the misunderstanding? To me, the dream pervades the whole passage
and gives the impression that Ort and his mother live in separate realities. First of all, it is
important to keep in mind that the scene takes place during the night. The opening sentence
‘Before she goes to bed, Mum comes into my room and sits on my bed’ is not trivial. Night is
the privileged time for dreams and the bed is their privileged place.
But precisely, it is the fact that he is a child that puts up a barrier between them. The fact that
she sits on his book and that ‘it’s all crumpled’ because of her is relevant. It is an implicit
misunderstanding of what is important to Ort and what is not. When he describes his room,
he enumerates: his ‘leaning wardrobe’, ‘the picture of Luke Skywalker’, ‘the bits of wood I
keep because they look like animals and stuff’, ‘the plane Dad made me out of balsa’, ‘and
then I look at Mum and see her worried face’. She stands at the end of the enumeration and
seems to be so far away from all the other objects which were all related to the sphere of
imagination and dream. At this point, I think that Ort feels the incredulity of his mother; that
is why he wants to justify his point of view. He draws a paradoxical parallelism: ‘What if
you’re awake when you go to sleep and dreaming when you wake up?’ Ort refuses the
conventional world of adults, suggesting that life may be just a daydream, and that people
who are sleeping are actually awake. In a roundabout way, he is saying that his father is
actually the only one who has understood this truth. Ort’s proclivity to believe in the
supernatural is linked with his deep connection with the natural world. He describes the
nature surrounding the house. The lexical set of the elements of nature can be evoked: ‘the
grass’, ‘a fox’, ‘a roo’, ‘the sky’, ‘stars’, ‘the wind’. We can feel his attachment to nature,
where everything is possible. It is not without cause that he relates the sound of the wind to a
bell: ‘the wind makes a kind of noise in my ear that reminds me of a bell. Not a school bell.
Deeper. Bong, in my ear’. Later, his feeling that there is something in the world which is
beyond man’s reason will find its expression in religion. But his faith in God emerges at the
end of the passage. His final ‘please?’ is the indication that he has started to believe in God,
but in his own God, and in his immense goodness.
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Thus, dream is the underlying theme which structures the whole passage. Alice wonders
whether her husband is alive or not, whether he is conscious in his strange and uncommon
sleep. It sets in motion Ort’s questioning about his own dreams, and this intertwining
establishes a wall between the two protagonists, because they live in separate worlds, the
rational world of adults, and the supernatural world of children. Moreover, Ort has a great
faculty for imagination. It is not surprising that later in the book, he will try to reach the
‘weird kind of land’ described in his book through his own wardrobe. In That eye, the sky,
Tim Winton makes a young boy talk, and I believe it is an implicit praise of childhood and its
spontaneity and informality which can be related to the author’s rejection of institutions and
conventions.
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Appendix 7 Alienor: Final feedback interview

Key
A
T
*

A
T
A
T
A
T
A
T

A
T
A
T
A
T
A
T
A
T
A
T
A
T
A

Aliénor
Teacher (myself)
Unintelligible word
Life this semester
It was difficult at beginning. I arrived late. My housemates helped a lot. I met lots of
international students.
In my everyday language I didn’t really improve my English.
Did you talk in English with your housemates?
Yes I talked English a lot with them … but my conversation has not improved.
But in the formal things it’s getting better.
So participating in discussions for example?
Yeah, yeah.
Do you feel better about that now, than you did at the beginning of semester?
Not necessarily.
I’ll ask you a little bit more about that later.
ESML
Well it was a course that was really apart from all the others. Well it was a useful course to
help me with my other courses, and um I liked it.
What were the best things about it?
All the things I learned. Well as you know I love literature so I like to focus on literature and
working on figurative language and stuff like that.
Do you think it was a literature course or language course? Last time I asked I think you
said it was both. Is is still the same thing?
Yeah, still.
What did you learn about literature?
Well the Australian literature that I really didn’t know like Tim Winton and Hotel Sorrento.
And well the English equivalent for all I learned in French about figurative language.
Are there any specific examples of classes, discussions, activities or handouts where you felt
you’d learned something like figurative language?
Well there was all this papers that you gave
Many pieces of paper.
LAUGHS … ‘understatement’ for example or ‘parallelism’ and um no it’s all the figurative
language
So all the stylistic devices?
Yeah.
That’s what you mean by figurative language?
Yeah.

17

T
A
T
A
T
A
T
A
T
A
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A
T
A
T
A
T

OK. Because you already knew about those things from French, from your Bac you told me.
Yeah.
So this was bringing you up to that same standard in English?
Yes.
Is that what you are saying, or am I putting words in your …
No, no it was. LAUGHS
OK. That’s good. Can you think of any classes when you felt there was particular … where
you came out and you felt that you’d learned something?
I told you just * for the understatement and also many *** genres.
Narrative?
Yeah narrative.
The lecture we had on the handout?
Uh huh.
Was some of that new?
Well I studied it in French. But it’s always different when the language changes.
Uh huh. So the idea about narrative perspective as well and voice?
Yeah.
Was that a bit more than you’d had (in French) or was it the same?
No it was the same.
OK and what about exposition genre, because we did quite a bit of work with that, for the
essay and the structuring and so on?
Exposition genre?
Exposition. Yes with the idea of a thesis and then …
Oh.
Arguing a thesis and then connecting topic sentences back to the thesis. Was that new at all?
Well um for example, in the conclusion to remind all the stylistic devices that I use in the
body, I would never do that in French. So that was kind of thing that usually was in essays
you * the thesis , and then you have to go back to the thesis always.
And have you been able to apply any of the things that you’ve learned in other subjects? We
did talk about this earlier and you told me that you had been able to apply certain things in
Anthropology.
Yeah.
And I just wondered if you had that feeling in the second part of the semester?
Yes.
And any particular things come to mind?
It was in writing my essays… you know, I know cause I made lots of connections through
the * certain thing ‘oh I’ve said this …’
Can you think of anything specific?
Yeah, yeah.
So for example, in essay writing the idea of the structure being fairly tight, did that help you
in other subjects at all, or did it come into your mind when you were drafting for other
subjects?
Oh it was more the … vocabulary and the PAUSE
You talked about word choice and how that had helped you.
Yeah.
And I think you also talked about patterns and making logical connections in the Witchcraft
subject. Vocabulary and making logical connections you said had helped you in reading.
Yes maybe.
OK. So you’ve told me about literature and about language knowledge that you’d gained.
You said that you didn’t think that your language skills had improved that much in terms of
conversation
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Yes maybe.
But in terms of writing skills or reading skills or class discussion … I asked you a little bit
about that and you sort of said ‘Not necessarily’. Did you feel that your participation in class
in ESML changed at all over the semester?
Well I (don’t?) just think there was a general improvement at the end of the year with the
discussion with the oral presentations, yeah?
Do you want to talk about that a bit, and about presentations and your experiences of
presentations?
Well I had the impression that at the end people were more spontaneously speaking and was
more vivid, yeah much more vivid.
Uh huh. Lively. Lively, yeah
And you were speaking more at the end?
Maybe a little bit yeah.
OK. Do you feel that you gained any cultural knowledge from doing this course?
Yeah. That’s the literature, the rich …
Hm hm. OK. Anything in particular about culture that you feel you came away with?
Well for example when my housemates they talk about Tim Winton, now I know who he is
or just when we went to Sorrento, and you know, I knew…
Where Sorrento was …
Yeah.
Problems with ESML
Good. All right. What were the problems?
Well it’s just that at the end of the year we had many things to do and I had many bad
problems and how do you say…
Getting your creative writing and assignment in on time?
Yeah. Some things should have come earlier. But you gave the creative writing earlier.
You’re saying that the timing of the workload was difficult.
I think I told you that sometimes I felt a bit boring not talking
Yes and things were going a bit slowly.
It did improve afterward. Yes.
Other students
How did you feel about the other students?
I got to know some of them and I see them outside of the class and um hang out with them
(LAUGHS)
You’d hang out with them – I think your conversation skills have improved.
That what I told you, that there was a general improvement in the participation in the
cohesion of the class.
So did you feel when you walked into the room that you were part of a group?
Yeah.
How did you feel about the mixture of cultural backgrounds?
That was … I’ve said this already but it was nice especially when you were asking each
person about their own culture, what it was like in their country …so that we could get to
know more about the different culture that there were in the class.
Is there any particular topic that comes to mind where you felt you learned something about
different cultures?
I can’t think of something …You often asked ***countries *
One of the things that a lot of people have brought up is the male/female relationships.
Yes.
Sometimes not very accurately … somebody said that they thought Sara had said something
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about thinking that all French men were gay, whereas I thought that was you who said that
you thought all Australian men were gay.
LAUGHS That was what I thought. Yes. It was because of the poem.
Yes that’s right
‘Australians you don’t like women
You put your arm around other men in bars’ and so on.
Yeah and I just came back from Sydney where I saw a lot of gay men’s bars…
How did you feel about the fact that the majority of [ESML] students were female?
Well it’s often the way it is in Arts subjects …
Do you think that made it easier to talk about things in class?
Maybe it would have made a difference for some people, I don’t know. I don’t really know
about Asian people but maybe they’re not so used to, maybe with male students maybe it
would be less …. maybe they would be less at ease, but I don’t know…
It’s quite possible, although maybe if there were more Asian male students maybe they
would have been also more at ease.
Yeah. Yeah.
Hard to know. Some people thought … they felt were more comfortable because there were
fewer males there.
How did you feel about missing an hour a week?
It was ok because you explained when we arrived you always explained what you’d talked
about.
Some people have commented about the fact that the whole class was only together one
hour per week -- it made it harder to feel that there was a sense of cohesion
Really?
Is that something that occurred to you at all?
Not really. But it’s true that … I didn’t have this impression … Now I think that a lot of it’s
true but I didn’t have this impression.
At the time?
Yes.
Some talked more than others. Should I have done more?
It’s hard to say. You did try … that was good. But do you think it there was er … people
from Europe who were talking more?
Three people from Europe talked more than any of the others. Do you have any ideas about
how participation could have been increased?
It’s often a matter of personality so it’s kind of difficult.
Activities and texts
Tell me about your experience of the presentations, yours and other people’s?
For the presentation I was kind of anxious because it was my first presentation with
Powerpoint because I had no idea of the how to work it. So it’s good, it made me …
Learn how to use it?
Yes. I liked the discussions, the discussions that followed the oral presentations. As I
thought it was a very good idea.
Do you think that next time I should ask the students what questions they are going to ask
the class, … so that maybe the discussion might be a bit more controversial …?
Yes maybe that’s a good idea.
Anything else you want to say about your presentation?
LAUGHS (Sheepishly) Yeah I was talking too fast.
You might have been, you had a lot to cover. And good stuff too. Your presentation was
really excellent.
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Thank you.
Did you feel that you were bringing knowledge from your Bac to what you were reading or
did you feel like or did you feel like some of the things that we’d done in class had …
What?
an influence on you?
Well they were things that we’d done in class anyway, because it was ... you know the text
was about Aborigines.
So it was some of that cultural content that you could bring in?
Yes er. No anyway I think it was things I learned from the class anyway, because my Bac is
quite far away now.
Yes. I mean you certainly … Your presentation was the best example of applying the
method that I was trying to have students understand – to analysing literature. Other students
thought highly of your presentation as well.
Thank you.
Do you think doing the presentation is more interesting than doing the essays.
They’re a bit different. Well I always fear more the oral presentations than the essays, cause
I don’t really like the oral, the oral part. But um it’s more challenging.
Did you find this experience particularly scary or
It was … there were not many people in the class …
So it wasn’t too bad?
No and Sara, for example was making me very ease, you know the attitude of the people,
was very pleasant.
Good. Have you had to give presentations in other subjects as well?
Yes in one subject
How did that go?
Well it’s very different because it last maybe five minutes and nobody is listening to you
LAUGHTER
So you did feel listened to here?
Yeah, yeah sure. And there was you know the discussion … there was no discussion
afterwards [in the other subject]
And do you get feedback from the other students in an informal way [in the other subject]?
No. Maybe there was more than forty people in the class.
Creative writing
[In your first interview] you said you’d never done creative writing before and that you
really liked it.
Creative writing makes me know me better
I didn’t really like Opinion piece. We’ve done a lot in France and I didn’t really like...
What was going through your mind when you were writing this piece [Narrative 2]? Did
you think about things we’d talked about in terms of recounts or narrative, structure or did
you think about anything that we might have discussed during the class at all?
Things that we studied in class helped me with my essays more than the creative writing.
There was so little to change in your creative writing.
Do I have to change this one?
I was curious about ‘the’ little brother but I understood it. I would have suggested …
‘therefore’ … ‘therefore’ is used twice …
Oh I didn’t …
‘Therefore’ stylistically … now that I’ve said it, you started saying Ohh. What are you
thinking?
Yes it’s really bad the repetition.
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It’s not so much the repetition, it’s more that this is a really logical formal word…
Yeah yeah and in three case? I usually delete ‘therefore’. I don’t know what happened
LAUGHS
Usually I like ‘thus’, I usually do ‘thus’.
And even for this something like ‘so’, ‘that’s why’, something that’s … less formal in style.
Were you aware that you were choosing words for any of your texts, … trying to choose
words that … about the style that you were choosing or trying to have the style that was
appropriate, more or less formal?
Yes you told me about the final essay, about Tim Winton that I used the first person.
Ah that’s right
And it was supposed to be more impersonal. … Yeah and I didn’t notice I was doing a more
personal
Yeah, I think it said so on the instructions and I think I said so in class though you may not
have been there.
…
So when you were choosing words for creative writing you weren’t as aware of trying to
make the style *
{Yes I remember I thought about the ‘therefore’ thing … so I don’t know why I used
‘therefore’
You didn’t have time probably. I was interested in your choice of the word ‘clad with sun’.
It’s lovely
I found it in the dictionary.
And ‘conferred great authority’, tell me about that expression. Did you find that in the
dictionary?
Well it’s a direct translation from French. Cause, yeah the problem is that I often think in
French and then I write in English. That’s why my English can be a little bit weird
sometimes.
So do you have an English-English dictionary that you use?
Also, yeah.
Have you often thought about this experience, ‘The little brother
Yes, I have
So did it do anything for you, writing about it?
Yeah I thought about it and all the emotions came to me again.
Was it a guilty feeling or was it… feeling something about yourself … something about this
idea of accepting an intruder into the family? Is it attached to a particular thought or feeling?
Yah. I’ve never felt guilt, but the thing I remember most is when I danced and I sang
around. It was just because I was alone with him, maybe it was because of that. At the
beginning it’s like I didn’t like him because everybody was paying attention to him. So I
was not special to him.
It’s almost not primitive, but …
Yeah, yeah, exactly.
It’s lovely. Sort of a ceremony, an acceptance ceremony.
Yes
And you must have been how old when this happened?
I was 7
And there other kids in between you and your brother?
No
So a 7 year gap is quite a long …
Yeah
And this was in France or was it in {India
{Oh oh it was in France. He was born in France.
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Were there any other words in here that you experimented with or that you felt particularly
pleased about using?
Words? (‘overawed’). I didn’t know this, I didn’t know this.
So did you go to a French (dictionary) for that or did you look at it in a Thesaurus?
Well I was about to write ‘impressed’ but then I looked in the English dictionary to see if it
was fitting better, if this one was more fitting.
Mm. Were there any words in this one [Narrative 1] or any expressions, or anything about
the first one that you felt particularly pleased about?
It’s a bit faraway so. No I just liked the narration …
About the camels and so on.
Yeah.
The imagery. It’s lovely. Makes it very alive.
I really didn’t like seeing what I have written. I don’t like.
Why not?
I don’t know.
In this opinon piece, was there anything in that that you felt particularly pleased about?
Not really.
Which piece did you enjoy writing most?
The first one and the third one [Narratives 1 and 2].
Uh huh. And between the two of them was there one that you liked more than the others?
Well this one [Narrative 1] it’s quite different because it took me longest time to write it
than this one, and then we talked about it …
Yes.
This one [Narrative 2] is of greater importance, I don’t know why but this one is right at the
end of the year and …
Yes, and everything else was happening.
Yeah.
This [Narrative 1] is the very first thing I wrote ***
And this was in the Creative Writing exchange.
Yeah
Did you have a chance to read that at all?
Yeah.
Any impressions?
Yeah it was a very good idea to do that because just to feel the experience … of other people
and there was one that was very sad about father getting ill
The father got better, but it was very moving.
Yeah but the way it was written, I really liked that piece.
Was it important to do creative writing?
Yeah, I like it. It’s much more free than the essays, and it doesn’t take so much time and it’s
kind of relaxing
Work on evaluation
Did it have any influence on your thinking? The author’s attitude or the narrator’s attitude?
Yeah it was important.
Did you feel like when you were reading texts after that or when you were writing …that
evaluation came to mind at all?
Yes, I had learned this evaluation thing in France and each time when I was reading a text
actually it’s always very important to see the adverbs and all to see … so that the reader …
is not naïve, he’s aware.
‘Cause you did that quite well in the Sally Morgan text I remember, you talked about
evaluation in that text if I remember correctly
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Yeah.
Was it easier to write the second essay than the first one?
I don’t know. Not really actually.
Changes in language awareness or understanding of stylistic features over the semester
It’s as I told you about knowing the stylistic … the stylistic devices and then the vocabulary
again and um which really improved.
When you say vocabulary is really improved, can you tell me a little about that? It’s
increased?
And um the word the word choices and even what you said about the word choices
according to the style.
Have you felt that you were aware of that in reading or writing or what?
In both of them because you really insisted on a word and then the * of this word in the
formal language, so that was pretty interesting
OK. And when you say that your vocabulary developed and an awareness of linguistic and
stylistic devices and things like that, you told me that it had had an influence in other
subjects. Has it had an influence in any other … either in conversation, has it come into your
head or has it come into your head when you’ve looked at newspapers for example{ or any
other *
{Yeah, newspapers, yeah and in the readings of course.
What sort of things have come into your head when you’re reading newspapers?
The evaluation is quite particularly in newspapers. So that will help me in reading articles.
One of the students said that they read the opinion page with all the letters to the editor and
so on and that they used the things that we talked about in class to pick holes in people’s
arguments
Yeah.
Method
I can’t think of any other way of studying a text.
You can’t …because that’s the way you were trained and it feels like …
And it’s the way it’s natural, I don’t know …
So you’ve never done a more impressionistic analysis of a text without using the language
that’s there to explain?
No
You’ve never just done it as a thematic thing
Even thematic you would have had to support your…
You could support it by saying ‘he says this or she says that’ but you don’t necessarily look
at reinforcement with parallelism or repetition of particular words or metaphor.
Well I think it’s quite important too because it’s not sufficient to say ‘he said this’ or ‘he
said that’.
It’s obviously the way you’ve been trained all through high school as well?
Yes I think so.
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Appendix 8 Aliénor: Narrative (N1.2)

The bliss of the poor
I was 4 when we moved to India. My father was an engineer; he worked in the field of water
purification. In account of my youth, I couldn’t realize what was really happening, and at the
beginning, New Delhi appeared to me as a mere extension of my life in Paris. But quite
rapidly, I could see that something had changed, that the lights and the sights were unusual.
Thus, the images and the sounds that are engraved on my memory are the ones that were new
to me: the hawkers’ cries on Sunday morning, the orange light at night when Indians lit fires
in the streets, the smell of cinnamon, the singing of crows and peacocks, the pride of the
camels and the kindness of the elephants who carried us during birthday parties. I can’t
precisely recollect these images because they lack coherence. But they may be all the more
beautiful as this vagueness gives them a life of their own.
Among the memories of my childhood in India, there is one that often comes to mind, more
than the others; this incident, which is of little significance at first glance, is deeply imprinted
on my memory. When school was over, our driver, who was also our friend, Inderjeet, drove
us home. On the way, there were many traffic lights; as a result, hundreds of leprous people
would often surround the car. They were begging for money, holding out their hands. Once,
Inderjeet told me not to open the window, and not to give them anything, otherwise, they
would think I had something for all of them. At every traffic light, I watched them, and I was
not scared. I thought that life was like that. Then I saw this little girl. Her mother was
carrying her in her arms. She had fascinating eyes that immediately caught my attention.
Suddenly, she noticed something on the ground and her face was transfigured. She pulled her
mother’s hair. Obviously she had discovered something marvellous. I tried to see through the
window but I could not. Finally, her mother picked up the mysterious thing and gave it to her.
It was nothing more than a piece of chewing gum, and I felt disappointed. But the little girl
was elated, she laughed and applauded. I was watching her through the car window and
suddenly I felt ashamed. Later, I understood why. The bliss of the little girl, who transformed
chewing gum into a precious object, showed me that I had everything I wanted, but I did not
know the real value of life.
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Appendix 9 Aliénor: Stylistic analysis (A1)
Extract from The Letter
This text is an extract from The Letter written by Sally Morgan, an Aboriginal artist, in
1990. The whole story is about a mother, Nellie, yearning to renew the family ties with her
stolen daughter, Elaine. The passage deals with the last letter Nellie wrote before dying and
that her sister Bettie [sic] kept in order to carry on[e] with the difficult task of making
Elaine accept her origins.
The absence of the characters in the passage is striking. Indeed, the aunty is the only one
who is “physically” present as the reader can enter her stream of consciousness, while
Nellie can only be perceived through her writing: through the letter. Mr Neville, the man
that caused the separation, and Elaine are only evoked while they are the main characters of
the drama. The drama in question is the one of the stolen generation. That is why the first
adjective to qualify the text that comes to my mind is moving. Indeed, it tackles a painful
problem, which is still topical nowadays. Moreover, the style is very simple, and sober,
which makes it all the more touching because it makes it all the more sincere.
The text broaches universal themes, such as the suffering of a mother whose child has been
taken away from her, the fear of the daughter who does not want to hear about her
<<shameful>> past because she just cannot handle the truth, the poignant perseverance of
the aunty, linked to her dead sister by a promise. These themes could be condensed in one
main idea: the importance of the ties of blood.
In this essay, I would like to concentrate on a central aspect of the text, which is the key
importance of the letter, through two main points: how the letter constitutes the
transmission of a particular message and how it leads to the revival of hope.
My first part will focus on the letter as a mean for the mother to renew relations with her
daughter.
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The past is the main issue of Nellie’s letter. The predominance of the past simple is
revealing. She gives information about time: “I was seventeen”, about space: “the
Settlement”, “the Aborigines Protection Board”. Nellie wants her daughter to know the
circumstances of their separation, so that Elaine could know what really happened. The
sentence “I want to tell you what it was like” is, to me, a key sentence.
Nellie insists on the colour of the skin: the colour white is repeated four times, and the
adjective fair is used to qualify Elaine’s skin or hair. The reader immediately understands
that what was at stake was the whiteness of Elaine. The vehicle of several parallelisms is
used to emphasize on the inescapability of the separation by highlighting the difference
between Aborigines and non-Aborigines: “They all wanted to know... but I wouldn’t tell”,
“He said that black mothers like me weren’t allowed to keep babies like you”. The
separation was inevitable: even justice was in the hands of white people. The very short
sentence “That was the law” demonstrates the power of white people: Nellie was a person
against a system. Another parallelism can be evoked here: “He didn’t want you brought up
as one of your people. I didn’t want to let you go”. Mr Neville and Nellie had mutually
exclusive desires, and her weakness destined her to fail. There is here an underlying idea of
fate, which is reinforced by the use of short sentences, which generates a jerky rhythm, as if
it followed the movements of her life.
I would now like to evoke the purpose of the letter, as Nellie clearly insists on it. On the
one hand, she wants her daughter to know she loved her. She wants to justify herself. A
negative form immediately follows the verb “desert”, which has a high loadedness: “It
wasn’t like that”. Besides, she highlights her helplessness: “I was only seventeen” “I didn’t
have any choice”. The lexical set of maternal affection is quite significant: “protect”, “I’d
only hurt you”, “kiss”, “little face”, and above all the sentence: “I prayed that somehow
you’d know you had a mother who loved you”, with the verb “love”, and the repetition of
the pronoun “you”.
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On the other hand, Nellie wants her daughter to know her identity. This is a dominant
theme in Sally Morgan’s work, as it is part of her childhood. My place tells the story of her
self-discovery through reconnection with her Aboriginal culture and community. Indeed,
she learnt she was Aborigine only at fifteen. From the very beginning, everything is
problematic. “You were so fair”, Nellie says. Neither black, nor white, she is half-caste.
Several sentences refer to her roots: “our people”, repeated twice, “who you really are”,
“that’s where you belong”. And it is interesting to analyse the daughter’s reaction, which is
the denying of her aboriginality. Elaine is like the prisoner in Plato’s cave. She prefers to
stick to the shadows, because [the] truth is painful. She had been raised by a family,
thinking it was hers: “you’d been adopted by a white family”, “you thought you were
white”, “you were grown up by a family of your own”, and Nellie’s revelations are
disrupting all her life.
As I said before, there are two protagonists in the passage: Bettie and Nellie. The aunty is
physically present; the reader enters her stream of consciousness, while Nellie’s thoughts
cannot be known. Thus, I would like to focus on the role of the letter regarding Bettie’s
hope.
The difference between Nellie’s positive attitude towards life and the pessimism of Bettie
is striking. At the beginning of the passage, Bettie’s feelings are very negative. The
sentence “... it looked like it would be the last”, and the adjectives “faded and worn”
suggest despair and lack of faith in the future. The repetition of “It was no use” clearly
shows the discouragement of the auntie. But the verb “(I) read it again” launches the action
forward. It is a first step.
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Nellie’s style can now be evoked. The style of the letter is very simple, and bare of
hyperbolic metaphors. The absence of adjectives, of adverbs is striking. Her letter gives no
sign of any sense of tragedy; on the contrary, she tends to minimize what happened via
understatement. She does not need ornaments; she goes to the essential as if she knew that
simplicity is sufficient unto itself. Nellie does not let her emotions show through. To me,
this is a kind of courage, of self-control (not an absence of love as one could think at first
glance as it took Nellie all her life to find her daughter). It goes along with her
perseverance, and the fact that the aunty, in the free direct thought which allows us to enter
her mind, uses the adverb “always” twice is not a trivial detail: “Nellie had always been the
strong one, she’d always believed”. It shows the permanent positive state of her mind.
And there is this supernatural event, Nellie’s voice that Bettie can hear because she just
read the letter. It is rationally impossible, and that is why I like it. It allows the reader to
dream. It reminds me of Jane Eyre, when she hears the desperate cry of Rochester, and yet
she is so far away from him. His voice rekindles her love. In The Letter, the same thing
occurs. Nellie’s voice gives Bettie courage. She realizes she cannot give up, because of the
ties of blood that are particularly important in the Aboriginal culture: “that girl was our
own flesh and blood”. The gradation (I) felt strangely better, almost happy, the use of the
future: I’ll make one last try, I’ll get a new envelope, shows that Bettie has faith in the
future. And the final modal verb, “she might just read it” followed by an exclamation mark
underlines this idea of hope.
In this extract, the letter has a particular relevance. For Nellie it is a device to reclaim her
daughter, and to express herself, as she cannot be interrupted while writing. It is a form of
confession which allows the reader, and Elaine who is the addressee, to know the past, and
to understand. Besides, the letter outlives her, and makes possible a reconciliation between
Elaine and her roots even after her death. To me, the originality of the text lies in the fact
that Nellie, whose point of view is predominant, does not flaunt her feelings, and this
restraint makes the story poignant.
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Appendix 10 Naomi: Stylistic analysis (A1)
Introduction
1 Evaluation
(1) Contextualisation
The extract I will discuss is named “ The Letter”, written by Sally Morgan. The story happens
in the setting that Auntie Bessie takes the last letter from Nellie and makes the last try to give
this letter to Nellie’s daughter Elaine. The letter tells us the reason why Nellie deserts Elaine
is that she wants Elaine to have a better life. In spite that Elaine refuses to accept Nellie’s
letter, Nellie never gives up sending letters to Elaine, in the hope of telling her about Elaine’s
aboriginal origin.
(2) Personal Reaction
I can’t understand the “ The Letter ” the first time I read it. But when I read it for the second
time and make clear what relationship between characters in the story are, I’m impressed by
the Sally Morgan’s successful skills in writing the story. I like the story and am touched by
Nellie’s persistence and determination in searching Elaine in the hope of telling Elaine of her
aboriginal origin. Besides, there is a change in Auntie Bessie’s mind from tending to give up
taking the letter to Elaine to holding fast to Nellie’s willing.
(3) Interpretation of Message
I think the message of “ The Letter ” is to show the cruelty of the system, which is consisted
of the white people representing upper class of people while the aboriginals the bottom of the
society. It’s unfair for Nellie and Elaine to be separated in the beginning, with the result that
they both are deeply hurt. It’s natural and reasonable for Nellie to keep looking for Elaine
because she wants to tell the truth that Elaine is an aboriginal, which can be inferred from the
text “ I hope that one day you will wonder who you really are and that you will make friends
with our people because that’s where you belong.”
2 Thesis:
In this essay, I will attempt to show how Sally Morgan uses first personal pronoun, narrative
sequence and coherence in context, all of which writing skills contribute to the message of
the text.
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Outline:
First Personal Pronoun
Function: the writer closer to the reader
Narrative Sequence: beginning with the middle of the story
Function: a. Avoiding monotony
b. Increasing complexity of the story
c. Coherence in context
Function: removing the complexity for readers to understand the story
Body
1. First Personal Pronoun
The first personal pronoun refers to two different persons according to the context of the
story. The main narrator of the story is Auntie Bessie, while the narrator of the letter itself is
Nellie. In fact, Auntie Bessie acts as a third person participating and witnessing what happens
to Nellie and Elaine. However, the author uses Auntie Bessie as a character who is telling the
reader about her action and mental change over the matter between Nellie and Elaine.
Especially when Bessie intends to give up contacting Elaine, she recalls Nellie’s words and
takes up her courage again. The reader becomes close to the characters in the story. I paused
when I was reading this paragraphs and I thought if I stood in Bessie’s shoes, I would
certainly make the last try and managed to give the letter to Elaine. Another successful way
the author writing the story is that she doesn’t retell the letter in the 3rd personal pronoun. The
author reveals the original letter to the reader so that the reader is positioned to be listening
what Nellie explains to her daughter.
From the letter, I can see how reluctant Ne llie was to desert Elaine and it is really moving to
know that she keeps looking for Elaine despite all the difficulties. The use of this writing skill
certainly makes the reader closer to the writer and be more sympathetic to the main
characters.
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2. Narrative Sequence
Other than telling the story in chronological way, Sally Morgan starts with the middle of the
story that Auntie Bessie is taking a bus on her way to give Nellie’s letter to Elaine. Then the
letter tells the reader how the story happens from the very beginning. Apart from avoiding
monotony in telling the story, it increases the complexity for the reader to understand the
story.
3. Coherence in Context
Different from the narrative sequence, this writing skill removes the difficulty for the reader
to understand the story. The letter begins with “To my daughter Elaine” and ends with “
From your loving Mother ”, so we may infer that the writer of the letter is the mother of
Elaine “My hands were shaking as I folded the letter and placed it back in the tin.” “ Please
be kind to the lady who gives you my tin, she’s your own aunty.” From this context, what is
inferred is that Bessie is Elaine’s auntie. “ She [Nellie] had always believed that one day
Elaine would come home.” “Nellie was right, that girl was our own flesh and blood, I
couldn’t let her go so easily.” So we can guess that Nellie and Bessie belongs to the same
ancestors. Both of them may be aboriginals.
Conclusion
In this essay, I have tried to show how Sally Morgan uses the first personal pronoun,
narrative sequence and coherence in context, all of which writing skills contribute to
justifying how unfair it is for Nellie and Elaine to be separated at the very beginning. Firstly,
the use of the first personal pronoun certainly makes the reader closer to the writer and be
more sympathetic to the main characters. Secondly, the benefits of beginning the text with the
middle of the story are avoiding monotony in telling the story and increasing the complexity
for the reader to understand it. However, the text is coherent in context, which removes the
difficulty for the reader in understanding the story. The author is so skillful in combining
these writing skills to telling the story that the reader seem to act as one of the character in the
story when they are reading it.
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Appendix 11 Helen: Stylistic analysis (A1)
In 1987, a book My Place, written by Sally Morgan, appeared and has sold 500000 copies,
which had a very brilliant profit and indicated as a sign of success. The reason of its
popularity is that the author was the prior to capture the issue of stolen generation which
occurred in the 1920s. During this period, the aborigine’s babies were taken away from the
black mothers by the wealthy white man of the Aborigines Protection Board, and they were
put in the white families. Sally Morgan’s grandmother Daisy and her mother Glady was one
of the stolen generation families. When Daisy born a child, her daughter Glady was taken
from her native welfare officials and put in a children’s home in Perth. Until Morgan was 15,
she realized that her grandmother had dark skin. Thus, it inspired her to find out the truth and
start to explore the stolen generation history, and to strive for justice to the Aborigines. The
book My Place was based on the real stories of Morgan’s family. This book does move me a
lot. This essay will discuss one of the chapters of this book “the letter”. In particular, I’m
going to talk about the unique message behind it and its specific linguistic pattern:
perspective, chronological order and sentence structure.
There are a lot of reasons why this stories move me a lot. Firstly, this story is credible and
plausible. From the extract, it could be seem that the vocabularies it used were simple and
sincere. In addition, the whole extract was emotional involved. Through every sentence, it
could be seem and imagined the feeling or thoughts of the writers. Furthermore, from the text
“he said that black mothers look me weren’t allowed to keep babies like u”, it reflected how
poor the Aborigines were and how cruel was the stolen generation. It also indicated that
during that period of time, the white people treated the Aborigines in an inhumane way. This
helps people to provoke sympathy towards the half-caste and the Aborigines. Moreover, refer
to the text “I don’t blame you and I don’t hold any grudges, I understand”, this gives a sense
that how mighty could a mother be and encourage the reader to have a positive thinking and
treasure what they already have. Also, the specialty of this story is that it gives two sides of
views to the reader: the mother’s view and the daughter’s view either. It stated that how poor
and desperate the mother was. Simultaneously, it also told that how hard the daughter has to
face and confront of identity.
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There are a few linguistic patterns from this extract. Firstly, the whole extract often used the
first person perspective. There are two narrators in this extract, one is Aunty Bessie and the
other is Mother Nellie. For instance, “…I’d been to see her and it looked like it would be the
last” and “I am writing in the hope that one day...”. Both narrators used the first person
perspective to describe the story. The advantage of using the first person perspective is that it
can help to create an intimate relationship between the reader and the writer. Furthermore,
this help to invite readers involve the story world and have a realistic image inside their head
or mind. In addition, it creates less distance between the reader and the writer . However, at
the end of this extract, Aunty Bessie used the third person perspective to describe, “She’d
never given up on anything. She’d always believed that one day Elaine would come home”.
This makes the narrator out of the position and creates a space between the writer and the
reader, and thus constructs another picture to the reader. Although it is not used the first
person perspective, it does shows how strong Nellie is and her spirit never died.
The other important linguistic pattern is that the pronoun is used mainly are “I” and “you”.
By the used of “you” and “I”, it draws the reader into the world of the writer created. For
instance, refer to the “letter” of the extract; there is a repetition of using “you”. This helps the
reader to have a better understanding by inviting them into the imagine world and put them
into the situation. Furthermore, it used “you” throughout the whole passage. This indicated
that how important the narrator treated the “you” (the daughter Elaine). She cared about the
daughter’s feeling very much, such as “You thought you were white. Mr. Neville said I’d
only hurt you by trying to find you”.
Another linguistic pattern of this extract is the narrator used the chronological order to
describe the incidence. For example, “I was only seventeen when you were born at the
Settlement”, “They took you away when I was twenty”, “ I started looking for you when I
was thirty” etc. This allows the reader easily to understand the whole event. Furthermore,
simply description creates a more intimate relationship between the reader and the writer. In
addition, it helps to show the whole process of finding the narrator’s own daughter, and
shows her endurance or stamina. Refer to the extract, “When you get this letter I will be
gone…Please be kind to the lady who gives you my tin, she’s your own aunty.” This shows
that until the day she died, she still never gave up and let her spirit continue by passing this
duty to her own sister Bessie to continue to try on.
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The sentence structure of this extract changes consistent with the state of mind of the
narrators. In the beginning of the extract, Aunty Bessie is the narrator. The sentences are
much shorter and it used past tense. This may show that she felt confused, depressed and
hopeless. At the letter part, the narrator changed to Nellie, the sentences are much longer.
This shows that she is well-planned in her head and she had more complex emotional states.
From the sentence, we can predict the narrator’s personalities. For instance, “I promised
myself I would protect you. I wanted you to have a better life than me.” This indicates that
Nellie was willing to sacrifice everything for her daughter unless her daughter was happy and
fortune. At the middle of the letter, the narrator used past tense to describe the past event,
such as “I didn’t want to let you go but I didn’t have any choice. That was the law.” This
indicates during the past, she was in a state of desperation. However, when she described the
event after starting to find her daughter, she used present or future tense to portray. This
shows she never gave up and still got hope that one day her daughter will be back. Towards
the end of the extract, Bessie became the narrator again. At the start, she still used short
sentence to depict she was still confused and hopeless. It could be seem that the sentences are
much longer after she pressed the lid down firmly and looked out the window at the passing
road. This part is her internal thought. The rhythm of the sentences is much more dull and
longer and she used past tense to reveal. This shows her negative thinking and she felt really
depressed and hopelessly confused. However, after she recalled her sister Nellie, her
emotional states changed. The sentence could be seemed shorter and the rhythm is much
more vivid in her internal monologue. Furthermore, it is used future tense towards the end.
This indicates that she started to burn out her hope again, and started to carry positive
thinking and continue Nellie’s spirit.
In conclusion, this extract does have its own massage behind it and there are quite a few
linguistic pattern such as perspective, chronological order and sentence structure which I
have analysis in the above. After reading this extract, it increases my knowledge of the stolen
generation history, and helps me to pay sympathy to the Aborigines. Furthermore, it
instigates me to treasure my family and let me know how mighty of the mother’s love.
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Appendix 12 Armin: Stylistic analysis (A1)
Assignment 1: A personal response, interpretation and stylistic analysis of an Extract from
the Letter by Sally Morgan.
The given extract from Sally Morgan’s The Letter consists of two parts: a frame, Bessie’s
internal monologue (with some descriptive sentences) (l. 1-3/ l.

46-60) and the fully

descriptive Letter itself.
Bessie is Nelly’s sister and consequently Elaine’s aunty. Having failed to reach Elaine for the
third time, she finds herself sitting on a bus reading her dead sister’s last letter.
From the letter we learn that Nellie, an Aborigine, gave birth to Elaine at the age of
17. Three years later the two are separated by the Aborigines Protection Board under the
control of a certain Mr Neville. Her father being white, we conclude that Elaine is, what was
then called, a half-caste. Not being aware of her history, Elaine grows up in a white family. It
is not before Elaine has her own children that Nellie finally finds her daughter and starts
writing letters. Unfortunately Elaine refuses to read them. Nellie closes her letter expressing
her hope that one day Elaine might turn to her real aboriginal origin. Overwhelmed by the
content and ashamed by the fact that she had not managed to make Elaine read it, Bessie
pretends to hear her dead sister’s voice and decides to try and send the letter again.
I did like the extract although I consider it to be damagingly incomplete without the
rest of the story. It involved and touched me as a reader who has never before been
confronted with the stolen generation’s destiny.
You can hardly understand what I consider to be the message of the text unless you
have read the whole story. I will simply assume that you have done so. When I first read the
story, I was struck by unspeakable tragedy of Nellies life but uncertain about the ending. Was
it a happy end or did the fact that Nellie died just before Elaine contacts her family make it
even more tragic? The crucial point to me is that Nellie’s suffering, her patience and her hope
actually made that last event occur. A tragic example of the biblical truth that you harvest
what you crop, that hope can never be futile for hope is a means as well as an end. It might be
controversial whether Elaine’s coming is of any use to Nellie but it proves that her hope had
not been in vain. That is the message. It may sound banal but if you think of it, it is the
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strongest message any story could possibly have. Morgan communicates this message using
different stylistic features in the two parts mentioned above. In the following, I will explain
how she thereby urges an immense emotional contrast within the reader. It is this contrast that
finally supports the reader’s insight in Morgan’s massage. She also uses a different narrative
technique to characterize the two protagonists Nellie and Bessie. For the message however
this is of minor importance.
Concerning the letter; it is my contention that the tragedy gains from what is omitted
rather than from what is said. Except ‘only’ l. 9 and ‘of course’ l. 11, there is no single word,
expressing neither Nellie’s nor Morgan’s attitude towards the past events. In a sense this
reserve makes the reader project his own judgements into the text. It is not only words that
are missing sometimes the text raises unanswered questions. For instance the sentence “They
all wanted to know who your father was, but I wouldn’t tell.” l. 10-11 leaves us with the
question; what circumstances made her shut up? Did the father blackmail her? Maybe she
even didn’t know who the father exactly was. The same with: “I promised myself I would
protect you.” l. 13 – protect against what or whom? We simply don’t know and that
ultimately makes us assume the worst.
On other occasions Nellie explains events with unacceptable shortness and neutrality.
“They took you away when I was twenty… That was the law.” l. 15-20. A three year old
child being taken away arbitrarily from its mother trying to protect it, that must have been a
cruel experience for Nellie, and a terrible spectacle for anybody to watch. Yet, the fact that
Nellie, the victim, does not complain makes us the reader protest internally against injustice
on that scale. Let me mention one more example, as it marks the emotional climax of the
letter: “For a long time I tried to forget you, …I prayed that somehow you’d know you had a
mother who loved you.” l. 29- 33 - Can you imagine the pain it must have caused Nellie or
even Morgan to write these words? Can you imagine the love that lasts for more then ten
years and still makes you kiss a silly picture? Nellie however spends no word describing her
feelings and the reader’s emotions fill the gap.
Now let us turn to the frame. Notice that when Morgan uses different stylistic features
in this part, she may as well do so to introduce different traits of character of the voice we
her, namely Bessie’s.
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As we mainly hear Bessie’s thoughts, omission is no longer an option to urge
emotions. Instead Morgan uses the opposite, detailed sensation. The contrast becomes
obvious when we look at statements like: “my hands were shaking…” l. 46, “I was glad she
didn’t know…” l. 52-53 or “I …felt better, almost happy.” l. 58-59. We find clear
descriptions of Bessie’s feelings and opinions no gaps or uncertainties, although we have to
admit that the letter is much better structured. The descriptive sentences at the beginning of
the first two and in the middle of the last paragraph in the second part of the frame serve as
coercive links between relatively confused thoughts.
As the two first person narrators try to cover different time periods, they also differ
vastly in terms of details given. That brings the frame closer to the reader, considering the
whole story I would even say that we read the letter through Bessie’s eyes.
With the essay ending at the exact point where Morgan changes the colours to
promote the emotional contrast mentioned above, it is hard to support my thesis.
However, the second colour (direct speech, be it monologue or dialogue) is already
introduced within our extract: “You always give up too easy!”- “Do not,” l. 54-56. Later in
the story, Morgan uses direct speech to modulate the joy Elaine’s coming urges in both
Bessie (, Nellie) and us the readers. Here Morgan makes her, or us, answer Nellie’s
accusation and although she answers “quietly” l. 56, Bessie gains new hope. This indicates
that direct speech is used to express positive emotions, positive events and related feelings. It
is this positiveness that will later in the story complete the emotional contrast.
Now what have I done so far? First I supported my statement that omission of
information is what makes the letter appeal to our heart. It makes the tragedy more tragic in
the way we perceive it. Second I have shown that Morgan uses different stylistic features in
the frame, partly to give information about Bessie’s rather confused state of mind. Third I
have indicated how the writer establishes an emotional contrast in the reader again by using
another stylistic device or narrative technique, direct speech.
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In a nutshell, contextual contrast related to emotional contrast is established through
contrasting stylistic features in order to promote the message I mentioned in my introduction.
Looking closer at this text revealed some astonishing insights to me. I never thought omission
of information could have such powerful effects. But the story kept me busy in another way; I
couldn’t stop asking myself whether Elaine’s coming is of any use for her dead mother. You
may regard this as a strange question and say: “of course not, she is dead”. But it is not that
easy. Nellie might not feel the joy herself but Elaine’s elucidation and Bessie’s happiness in a
sense, are of personal benefit for her regardless of whether she is dead or alive. It is a matter
of belief I guess, but the fact that her sister feels close to Nellie in the moment of redemption
might prove my findings.
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Appendix 13 Sara: Stylistic analysis (A1)
The Letter by Sally Morgan
“The Letter” by Sally Morgan is a story about the grief caused to Aborigines and their
estranged children by the stolen generation (policy?).
The story is told to us by an old aboriginal woman, “Auntiy Bessie”, who is on the bus home
from a visit to her ‘stolen’ nephew Elaine. In the bus Bessie reads a letter from her sister
Nellie to Elaine (Nellie’s child). Bessie wanted to give that letter to Elaine, but she refused it.
The letter tells us that Elaine was taken away from her mother Nellie, brought up in a white
family and therefore thinks she is white. Nellie and (after Nellie’s death) Bessie are trying to
contact Elaine, but she refuses to accept her origin.
The frame story of Bessie sitting in the bus takes place somewhere in Australia, at
some time in the past, maybe 10 to 20 years ago. The events recounted in the letter reach
back further 50 years to Elaine’s birth.
I liked the story very much. It was a bit confusing in the beginning because of the way time
and narrators are used, but it gives you a very vivid picture of the situation. It brings the
reader close to the characters and shows their inner conflicts in a way that allows the reader
to feel with every person involved.
In my perception the main purpose of the narrative is to make the reader feel and
understand the grief caused to both sides by ‘the stolen generation’ and to make an appeal
/(call?) for truth /(recognition of the truth?).
The extract covered in this essay starts briefly before the letter is read out to the
reader, includes the letter, which is the heart of the story, and goes on a further three
paragraphs and stops at a rather hopeless point of the story. (this paragraph seems stupid to
me, but I didn’t know what else to write about the relationship between extract and text)

In my essay I will argue, that the closeness of reader and characters, as well as the
insights into two different characters is created by the choice of narrators, their characteristics
and the position of the narrating characters within the story.
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The call for truth is not conveyed by linguistic means, but by the plot of the story,
which I won’t discuss in this essay.

Sally Morgan chose to use first person singular narrators (I) in her text. The first person
narrator puts the reader as close as possible to the events, because the reader has the
impression of either listening to the characters thoughts or of getting the story told by a
person directly involved. A third person narrator would give us the impression of watching
the events from the outside, more like a spectator than a participant. For an example compare
the following passage narrated in the first and in the third person:
“It was the third time she’d been to see her and it looked like it would be the last. She
picked up the letter. It was faded and worn. She opened it out carefully and read it again.”
“It was the third time I’d been to see her and it looked like it would be the last. I picked up
the letter. It was faded and worn. I opened it out carefully and read it again.”

The second version pulls us immediately closer to the character.
The first person narrator also improves the authenticity of the story. Bessie herself
tells us how she experienced this story and lets us know how she feels (e.g. in the last
paragraph of the extract: “I looked down at the tin again and felt strangely better, almost
happy”). With the first person narrator we get the information on the shortest possible way,
without any intermediate person that would tell the story in a way that promotes his own
point of view, even though he might appear neutral. This influence might be generated (I
couldn’t find a better word) through word choice or even through the selection of the
information given to the reader. With a first person narrator we are as close to the source as
possible and we are more able to make our own judgments, since it is clear that the narrator is
not objective.

The first narrator Bessie, as well as the second narrator Nellie, is a main character.
This gives us the impression of being in the middle of the events, together with Bessie and
Nellie. We get more of an insight than an outside point of view, which would be conveyed by
a first person narrator that is a minor character. In that case the character himself would
already have the position of a spectator.
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Closeness is also develops because the reader can trust in Bessie and Nellie (the two
narrators) and their judgments because the things told by them are all conceivable, the
sentence structure and the word choice are simple and unpretentious and the plot is logical.
Bessie is shown as an gentle old woman that we sympathize with and therefore we are likely
to see the events with her eyes and take a stand in her boots (feet? -I can’t remember how
this expression goes). Compared to a narrator who proves himself unreliable, for example by
faults in logic or unconceivable exaggerations, the reader feels closer to he narrator (and
therefore the events) because he doesn’t have to distinguish between his own thoughts and
the narrators thoughts, he can just follow them as if they were his own. In the case of an
unreliable narrator one has to put himself in a higher position and make his own judgments
on the situation and the narrator himself. This would obviously create more distance, but
would have the advantage of a “free choice of opinion”; the reader would not be “dragged”
into a certain position by means of narrator choice.

Sally Morgan uses two first person narrators – two “I”s in “The Letter”. The first one is
Bessie who tells us the frame story; the second one is Nellie, who wrote the letter that is read
to us by Bessie. The two narrators make it possible to give the reader an insight into two
different characters, to show two different points of view and sets of feelings ( ? ) towards the
events. This has the effect that the reader has more of an overview ( ? ) and can see the story
in different lights or through different filters. He therefore feels more confident with the
conclusions he derived from the reading of the story; he now knows that he did not maybe
accidentally come ( ? ) across a very weird person, with a very strange opinion, but that there
is at least one other person/character that has a similar (nevertheless different) point of view.
Using two first person narrators combines the advantage of a bigger (word choice?) overview
(that otherwise only an omniscient third person narrator would have) with the closeness of a
first person narrator.
The two narrators are clearly distinguished. Visually the frame story is printed in a smaller
font size than the letter. The change in narrator is also clearly stated in the text, by Bessie
telling us that she is about to read Nellie’s letter. A change in tense together with a change in
style emphasizes the difference further. There is almost no coherence apart from the logical
link (we are told that a letter from Nellie is going to be read to us) and the consistency in
names/characters. It is as if the reader is in a new world and has to orientate himself again in
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the new setting. It is therefore clear for him that he gets to know a new character from now on
and the differences between the two are emphasized.
This clear distinction is very different from other styles of writing that also use two or
even more first person narrators. For example in “Mrs. Dalloway” the author, Virginia
Woolfe “switches” from one narrator/characters to an other, without changing tense, style,
sentence structure or setting, so that it is almost impossible to make out where the actual
change takes place. This is far more confusing for the reader and therefore creates more
distance between him and the character. The reader has to think, reread and reorientate (?)
himself constantly, therefore he can’t simply follow and trust the narrator.
Even though “The Letter” is confusing to a certain extend as well, it still allows the
reader to trust in the two different narrators, since he is always told when a change is going to
happen. Therefore the closeness is maintained to the highest possible extend.
In my essay I have shown that Sally Morgan chose the narrators, their implied characteristics
(e.g. reliability) and the importance of the narrating characters for the story, in a way that
creates the smallest distance possible between reader and characters (word order ?). The only
character-related choice that enlarges the distance – the confusion caused by the usage of two
different narrators – is a trade of against the possibility to give insights into two characters.
To write this essay I had to read the story over and over again and with every time I
got a deeper understanding of situation and characters – I was more and more able to read all
the feelings hidden bet ween the lines (is that a possible way of using ‘read between the
lines?), especially in the letter itself, which is written in a rather formal and rational style.
Analyzing its linguistic features made me appreciate this short story even more. It made
realize how carefully planned and constructed the story is. To my own astonishment I
enjoyed writing this essay – I hope it is also possible to enjoy reading it.
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Appendix 14 Ayami: Stylistic analysis (A1)
‘The letter is a story about stolen generation. Nellie is taken her daughter, Elaine, away
from her when she is twenty. Elaine is grown up in a white family. She writes a lot of letters
to communicate her, but Elaine returns all of letters to her. Nellie dies leaving the last letter to
her daughter. The story is narrated by Nellie’s sister, Bessie, and she tries to send the letter to
Elaine. In the end, she gets a call from Elaine. In this text, writer describes severe and sad
situation that Aboriginal people was put through stolen generation, and this can be a main
massage of the text. This essay will discuss the messages of the text and analyze its stylistic
and linguistic features by examining sentence structures, word choice and internal
monologues.
Firstly, this text tells about how stolen generation affected Aboriginal people, both
mothers and their children. If babies had fare skin, that is, their father is a white people, most
of them were removed from their family and forced to live in a white society. Nellie tells this
fact in her letter, saying “He (Mr. Neville, from the Aboriginal Protection Board) said that
black mothers like me weren’t allowed to keep babies like you.” Aboriginal mothers like
Nellie had to take a long time to find their own children. They must have filled with sadness
and frustration about being taken their children away, and dreamed about them all the time.
Their children also had to face a difficulty in searching their own identity accepting their real
origin. It must have taken a lot of time for them to acknowledge their real origin, and get own
identity as being Aborigine. The writer shows the injustice that Aborigines experienced
through stolen generation.
Moreover, this text describes one of the features of Aboriginal principle, namely,
knowing your origin is knowing who you really are. This is clearly shown in Nellie’s
sentence in her letter. She writes that ‘I hope that one day you will wonder who you really are
and that you will make friends with our people because that’s where you belong.’ She
believes that Elaine will find out her real identity only by knowing her origin as Aborigine.
Nellie also tries hard to communicate Elaine and she never gives up until she dies. This also
shows strong Aboriginality of her as well as her enormous love for Elaine. Her motivation
could be her strong will to communicate to Elaine and even the hope of getting Elaine back to
her.
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Next, there are some specific stylistic features to construct these messages in this text.
One of them is the difference in sentence structures between Nellie’s letter and Bettie’s
narration. In Nellie’s letter, paragraphs and sentences and sentences tend to be longer, and the
content itself is well structured and organized. She explains a series of events that she faced
in order, and at the same time, she also expresses her own feelings. These features show that
she must have thought carefully about the content of the letter before she wrote. Her letter
gives readers a clear understanding what was happened to Nellie and Elaine, and also shows
Nellie’s deep love for Elaine that is striking in this story.
On the other hand, paragraphs and sentences are shorter in Bessie’s narration.
Sometimes a paragraph can be composed of only four short sentences. Moreover, there are
more descriptions of feeling. These show that she talks about whatever comes in her head or
sight, including her remembrances of the past. These features of narration allow readers to
read and understand the text easily and also to get involved in the story deeply. There are two
points of view described in this text, which effectively convey the message of the story to
readers.
Thirdly, as word choice, colloquial words are used in this text. There are no technical
or complex terms, and the text is filled with everyday vocabulary. This makes it easier to read
the text and creates less distance between the writer and readers, which consequently gives
readers clear images or the ideas of the text. It can be said that the writer used colloquial
words in the text in order to give her messages directly to the readers. Moreover, there are a
lot of words associated with family in this text. These may include daughter, father, life,
mother, and home. This links to the message of the text, proving that there is a strong belief
in the unity of a family in Aboriginal society.
Furthermore, figurative languages or sentences are effectively used in this text. The
writer describes the person’s feelings without using direct and concrete words expressing
particular emotion. This can be seen in the sentences such as ‘My hands were shaking’ and ‘I
pressed the lid down firmly’. In the text, the former may express Bessie’s sadness, loneliness
or chagrin after reading the letter, and the later may also show her feeling of being helpless.
This linguistic technique can stimulate reader’s imagination, which makes them get involved
in the story deeply, as well as enjoy the story itself.
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Lastly, there are a lot of internal monologues in stead of direct conversation. This is
obviously shown in the last part of Bessie’s narration, such as ‘I’ll make one last try’, ‘I’ll get
a new envelope and mail it to her [Elaine]’ and ‘She [Elaine] might just read it!’ This shows
her firm decision to try to communicate Elaine. Internal monologues, therefore, can give a
vivid description of emotions, and make readers feel that they themselves are the characters
in the story.
In conclusion, the messages of the ‘letter’ are all dealing with the severe situation in
which Aboriginal people were put by white people through stolen generation. Both Mother
and children had to experience a hard time. Moreover, this text also shows that it is important
for people to know their origin in order to get own identity. These messages are effectively
constructed by specific linguistic/stylistic features in this text. The writer uses different
sentences structures and colloquial words in this text, and there are also many figurative
languages and internal monologues. These features give readers a clear understanding of the
text and make them get involved in the story, which makes it easier to convey the messages
of the text. It can be said, therefore, the linguistic/stylistic features of ‘the letter’ are adequate
to contribute to the meaning of the text.
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Appendix 15 Susanne: Stylistic analysis (A1)

I Introduction
The relationship between mother and child might be one of the closest there is. To seperate
them by force seems to be an inhumane cruelty.
This extract from Sally Morgan‘s short story “The Letter” is about an Aboriginal mother
being separated from her daughter and the lifelong pain this meant for her searching for the
child. It is a story about the strenghts of love and family bonds and at the same time it gives
us an impression, what harm the so called Aboriginies Protection Board did to Aboriginal
people in Australia and how it effected the families which were torn apart.
In the following essay I want to examine the structure of the text and the stylistic means
Morgan uses in order to find out what makes this story have such an impact on the reader. I
think it is an powerful accusation of Australian policy towards Aboriginies without appearing
to be one at first sight. I want to find out what makes it that powerful.

II Body
Narrative perspective
The story is structured in an interesting way by the narrative perspectives the author employs.
There are three main parts: the first introducing Bessie and told by herself as a first person
narrator (line 1-3). The second and main part is Nellies letter to Elaine, being the second first
person voice in the short story (line 4-45). The final and third section is again told from
Bessie’s perspective (line 46-60) who‘s point of view is in that way framing her sister‘s letter.
Using two first-person narrators creates a nearness between the reader and the characters of
the story which is an important part of its impact. All we get to know about the characters and
their live is told by themselves; we have no other source of information.

47

Content and characters
Nellie adressing her daughter Elaine tells us in an abbreviated and sober way the story of her
life and search for Elaine. How Elaine was taken away at the age of three from her single 20
year-old mother; being a halfcast from a father who neither cared about mother nor child.
Nellies explains how she started to search for Elaine about ten years later finding out that she
has been adopted by a white family without having any idea of her real identy. She realizes:
“You thought you were white.” And she talks about how she finally found Elaine only to be
rejected by her who does not seem to want any contact with her mother Nellie.
Her calm and unexcited way of telling her story is contrasted by a more emotional part of the
letter (29-33), where she expresses her strong feelings which caused her to keep searching
and trying to reconnect with Elaine. She asks herself: “How could I forget my own
daughter?” (29/30), decribing herself affectionately kissing her daughters photograph (30/31)
and as “a mother who loved you” (33/34).
Although Nellie is the main character we dont know that much about her. All we are told is
related to her deep feelings for her daughter and the search for her. She is described as being
“the strong one in(the) family” (48) who would “never give(n) up on anything” (48/49). She
seems to be of some endurance for she is still trying on her daughter where other would have
already given up. Also she appears to be very forgiving: “I dont blame you (...) I understand”,
she says (38/9), while others might have rather accused Elaine for all the time she denied her
mother. And she is faithful and optimistic: even after all this years of failure she still believes
that Elaine will finally find her way back to her family. She says: “I hope that one day (...)
you will make friends with our people because thats where you belong” (40-43). The line:
“When you get this letter I will be gone” (39) shows that her faith even extends beyond
death; she strongly believes that If not she herself than her sister Bessie will make her
daughter come back.
We know even less about Bessie. She may be not be of the same endurance as her sister; she
has nearly given up on Elaine before reading Nellies letter again: “the third time I‘d been to
see her and it looked like it would be the last.” (1/2). Her state of mind is like the condition of
her sister’s letter in the beginning of the story. It is described to be: “faded and worn” (2) and
that seems to be excactly how she feels: an old exhausted woman in a hopeless mood.
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She is deeply touched by her sister’s feelings expressed in the letter and family seems to as
important to her as it was to Nellie: “that girl was our flesh and blood” (57), she says. We are
told about her failed trials to reach Elaine since Nellie has died: “It was no use, I‘d tried”, and
repeats: “but it was no use” (47). She might see herself being useless for she could not fullfill
her sisters strongest wish.
After having read the letter she changes. She feels closely connected with her sister and is
even imagining hearing her asking not to give up: “Her voice seemed to whisper crossly in
my ear” (53/54). Bessie regains faith and decides to try to send the letter to Elaine another
time thinking: “I‘ll make one last try” (59). Now she feels “strangely better” (58/59) again in
analogy to the condition of the factual letter. It gets a new envelope to be sent as well as
Bessie feels new hope.
The other characters, Elaine, her father and Mr. Neville of the Aboriginal Protection Board
remain in the dark. The only thing we know about the first is her obvious confusion and
unwillingness to meet her mother. We dont even know whether Elaine was the result of a
violent rape or a voluntary sexual interaction. Her father is described by Nellie as having “no
love in his heart for you or for me.”(12/13). This is all we know about him.

III Conclusion
But what makes this short story special? Why is it so impressive and by what means?
Remarkable is the emotional intimacy that is created between the reader and the characters.
This is mainly done by the exclusive use of first-person voice. There is only little distance for
the story is told by the characters themselves in an immediate and direct way. The language
that is used is close to spoken language: simple, short sentences and no elaborated grammar
or difficult words. Both voices are emotional and telling there story from their subjective
point of view. There is no effort made to tell it in neutral way or giving different version of it
to enable the reader to judge the two voices reliability, which is an often employed option
having two first-person narrators.
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It is this simplicity and modesty in respect of stylistic patterns that makes Sally Morgan‘s
story special. The same holds for the content: beside Nellie‘s strong love for her daughter and
her deep faith in finally finding her we dont get to know much. The characters remain
sketchy and the details of the story untold. But in this way the readers attention is not
distracted from what seems to be the core of what the author wants to show us: the deep love
of a mother and the deep pain caused by the removal of her child. By doing that she lets us
see this aboriginal woman as a mother, a human being with strong human feelings. We dont
see a “boong” who needs to be “breeded out” but a deserted mother longing for her child.
There is no explicit accuse in this story; Nellie tells it without any sign of anger or furore
Back Affect about “Mr. Neville” who took her child. She only states quietly: “I didn’t want to
let you go but I didn’t have any choice. That was the law.” At first sight this calm attitude is
suprising considering the harm that has been done to her. And it doesn’t seem to be the right
way to engage the reader against Australian policy towards Aboriginies.
But it is. For Nellie is so non-judgemental, even indifferent against the people who caused
her so much pain, the reader feels asked to be furious for her. As if she needed someone to
accuse them in her behalf because she is not doing it. In that way the text gets its political
dimension and becomes a powerful accusation against the racistic so called Aboriginies
Protection Board.
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Appendix 16 May: Stylistic analysis (A1)
This is a story of “stolen generation” which was a torment to a lot of Aborigines. Until 1970s,
Australian government had a policy to make Aboriginal culture and even Aborigines
themselves disappear. Thus they took children of Aborigines who have got fair skin away
from their parents and brought up as a white people. Elaine, the receiver of this letter, was
taken away from her mother Nellie, the writer of the letter, according to this policy. The
narrator, aunty Bessie, is a sister of Nellie and she tried to pass this letter to Elaine as it was
what her dead sister has hoped.
I like this text because I generally prefer stories which are evocative and full of
pathos. Though I do not know well about what has happened to Aborigines and how they
think of that, there is something general in this text. It is very easy to find love and tragedy
which are the two biggest factors people are looking for in the stories. In my opinion, it does
not matter for readers that this is about Aborigines though the fact it is based on true story
does matter. For instance, though it is quite important for Aborigines to know who they are,
the nature to desperate to know oneself can be applied to everyone else in the world. Then the
second last sentence in the letter looks nice but can belong to any other writings.
I do not mean the author wrote this text to attract readers, but it has certain factors
that can move us. In this essay, I will reveal how the way the author wrote had an effect to
move us and what I think of that.
First of all, I will examine about the omission of information. I reckon the lack of information
can tell more things by provoking reader’s imagination. As this extract is mostly made up of
the letter in which readers can see from the view point of only one person, there is a heap of
information that is not said. Though it seems to be difficult to explain the situation fully in the
form of letter, as I mentioned before, it can be advantage. I am going to demonstrate that with
some examples.
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In the letter, Nellie wrote to Elaine that “I wanted you to have a better life than me”. This is a
kind of expression which is frequently said from parents to children in a story. Even though
readers did not get much information about the characters in this text, other stories in which
we found the same kinds of expression will come to our mind and we tend to think that it
should be used in a similar text this time as well. Thus readers can easily guess that the
speaker had not been leading a happy life and loves the listener very much. What is more, if
readers have a favorite story which has this kind of expression, they may recall what they felt
when they read that book and make mistake that this story gives them that feeling.
Then she said that she had started looking for her daughter when she was thirty, but she did
not mention the reason why she had not done that for ten years. Maybe Australian
government has changed its policy during that ten years, or maybe she experienced another
suffering thus did not have any time to do so. We can not guess properly but we can not help
thinking as she chose to mention her age in this short letter. She also did not talk about
Elaine’s father, though it seems to be one of the most important things for her daughter.
There can be two options; it does not matter who her father is in their culture as long as he is
not Aborigine and did not have any affection to them, or she wanted Elaine to ask her aunt
later. For us readers, it has an effect that made him look like very cold and mean person.
Especially people like me, who knew only the cases terrible enough to be told, tend to
imagine someone like that worst kinds. It is true that there are many women who can have
sex without any affection and end up to be pregnant, and I am not sure if Aboriginal women
never do like that or not. However, I guess most of the readers would not think of this
possibility. What is more, when I read this text for the first time, I appreciated the fact that
Nellie did not blame Elaine’s father.
Secondly, I am going to look at the word choices. Obviously, it was written in quite simple
English. The author used basic words and short sentences, especially in the letter. Thus
readers feel Elaine is still very young at least for her mother, though she is old enough to
have children. It made readers feel sorrier to them.
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The author also used kind of words which has strong impression in any context. Take the
expression” you will have the special things in my tin” for instance, the word special actually
does not tell anything but makes us imagine more than what it is.
I like this text, but I have to say that it is not beautiful. This text does not have
anything new which I reckon poetry should have. As I stated above, the author used a lot of
techniques to move us readers and took a form that makes us think emotionally. However, I
do not think the author succeeded in writing something unique as an Aborigine. It may be
partly because she has grown up in the white culture. I guess the reason why her book was
sold very well is she wrote about Aborigines as an Aborigine but in the familiar way to many
people other than Aborigines.
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Appendix 17 Johanna: Stylistic analysis (A1)
MY INTERPRETATION OF AN EXTRACT FROM THE LETTER
The text that I am going to treat in this essay is an extract from Sally Morgan’s text The
Letter. The letter describes an Aboriginal woman’s struggle to gain contact with her long lost
child. The story takes place during the British settlement in Australia, when many half-cast
children were taken away from their biological mothers to be raised in white families. A man
called Mr Neville was the man in charge for this action, he was in the Aborigines Protection
Board. The children that were replaced were the so-called stolen generation.
When we enter the text, Nellie, the mother have just passed away and her sister Bessie reads
through a letter that she is going to hand over to Nellies child Elaine. The letter was written to
Elaine by Nellie just before Nellies death. In the letter Nellie describes her great love for
Elaine and that she didn’t want to leave Elaine. She tells her about Mr Neville, how he just
took three year old Elaine from her without ever asking for permission. She says that it was
the law and there was nothing she could do about it. Nellie tells Elaine how she started to
look for her after ten years after they had stolen her. She went to Mr Neville and he said that
Elaine had been adopted to a white family and that Elaine now taught that she was white. By
the time Nellie found Elaine, she had grown up and had children of her own. Nellie started to
send letters to Elaine but she just kept on sending them back. Nellie said that she understood
why, but that she also wished that she would read this letter so that she one day would start to
wounder what her real roots were.
Nellies sister brings this last letter to Elaine but she don’t want this either. In the end of this
extract Bessie can hear Nellie whisper in to her ear “You always give up too easy”. Bessie
then decides that she will give it another go and send the letter to Elaine again.
I liked the content of text and it was quite easy to relate to. But it was also tragic to see how
much Nellie struggled to get her daughters attention without any success. It was nice to read
it as a letter, it felt more personal that way. Even a bit exciting, because you are not supposed
to read others letter.
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I think that the message of this text is that you shouldn’t give up on your family and you
shouldn’t forget your roots cause those are the most fundamental that you have. If you give
up on your family you have given up your history. It also gives you the opportunity to get
some knowledge of, and feelings for the tragic life that many Aborigines went through during
this time.
The author uses an day to day language that is easy to relate to. I also think that she wanted to
get closer to the readers by building up the text with the letter as an essential part. As I said
earlier, you are able to get a more personal and intimate feeling if you are allowed to read a
letter that are written to someone else but you. It is also a very concrete text without any
significant methafores or any particular patterns.
The author follows a logical time line. The only thing that she leaves out for the reader to
work out is the age of the persons in the text. She has some age stated but there are also gaps
that the reader has to imagine by them self. The sentences are short which gives the text a
more easy to read impression
The author plays a bit with the reader’s feelings. In one place she writes “Sometimes I’d take
out your baby photo and look at it and kiss your little face”. A sentence like that make the
reader feels sorry for the mother and automatically on the mother’s side. The text is written as
first person, which also gives it a more personal feeling. The characters are very believable
and also cover a wide range. There is someone for all to relate to. The brave mother, the sister
that looks up to her sister’s courage and the daughter who is in denial or anger.
There is only one thing that I have some difficulties to understand in the letter. Nellie doesn’t
describe the removal of Elaine as tragic as I would image it to be. She says that they took
Elaine away because that was the law and she couldn’t do anything about it. If I compare this
to the movie Rabbit proof fence, which treats the same topic, it is much more tragic. In the
movie both children, mothers and relatives scream and cry out loudly. You could really see
that their whole world is falling apart. In this text it feels more like a thing that you have too
accept, that it comes with life. And if you want to struggle, you do it later.
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I liked the text and I felt that I really could relate to Nellie and her struggle. The only thing I
didn’t like was that the feelings Nellie had when Elaine was taken away. The feelings were a
bit too weak described compared to what I imagine it would feel like to have your daughter
taken away from you. The text also gives me, as a foreigner, a bit more understanding to what
was going on in this country during the time the British people came and took control over
Australia. The text gives me a possibility to get a personal view to one of many the terrible
things that the Aborigines had to go through. This extract also makes me want to know what
happened to these ladies further on and triggers me to learn more about the Aborigines.
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Appendix 18 Aqua: Stylistic analysis (A1)
The Letter, by Sally Morgan, is about a woman called Nellie, whose daughter, Elaine, was
taken away from her during the Stolen Generation period. After 10 years, she tried tolook for
her daughter again but her daughter refused to acknowledge her. Before she passed away, she
wrote a letter to her daughter and asked her sister, Bessie, to give it to Elaine with the hope
that Elaine will someday acknowledge the truth of her birth. The story begins with Bessie on
the bus, reading the letter, which her sister wrote before she passed away. It seemed that
Bessie was disheartened because Elaine refused to see her or accept the letter. I think that this
story is about how deep did the Stolen Generation affects people and their families. In this
story, we will see how Sally Morgan treated time very seriously because she actually
mentioned some specific times, especially in Nellie’s letter, such as when did she had Elaine,
how long had she been looking for Elaine, etc. There are also some informations that we are
not told directly but we can speculate or guess quite easily from the information given to us,
such as how old Nellie was when she passed away.
The way that time is used in this story are mostly from the letter which Nellie wrote. The first
way that time was used was when Sally Morgan gave us specific times of each incident that
happened. In response to this, she makes us, the reader, to feel closer to the character. We
know that Nellie gave birth at the age of 17 and for me, it was quite shocking because
nowadays, most girls of 16-17 of age usually still go out with their friends and have fun but
Nellie already had the heavy burden and big responsibility of taking care of a baby. Also, in
the letter, she did not mention her husband at all so we would assume that she was unmarried
and all alone in raising up Elaine. It is also a possibility that someone had raped Nellie and
although it is only a speculation, it is still a very disturbing thought.
The effect of those thoughts to us, the readers, is quite strong, especially if the readers are
women and mothers because with their maternal instinct, they can imagine how hard it would
be to give birth to a child and have the child taken away and given to a family of strangers as
if the child is considered as a “thing”, not a human being.
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Another way which time is used us when Elaine was taken away from Nellie. Nellie
mentioned that Elaine was taken away when she was only 3 years old. Although 3 year olds
are not really considered as babies anymore, but at the same time they are too small to let go.
They still need their mothers to take care of them. Another thing was when Mr. Neville took
Elaine away, she had been with her mother for 3 years and during those 3 years, they must
had had quite a lot of memories together, both bad and good, so when Elaine was taken away,
it was actually much harder for Nellie to deal with compared to if they too Elaine away right
after she was born, because although there will still be a bonding between a mother and
daughter, it will not be as strong.
Again, when we, the readers, read this, our parental instinct will be greatly disturbed because
to separate a mother and a child when they have been together for a few years is a very
insensitive, inhumane thing to do. I am sure that no mothers would want that to happen to
them, especially if they do not know whether their child will be in safe hands or not. I believe
that the safest place a child could ever be is with his/her mother.
The third way that the author used time to get to us, the readers, is when she told us that
Nellie searched for her daughter for many years. Sally Morgan did not tell us the exact time
but by using other information such as Nellie’s age when she started looking for Elaine and
the fact that Elaine already had a family and children by the time Nellie found her, we can
assume that Nellie had searched for Elaine for about 15 years and during those years, no one
would give her any information or hints as to the whereabouts of Elaine. Instead, they told
Nellie to just forget about her daughter because she would only hurt Elaine if she found her.
Although in a way it makes sense to do just that, but can a mother really forget about her own
child? Her own flesh and blood that she had given birth to and taken care for 3 years? If we
think about it, it would seem very natural and instinctive that Nellie would want to search for
Elaine. It shows that Nellie really, truly cared for her daughter, although her daughter was a
result between her and a white man, and that she was trying very hard to be a good mother.
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In conclusion, The Letter, by Sally Morgan, is a very interesting story about the Stolen
Generation period and a mother’s struggle to find her long lost daughter, whom she had with
a white man, and to fix the severed ties between them. Throughout the story, Sally Morgan
has always managed to make us, the reader, to feel closer to the characters and play with our
emotions by using time in different ways. Those ways are most obvious when we were
reading the letter, such as when did Nellie give birth, when did her daughter was taken away,
and how long did it take her to locate her daughter, Elaine.
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Appendix 19 Plain language statement

PROJECT TITLE: Investigating the learning outcomes of a linguistic approach to
literature in the second language classroom.

Investigator: Ms. Anne Isaac (PhD student)
Exploring Style and Meaning in Language (ESML) uses a language-based approach to texts
which aims to develop your knowledge about language, language use and literacy skills.
Throughout the course, you will be doing activities designed to help you explore literary and
non-literary texts and discover how the writer’s choices of vocabulary and grammar affect
meaning. The texts studied represent voices from different Australian backgrounds and
provide a basis for exchange about similar issues present in the diverse societies and cultures
of the students in the class.
Previous ESML students have responded positively to this approach to language
development. In this research project I am trying to investigate how useful the approach is. In
order to do this, I need to ask for your permission and your help to allow me to follow your
progress quite closely.

What participation involves
Standard requirements for all ESML students
As an ESML student, you will be taking part in group and class discussions about your
reactions to texts, giving an oral presentation which is normally video-taped, and writing a
range of texts, including academic assignments and creative writing tasks. You will also have
the opportunity to attend a 45-minute, mid-semester interview with me (Anne Isaac) to
discuss the first draft of your assignment as well as your responses to the subject. At the end
of semester, all students complete anonymous evaluations of ESML.
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Stage 1 of the Research Project
I would like to follow your response to the approach used in ESML throughout the semester.
To do this, I need your permission to audio-record and transcribe your group/class
discussions and your mid-semester assignment/ feedback interview, and to transcribe the
audio-tape of your oral presentation.

Stage 2
In the second stage of the project, I would ask for your permission to make copies of your
written work and anonymous evaluations. In addition, so that I know more about your
language proficiency at the start of the course, I would like to look at your placement test
results (DELA or the ESL Placement Test).
I would also ask you to attend an individual interview after the end of the semester, when you
have handed in all your assignments and, if possible, after these have been assessed. During
the interview, I would ask you to talk about your reactions to the teaching approach and
course content used in ESML and to discuss your work more closely. The interviews would
be up to one hour long and would be audiotaped and transcribed. You would be paid $15 for
attending the interview.

Stage 3
When all data has been collected, I would choose six participants as case study participants.
In choosing these participants, I would try to find a representative sample of students in the
class, for example, equal numbers of students with lower and higher language proficiency
levels, and of students who have a strong literature background, as well as those who have
not studied much literature in the past. If you are a case study participant, you may be asked
to check transcripts from your individual interviews.
If you wish to participate in this project, you will be asked to complete a confidential
questionnaire and sign a Consent Form (A).
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How you could benefit from participating in this research project
Possible benefits include:
•

having a greater awareness of language and of what being an effective language user
involves;

•

receiving additional feedback about your word choice and language use generally;

•

receiving additional feedback on your discussion strategies; and

•

having additional opportunities to discuss your responses to the teaching approach.

Ensuring that you feel comfortable about participating in this project
Firstly, it is important that you know that if you decide to participate, your name will not be
used at any stage in the project. The end of semester evaluations are also anonymous.
Nevertheless, because of the relatively small number of participants in this project, I need to
mention that there is a very, very small risk where anonymity is concerned. To help safeguard
your anonymity, you will be asked to suggest a pseudonym which will be known only to me.
Secondly, most people feel a little uncomfortable at the thought of being audiotaped, but they
generally forget about the presence of audio-recording equipment once they start talking.
After each taped session, you will be able to talk about how you feel about your contribution
to the discussions. You are also welcome to talk with me about any aspects of the project
outside of class hours and/or during the individual assignment draft interview.

Fair and equal treatment for participants and non-participants
Your participation or non-participation in this research project will have no effect on the
treatment you receive within the ESML classes, nor on your results in this subject. Group
and class discussions and the individual assignment draft/feedback interview are standard
ESML procedures. All ESML students (participants and non-participants) will be able to
evaluate and suggest changes to the subject in anonymous evaluations. All contributions will
be equally valued. If you do not wish to participate in the research project, you will still be
treated in the same way as participants in every other respect. You may choose to agree only
to the audiotaping of class discussions on condition that transcriptions of your contributions
remain anonymous (e.g. Student 1, Student 2).
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Alternatively, if you do not wish to be audio-recorded during group discussions, you will be
able to join a group where no recording equipment is used. During audiotaped class
discussions, you may choose alternative tasks -- for example, instead of contributing to the
discussion, you may wish to chair, summarise or evaluate the discussion, and report to the
class following the recorded session.

Your right to withdraw consent
Your participation in this research project is voluntary. If you agree to be a participant, you
will be asked to sign a Consent Form. However, you are free to withdraw your consent to
participate at any time. You may also withdraw any unprocessed data at any time.

Ensuring confidentiality
Data collected in this research project will be used in my PhD thesis, presented at conferences
and published in academic journals.
I will try to ensure confidentiality of your data you by:
•

using a pseudonym (known only to me) instead of your name; and

•

storing data in a locked filing cabinet and in computer files which require a password
to be opened. The data will only be accessible to me (the Investigator) and will be
held for a minimum of five years from the date of publication of research findings.

Nevertheless, there are some legal limits to my ability to safeguard confidentiality -- for
example, if the reporting of data is requested by law. However, again, the risk of this
happening is very slight.

Further Assistance
If you have any further questions about this research project, please feel free to contact me:
Anne Isaac

Lecturer, Centre for Communication Skills and ESL

Telephone:

8344 8996

Email address: anneri@unimelb.edu.au
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This research project has been approved by the Human Research Ethics Committee at the
University of Melbourne. If you have any concerns about the way this research project is
being conducted, you may contact:
The Executive Officer, Human Research Ethics,
The University of Melbourne, Victoria 3010
Telephone: 8344 7507

Fax: 9347 6739
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Appendix 20 Consent form

PROJECT TITLE: Investigating the learning outcomes of a linguistic approach to
literature in the second language classroom.
Name of participant: ____________________________________
Name of investigator: Ms. Anne Isaac
1.

I consent to participate in the project named above, the particulars of which including details of tests and procedures - have been explained to me. A written copy
of the information has been given to me to keep.

2.

I authorise the researcher to:
i.

gather background information about me in a confidential questionnaire;

ii.

analyse my results and writing scripts from the University’s diagnostic placement
tests;

iii.

make copies of my written work and transcribe the audiotape of my oral
presentation;

iv.

audiotape my participation in class/group discussions, a mid-semester assignment/
feedback interview and a post-course interview;

v.

analyse the transcribed tapes from these discussions;

vi.

present the findings of this research in a PhD thesis, in academic journals and at
academic conferences.

3.

I acknowledge that:
i.

the possible effects of the procedures have been explained to me to my
satisfaction;

ii.

I have been informed that I am free to withdraw from the project at any time
without explanation or prejudice and to withdraw any unprocessed data
previously supplied;

iii.

the project is for the purpose of research;

iv.

my name will not be identified at any time during the project, nor in any
publications arising from the research, and that the confidentiality of any
personal details or information I provide will be safeguarded subject to legal
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requirements. However, I am aware that the small number of participants in
this project may have implications for privacy or anonymity;
v.

participation in this research is voluntary and that participation or nonparticipation will have no affect on my treatment or grades in ESML; and

vi.

if I am selected as a case study participant, a copy of transcripts from each of
my interviews will be returned to me for verification.

Signature

Date
(Participant)

Signature

Date
(Witness to consent) (if you are under 18 years of age)
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Appendix 21 Stylistic analysis task guide

Exploring Style and Meaning in Language
Assignment 1
Text

Extract from The Letter (Sally Morgan)

(pp. 1-3)

Topic

Write a stylistic analysis of the extract.

Purpose

To show how you as an individual respond to a text, interpret its message and
evaluate the use of specific linguistic/stylistic features to construct this
message.

Your essay will need to include the following components:
1. an Evaluation, which gives the audience
• a brief synopsis/contextualisation
Provide information about the setting (time and place); the action which takes place; the
narrators and characters involved; and the relationship of this extract to the rest of the
story;
• your reaction to the text
Did you like the text?Why? Why not?
• your interpretation of its message or ‘universal meaning’
What is it the message and relevance of the text?
2. a Thesis, which argues that specific linguistic/textual features/the style chosen by the
writer emphasise/s or help/s to communicate the ‘message’ or meaning.
How has the author’s use of language communicated this ‘message’ or meaning?
The thesis includes an outline/plan of the way you will be supporting your point of view
(what you aim to examine and the order in which you will argue your main points).
3. a series of Arguments and Evidence, which support your thesis/view(s) through analysis
of linguistic evidence from the extract and by indicating how the use of language shapes
the ‘message’ and affects you, the reader.
Can you identify any striking language features, any patterns of language or examples of
conventional or typical language patterns which are broken?
4. a Conclusion, which summarises your argument and includes/re-states your personal
evaluation/a statement about of the personal relevance of the text.
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Word Length The essay should be approximately 1000 to 1200 words in length and have an
introduction, body and conclusion.
Weighting

The essay is worth 25% of your overall mark in this subject.

Due Dates

First Draft

Monday 9 September, 2002

Final Draft

Monday 23 September, 2002

Structure

The essay should consist of three parts

1. An introduction which should include your Evaluation and Thesis (+ Outline).
You should draft the introduction before you commence the body of the essay, and then
rewrite it when you have written/are writing the conclusion.
2. The body needs to include your Arguments and Evidence for the thesis/opinion you

expressed. In the body of the essay you should select and analyse those elements which
have the strongest impact on your reading of the text. These features may include patterns
of language of various kinds or a breaking of conventional or typical language patterns.

The topic sentence of each section of the body of your essay should be connected to what
you stated you would do in the outline.
Your argument should be drawn from the content of the text and from the way
language is used to express this content (form).
Some questions you need to ask yourself are:
•

Does the text move you? If so, why? If not, why not?

•

Are the characters plausible (if the text is a story [narrative])? In other words, are they
believable? Or if they are not, why is this so?

•

Are the reasons for their behaviour clear?

•

What particular language features are present in the text and how do they contribute to
the meaning of the text and the relationship between the writer and you, the reader?

•

What effect does the writer's use of these features have on you as a reader?
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Suggested Foci
You could consider one or two of the following features:
•

voice/ point of view (pronouns)/narrative technique
Is the story told in the first (I/we) person or the third person (he/she)?
Whose voice/s do we hear?

•

(narrative) structure /organisation
How is the extract organised or connected?
Are there any obvious sections?
Do these correspond to changes in time or mood or setting?)

•

direct conversation versus description or internal monologue

•

coherence (treatment of time particularly)

•

semantic patterns of contrast

•

sentence structures (types of structures, negatives, types of verbs)

•

word choice (types of words and qualities of those words, including:
formality/ informality of style, and/or the presence or absence of images, metaphors
and other types of figurative language)
What types of images are used (of sight, sound, touch, smell)?
Do they form patterns of similarity or contrast?

•

words which express the writer’s attitude, evaluation or judgement
e.g. expressions of attitude (intensifiers – ‘very’ – or modifiers – ‘possibly’) and/or
comment words (‘fortunately’, ‘unfortunately’)

•

omission of information (what is said vs. what is not said)

If you try to look at too many things, your analysis will lack depth. That is why it is
important to limit the scope of your argument.

As well as identifying these elements, please ensure that you analyse and discuss their
effect/s on you, the reader.
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3. The conclusion needs to include a brief summary of your argument/views and of your
supporting reasons, as well as a personal evaluation/statement of the personal relevance
of the text (that you have gained from having to do this analysis).
The conclusion should connect back to what you stated you would do in the essay in the
outline, then sum up your findings and your personal point of view about the extract.
Checklist
Before handing in your assignment, you should check your assignment using the following
checklist:
Content
Have I ‘spent’ too many words describing the content/re-telling the story?
Is the essay well balanced?
Is the bulk of my essay concerned with an analysis of how linguistic/textual features produce
certain effects?
Structure
Is there an outline?
Is it consistent with what follows?
Does the beginning of each paragraph indicate the main topic of the paragraph?
Are the paragraphs/points explicitly connected?
Other
Have I used Spellcheck?
Have I proofread the essay at least twice?
One proofreading should be for clarity, the other for specific grammar/vocabulary/spelling
errors that I tend to make.
Is my writing double-spaced?
Is my name/student ID No on the assignment?
Have I included the word count?
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Appendix 22 Contractive Heterogloss strategies
Type
Disclaim

Sub-type
Deny: confront
Deny: correct
Counter-expect

Proclaim

Pronounce

Mode of operation
More assertive
Aligning to
the writer’s
position

Disaligning
from other
positions

Expect

Endorse

More persuasive
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Congruent realisations
•grammatical negation e.g. ‘no’,
‘not’, ‘never’
•concessive
conjunctions
&
connectives of counter expectation
e.g. ‘but’, ‘while’, ‘even’;
•mood adjuncts or continuatives e.g.
‘still’, ‘only’, ‘just’;
•prepositional phrases e.g. ‘on the
contrary’;
•comment adjuncts e.g. ‘suddenly’.
utterances that are:
•explicitly subjective e.g. ‘As I said
before …’;
•implicitly objective e.g. ‘indeed’;
•explicitly objective e.g. ‘The fact is
that …’;
•rhetorical questions
•logical conjunctions e.g. ‘as’,
‘because’;
•causative processes e.g. ‘causes’,
‘leads to’
•reporting verbs that form a cline of
‘factivity’ (Kiparsky & Kiparsky
1977)
signalling
degrees
of
endorsement e.g. ‘suggest’, ‘show’,
‘demonstrate’

Appendix 24: Aliénor: Genre analysis (A1)
Extract from The Letter
Paragraph/
Clause
Complex
EVALUATION

Contextualisation & synopsis: The text & the extract
Para.1
1.1
1.2
1.3

This text is an extract from The Letter written by Sally Morgan, an Aboriginal artist, in
1990.
The whole story is about a mother, Nellie, yearning to renew the family ties with her
stolen daughter, Elaine.
The passage deals with the last letter Nellie wrote before dying and that her sister
Bettie [sic] kept in order to carry on[e] [sic] with the difficult task of making Elaine
accept her origins.
Contextualisation & synopsis of key stylistic features & the reader’s personal reaction

Para. 2
2.1
2.2

2.3
2.4
2.5
2.6
2.7

The absence of the characters in the passage is striking.
Indeed, the aunty is the only one who is “physically” present as the reader can enter her
stream of consciousness, while Nellie can only be perceived through her writing:
through the letter.
Mr Neville, the man that caused the separation, and Elaine are only evoked while they
are the main characters of the drama.
The drama in question is the one of the stolen generation.
That is why the first adjective to qualify the text that comes to my mind is moving.
Indeed, it tackles a painful problem, which is still topical nowadays.
Moreover, the style is very simple, and sober, which makes it all the more touching
because it makes it all the more sincere.
Interpretation of key theme: the importance of [the] ties of blood.

Para. 3
3.1

3.2

The text broaches universal themes, such as the suffering of a mother whose child has
been taken away from her, the fear of the daughter who does not want to hear about her
<shameful> past because she just cannot handle the truth, the poignant perseverance of
the aunty, linked to her dead sister by a promise.
These themes could be condensed in one main idea: the importance of the ties of blood.

STAGE

THESIS: The pivotal role of the letter

Preview of Arguments 1 & 2
Para. 4
4.1

STAGE

In this essay, I would like to concentrate on a central aspect of the text, which is the key
importance of the letter, through two main points: how the letter constitutes the
transmission of a particular message and how it leads to the revival of hope.
ARGUMENTS/EVIDENCE

Preview of Argument 1: Aliénor’s interpretation of the purpose of the letter:
Para. 5
5.1

My first part will focus on the letter as a mean [sic] for the mother to renew relations
with her daughter.
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Interpretation of the purpose of the letter:
Micro-Argument 1.1: To inform Elaine about ‘what really happened’
Para. 6
6.1
6.2
6.3
6.4
6.5

The past is the main issue of Nellie’s letter.
The predominance of the past simple is revealing.
She gives information about time: “I was seventeen”, about space:
“the Settlement”, “the Aborigines Protection Board”.
Nellie wants her daughter to know the circumstances of their separation, so that Elaine
could know what really happened.
The sentence “I want to tell you what it was like” is, to me, a key sentence.
Interpretation of the purpose of the letter:
Micro- Argument 1.2: (implied) To inform Elaine that she was unable to prevent her
removal

Para. 7
7.1
7.2
7.3

7.4
7.5
7.6

7.7
7.8

Nellie insists on the colour of the skin: the colour white is repeated four times, and the
adjective fair is used to qualify Elaine’s skin or hair.
The reader immediately understands that what was at stake was the whiteness of
Elaine.
The vehicle of several parallelisms is used to emphasize on the inescapability of the
separation by highlighting the difference between Aborigines and non-Aborigines:
“They all wanted to know... but I wouldn’t tell”,
“He said that black mothers like me weren’t allowed to keep babies like you”.
The separation was inevitable: even justice was in the hands of white people.
The very short sentence “That was the law” demonstrates the power of white people:
Nellie was a person against a system.
Another parallelism can be evoked here:
“He didn’t want you brought up as one of your people. I didn’t want to let you
go”.
Mr Neville and Nellie had mutually exclusive desires, and her weakness destined her to
fail.
There is here an underlying idea of fate, which is reinforced by the use of short
sentences, which generates a jerky rhythm, as if it followed the movements of her life.
Interpretation of the purpose of the letter:
Micro- Argument 1.3: To inform Elaine that she was loved & not abandoned

Para. 8
8.1
8.2
8.3
8.4
8.5

8.6

I would now like to evoke the purpose of the letter, as Nellie clearly insists on it.
On the one hand, she wants her daughter to know she loved her.
She wants to justify herself.
A negative form immediately follows the verb “desert”, which has a high loadedness:
“It wasn’t like that”.
Besides, she highlights her helplessness:
“I was only seventeen”
“I didn’t have any choice”.
The lexical set of maternal affection is quite significant: “protect”, “I’d only hurt you”,
“kiss”, “little face”, and above all the sentence:
“I prayed that somehow you’d know you had a mother who loved you”,
with the verb “love”, and the repetition of the pronoun “you”.
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Interpretation of the purpose of the letter:
Micro- Argument 1.4: To inform Elaine of her identity
Para. 9
9.1
9.2
9.3
9.4
9.5
9.6
9.7
9.8
9.9
9.10
9.11
9.12

STAGE

Para. 10
10.1
10.2
10.3
STAGE

Para. 11
11.1
11.2
11.3
11.4
11.5
11.6

On the other hand, Nellie wants her daughter to know her identity.
This is a dominant theme in Sally Morgan’s work, as it is part of her childhood.
My place tells the story of her self-discovery through reconnection with her Aboriginal
culture and community.
Indeed, she learnt she was Aborigine only at fifteen.
From the very beginning, everything is problematic.
“You were so fair”, Nellie says.
Neither black, nor white, she is half-caste.
Several sentences refer to her roots:
“our people”, repeated twice, “who you really are”, “that’s where you belong”.
And it is interesting to analyse the daughter’s reaction, which is the denying of her
aboriginality.
Elaine is like the prisoner in Plato’s cave.
She prefers to stick to the shadows, because [the] truth is painful.
She had been raised by a family, thinking it was hers:
“you’d been adopted by a white family”,
“you thought you were white”,
“you were grown up by [sic] a family of your own”,
and Nellie’s revelations are disrupting all her life.
TRANSITION
Review of synopsis: The presence of two narrators
Preview of Argument 2: The letter’s role in bringing about the revival of hope
As I said before, there are two protagonists in the passage: Bettie and Nellie.
The aunty is physically present; the reader enters her stream of consciousness, while
Nellie’s thoughts cannot be known.
Thus, I would like to focus on the role of the letter regarding Bettie’s hope.
ARGUMENT 2 AND EVIDENCE
(Implied interpretation) The letter’s role in bringing about the revival of hope
Micro-Argument 2.1: The narrators’ contrasting dispositions:
(i) Bessie
The difference between Nellie’s positive attitude towards life and the pessimism of
Bettie is striking.
At the beginning of the passage, Bettie’s feelings are very negative.
The sentence “... it looked like it would be the last”, and the adjectives “faded and
worn” suggest despair and lack of faith in the future.
The repetition of “It was no use” clearly shows the discouragement of the auntie.
But the verb “(I) read it again” launches the action forward.
It is a first step.
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Micro-Argument 2.1: The narrators’ contrasting dispositions:
Para. 12
12.1
12.2
12.3
12.4
12.5
12.6
12.7
12.8

12.9

(ii) Nellie

Nellie’s style can now be evoked.
The style of the letter is very simple, and bare of hyperbolic metaphors.
The absence of adjectives, of adverbs is striking.
Her letter gives no sign of any sense of tragedy; on the contrary, she tends to minimize
what happened via understatement.
She does not need ornaments; she goes to the essential as if she knew that simplicity is
sufficient unto itself.
Nellie does not let her emotions show through.
To me, this is a kind of courage, of self-control (not an absence of love as one could
think at first glance as it took Nellie all her life to find her daughter).
It goes along with her perseverance, and the fact that the aunty, in the free direct
thought which allows us to enter her mind, uses the adverb “always” twice is not a
trivial detail:
“Nellie had always been the strong one, she’d always believed”.
It shows the permanent positive state of her mind.
Micro-Argument 2.2 & Evidence: The letter’s role in Bessie’s change of heart

Personal reaction
Para. 13
13.1
13.2
13.3
13.4
13.5
13.6
13.7
13.8
13.9

13.10

STAGE
Para. 14
14.1
14.2
14.3
14.4
14.5

And there is this supernatural event, Nellie’s voice that Bettie can hear because she just
read the letter.
It is rationally impossible, and that is why I like it.
It allows the reader to dream.
It reminds me of Jane Eyre, when she hears the desperate cry of Rochester, and yet she
is so far away from him.
His voice rekindles her love.
In The Letter, the same thing occurs.
Nellie’s voice gives Bettie courage.
She realizes she cannot give up, because of the ties of blood that are particularly
important in the Aboriginal culture: “that girl was our own flesh and blood”.
The gradation (I) felt strangely better, almost happy,
the use of the future: I’ll make one last try, I’ll get a new envelope, shows that Bettie
has faith in the future.
And the final modal verb, “she might just read it” followed by an exclamation mark
underlines this idea of hope.
REAFFIRMATION OF THESIS & EVALUATION
The pivotal role of the letter

In this extract, the letter has a particular relevance.
For Nellie it is a device to reclaim her daughter, and to express herself, as she cannot be
interrupted while writing.
It is a form of confession which allows the reader, and Elaine who is the addressee, to
know the past, and to understand.
Besides, the letter outlives her, and makes possible a reconciliation between Elaine and
her roots even after her death.
To me, the originality of the text lies in the fact that Nellie, whose point of view is
predominant, does not flaunt her feelings, and this restraint makes the story poignant.
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Appendix 25 Aliénor: Attitude and Graduation analysis (A1)
Key
Attitude
Affect (realis)
Fuschia
Affect (irrealis)
Grey
Judgement
Esteem
Dark yellow
Sanction
Red
Appreciation Reaction
Violet
Composition Blue
Valuation
Turquoise
Graduation
italics

Explicit evaluation
Implicit evaluation
Loading
+
–
=
neg + –
Evaluations in citations

STAGE EVALUATION
Clause complex
1.1
This text is an extract from The Letter written by Sally Morgan, an
Aboriginal artist, in 1990.
1.2
The passage deals with the last letter [[Nellie wrote before dying [[and
that her sister Bettie [sic] kept [[in order to carry on[e] [sic] with the
difficult task [[of making Elaine accept her origins.]] ]] ]] ]]

“”

Target

Sub-type & Loading

the letter
Bessie
the task

t-salience =
tenacity +
reaction (quality) =
t-salience =
t-disinclination =
t-authenticity =
inclination =

Elaine
1.3

bold + colour
t-plain
positive
negative
neutral
negated

The whole story is about a mother, Nellie, yearning

Nellie

to renew the family ties

her desire

consequence +
t-authenticity =
the stolen generations, propriety –
its outcomes,
t-consequence –
its victims (Elaine & t-happiness –
Nellie),
& its perpetrators
t-propriety –

with her stolen daughter, Elaine.
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2.1
2.2

2.3

2.4

2.5
2.6
2.7

The absence of the characters in the passage is striking.

composition of the text
its rhetorical effect
composition of the text

Indeed, the aunty is the only one who is “physically” present
[[as the reader can enter her stream of consciousness]],
while Nellie can only be perceived through her writing: [through the
letter. ]
Mr Neville, [[the man that caused the separation,]]
Mr Neville
the stolen generations
policy
and Elaine are only evoked while they are the main characters of the composition of the text
drama.
Mr Neville & Elaine
the representation of this
historical episode
The drama in question
the representation of this
historical episode the
is the one of the stolen generation.
chain of events & its
outcomes
its victims
its perpetrators
That is [[why the first adjective [[to qualify the text [[that comes to my the rhetorical effect of
mind]] ]] is moving]].
the narrative
Indeed, it tackles a painful problem,
the stolen generation
its emotional impact
which is still topical nowadays.
& long-term effects
Moreover, the style is very simple, and sober,
narrative style
which makes it all the more touching because it makes it all the more its rhetorical effects
sincere.
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t-narrative device +
t-unexpectedness soc =
reaction (impact) +
t-narrative device +
t-complexity +
t-complexity +
t-propriety –
t-consequence –
t-propriety –
t-narrative device +
salience =
reaction (quality) =
reaction (quality) =
propriety –
t-consequence soc –
t-happiness –
t-propriety –
reaction (impact) =
consequence soc –
reaction (quality) –
salience soc =
complexity +
backgrounding =
reaction (impact) +
reaction (quality) +

3.1

The text broaches universal themes,
themes in the narrative
[[such as the suffering of a mother [[whose child has been taken away Nellie (the mother)
from her,]] ]]
the daughter’s removal
those responsible
[[the fear of the daughter
Elaine (the daughter)
[[who does not want to hear about her <shameful> past

beliefs
origins
Elaine

[[because she just cannot handle the truth,]] ]] ]]

3.2

STAGE
4.1

about

t-salience soc =
happiness –
t-consequence –
t-propriety –
security –
disinclination =
her <propriety–>

capacity neg +
veracity =
t-authenticity =
tenacity +
[[the poignant perseverance of the aunty, [[linked to her dead sister by a the aunty (Bessie)
t-propriety +
promise.]] ]]
the rhetorical effect she reaction (impact) +
elicits
These themes could be condensed in one main idea:
idea
(the
writer’s salience soc =
[[the importance of the ties of blood. ]]
interpretation of the salience soc =
narrative)
t-authenticity soc =
THESIS: The pivotal role of the letter
In this essay, I would like to concentrate on a central aspect of the text, Aliénor’s intention
an aspect of the text
[[which is the key importance of the letter,]]
the letter
the foci of the analysis
through two main points:
the letter as device &
[[how the letter constitutes the transmission of a particular message
signifier
[[and how it leads to the revival of hope.]]
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inclination =
salience =
salience =
salience =
t-narrative device +
t-consequence+
t-narrative device +
consequence +
inclination +

STAGE
5.1

ARGUMENT 1 AND EVIDENCE
My first part will focus on the letter [[as a mean [sic] for the mother
[[to renew relations with her daughter.]] ]]

the letter as device & t-narrative device +
signifier
t-possibility =
consequence +
t-authenticity =

6.1
6.2

The past is the main issue of Nellie’s letter.
The predominance of the past simple is revealing.

6.3

She gives information about time: “I was seventeen”, about space: “the composition of the text
Settlement”, “the Aborigines Protection Board”.
Nellie wants her daughter to know the circumstances of their separation, Nellie

6.4

the past
composition of the text
its rhetorical effect

so that Elaine could know [[what really happened]].

6.5

The sentence
[[“I want to tell you what it was like”]] is, to me, a key sentence.

the circumstances of
the separation
the reality of the
separation:
Nellie
the white regime
the sentence
“Nellie” (1st person)
“the reality of the
separation”
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salience =
foregrounding =
reaction (impact) +
t-salience soc =
t-foregrounding =
inclination =
t-veracity +
t-consequence –
t-propriety –
authenticity =
t-propriety +
t-propriety –
salience =
“inclination =”
“t-veracity + ”
“t-authenticity = ”

7.1

Nellie insists on the colour of the skin:

Nellie

t-inclination =
t-tenacity +
composition of the text foregrounding =
skin colour as signifier t-propriety –
of discrimination
“white”
“reaction (quality) =
t-propriety –”
composition of the text foregrounding =
“fair”
“reaction (quality) =
t-normality =”
composition of the text t-foregrounding +

the colour “white” is repeated four times,
and the adjective “fair”
is used to qualify Elaine’s skin or hair.
7.2

7.3

The reader immediately understands that [[what was at stake
[[was the whiteness of Elaine.]] ]]

composition of the text
Elaine’s whiteness
the policy built around
skin colour
The vehicle of several parallelisms is used to emphasize on the composition of the text
inescapability of the separation by highlighting
the separation

the difference between Aborigines and non-Aborigines:

but I wouldn’t tell”,

Nellie’s situation
the racial power
differential
“white authorities”
their power
“Nellie”

“He said that black mothers like me weren’t allowed

“Nellie”

“They all wanted to know...
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t-complexity +
reaction (quality) =
t-normality =
t-propriety –
t-foregrounding =
foregrounding = (x2)
t-consequence –
t-propriety –
capacity –
t-impossibility =
t-normality =
t-salience –
balance –
t-propriety –
“inclination =”
t-propriety –
“disinclination =
t-tenacity +”

7.4

7.5

7.6

to keep babies like you”.

“fair-skinned
“t-impossibility =”
Aboriginal
children” “t-normality =”
Mr
Neville
&
government policy
t-propriety –

The separation was inevitable:

the separation

even justice was in the hands of white people.

Nellie’ s situation
justice
white ‘justice’

The very short sentence
[[“That was the law”]]

composition of the text
“ the law”
“white law”

demonstrates the power of white people:

its meaning
white power

Nellie was a person against a system.

Nellie

t-consequence –
t-propriety –
normality =
t-impossibility =
t-salience –
propriety +
t-salience =
t-propriety –
balance +
“propriety +”
“t-propriety –”
“t- salience =”
t-salience =
capacity =
t-salience =
t-propriety –
t-tenacity +
t-normality +
t-salience –
t-salience =

the Australian
government
composition of the text t-foregrounding =
“Mr Neville & his wish “disinclination =
for Elaine “
t-authenticity =
t-propriety –”
“Nellie & her wish for “disinclination =
Elaine”
t-tenacity neg –

Another parallelism can be evoked here:
“He didn’t want
you brought up as one of your people.
I didn’t want
to let you go”.
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7.7

Mr Neville and Nellie had mutually exclusive desires,

Mr Neville
Nellie

and her weakness
destined her to fail.

7.8

8.1

the government
composition of the text
the separation

There is here an underlying idea of fate,

which is reinforced by the use of short sentences,

Nellie’s situation
composition of the text

which generates [sic] a jerky rhythm,
as if it followed the movements of her life.

its meaning

I would now like to evoke the purpose of the letter,

Aliénor’s intention
significance of the
letter
Nellie
composition of the text

as Nellie clearly insists on it.
8.2

On the one hand, she wants her daughter

Nellie

to know she loved her.
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t-propriety +”
inclination =
t-propriety –
inclination =
t-propriety +
capacity –
t-salience –
normality =
t-impossibility =
capacity –
t-salience –
t-propriety –
backgrounding =
normality =
t-impossibility =
t-salience –
t-salience =
balance +
reaction (quality) =
t-salience =
inclination =
t-salience =
t-inclination =
t-tenacity +
foregrounding =
inclination =
t-tenacity +
affection +
t-propriety +

8.3

She wants

8.4

to justify herself.
A negative form immediately follows the verb “desert”,

Nellie

inclination =
t-tenacity +
propriety +
composition of the text t-salience =
“propriety –”
the verb ‘desert’
salience soc =
t-reaction (impact) =
“Nellie”
“t-propriety neg –”
composition of the text foregrounding =
Nellie
capacity –
t-salience –
t-affect –
t-inclination –
the Australian
t-propriety –
government
“t-capacity –
“Nellie”
t-security –”
“the government”
“t-propriety –”
“Nellie”
“t-capacity neg +
t-happiness –”
“the government”
“t-propriety –”
composition of the text: t-foregrounding =
significance of
salience =
theme of maternal love affection +
t-propriety +
references to maternal “propriety +
love
t-affection +”.
“t-disinclination =
happiness –
t-propriety –”
“t-affection”
“t-affection

which has a high loadedness:
8.5

[[“It wasn’t like that”.]]
Besides, she highlights her helplessness:

“I was only seventeen”,
“I didn’t have any choice”.
8.6

The lexical set of maternal affection is quite significant:

“protect”,
“I’d only hurt you”,
“kiss”,
“little face”,
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and the repetition of the pronoun “you”.

t-propriety +”
t-salience =
composition of the text: “inclination =
significance of the affection +
sentence “…”
t-propriety +”
t-salience +
and of the verb “…”
“affection +
t-propriety +”
prominence of “you”
foregrounding =

On the other hand, Nellie wants her daughter

Nellie

to know her identity.

Identity

9.3

This is a dominant theme in Sally Morgan’s work,
as it is part of her childhood.
My place [sic] tells the story of her self-discovery

9.4

through reconnection with her Aboriginal culture and community.
Indeed, she learnt she was Aborigine only at fifteen.

9.5

From the very beginning, everything is problematic.

the theme of identity:
its significance
My place & the theme
of identity
Reconnection
Sally Morgan’s late
discovery
of
her
Aboriginal identity
Elaine’s identity

9.6

“You were so fair”, Nellie says.

“ Elaine’s identity”

9.7

Neither black, nor white, she is half-caste.

Elaine’s identity

and above all the sentence:
“I prayed that somehow you’d know you had a mother who loved you”,

with the verb “love”,

9.1

9.2
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inclination =
t-tenacity +
t-veracity +
t-authenticity =
salience soc =
t-authenticity soc =
t-authenticity soc =
consequence soc +
t-authenticity soc =
t-normality =
reaction (quality) =
t-normality –
“reaction (quality) =
t-normality =”
t-normality neg +
t-normality =

9.8

Several sentences refer to her roots:

composition of the text:
Elaine’s identity
“ Elaine’s identity “
composition of the text
“Elaine’s identity”

[[“our people”,
[[repeated twice,]]
[[“who you really are”,
[[“that’s where you belong”.]] ]]
9.9

And it is interesting to analyse the daughter’s reaction,
[[which is the denying of her aboriginality.]]

9.10

Elaine is like the prisoner in Plato’s cave.

9.11

She prefers to stick to the shadows,

rhetorical effect
Elaine’s reaction

of reaction (impact) +
disinclination =
t-authenticity =
Elaine
capacity –
t-authenticity =
Elaine
inclination =
t-authenticity =
truth
veracity =
its effect on Elaine
t-authenticity =
reaction (impact) –
Elaine
t-authenticity –
t-capacity –
“Elaine”
“t-authenticity –
t-capacity –”
the reality of her “t-normality +”
origins
veracity =
t-authenticity =
Nellie
t-veracity +
Elaine
t-security –

because [the] truth is painful.
9.12

t-foregrounding +
t-authenticity =
“t-authenticity =”
foregrounding +
“veracity =
t-authenticity =”
“t-authenticity =”

She had been raised by a family, thinking it was hers:
“you thought you were white”,
“you were grown up by [sic] a family of your own”,
and Nellie’s revelations
are disrupting all her life.
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STAGE
10.1
10.2

10.3

ARGUMENT(S) AND EVIDENCE
As I said before, there are two protagonists in the passage: [[Bettie [sic] composition of the text
and Nellie.]]
The aunty is physically present;
composition of the text
(^ Thus) the reader enters her stream of consciousness,
while Nellie’s thoughts cannot be known.
Thus, I would like

ARGUMENT 2 AND EVIDENCE
The difference between Nellie’s positive attitude towards life

and the pessimism of Bettie (sic) is striking.

11.2

t-narrative device+
t-complexity+
t-complexity+

Aliénor’s intention
inclination =
composition of the text:
the letter
t-salience =
its significance
inclination +
its meaning

to focus on the role of the letter
regarding Bettie’s hope.

STAGE
11.1

t-narrative device+

At the beginning of the passage, Bettie’s (sic) feelings are very negative.
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composition of the text balance +
its meaning:
Nellie
affect +
inclination +
t-capacity +
t-tenacity +
Bessie
affect –
inclination –
t-capacity –
t-tenacity –
its rhetorical effect
reaction (impact) +
Bessie
affect –
inclination –

11.3

The sentence
[[“... it looked like it would be the last”,]]

composition of the text:
“Bessie’s mood”
“t-affect –
t-inclination –
t-tenacity –”
“the letter & Bessie’s “reaction (quality) –
mood “
t-affect –
t-inclination –
t-tenacity –”
“reaction (quality) –
t-affect –
t-inclination –
t-tenacity –”
its meaning:
t-salience =
Bessie’s mood
affect –
inclination –
t-tenacity –
security neg +
inclination –
t-tenacity neg +
composition of the text foregrounding =
the situation
“t-impossibility =
“Bessie’s mood”
t-affect –
t-inclination –
t-capacity –
t-tenacity neg –”
its meaning:
t-salience =
Bessie’s mood
affect –
inclination –
t-tenacity –

and the adjectives “faded”

and “worn”

suggest despair

and lack of faith in the future.

11.4

The repetition of
“It was no use”

clearly shows
the discouragement of the auntie.
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11.5

But the verb [[“(I) read it again”]] launches the action forward.

composition of the text: “t-tenacity +
“Bessie’s mood”
t-inclination +”
its significance
t-salience +

11.6

It is a first step.

significance of Bessie’s t-salience +
action
t-inclination +

12.1

Nellie’s style can now be evoked.

12.2
12.3
12.4

12.5

12.6

composition of the t-composition +
letter: Nellie’s style
The style of the letter is very simple,
Nellie’s style
complexity +
and bare of hyperbolic metaphors.
foregrounding neg =
The absence of adjectives, of adverbs is striking.
Nellie’s style
t-complexity neg +
t-unexpectedness soc =
reaction (impact) +
Her letter gives no sign of any sense of tragedy;
Nellie’s style & its backgrounding =
meaning
reaction (quality) –
on the contrary, she tends to minimize [[what happened]] via
salience –
understatement.
backgrounding =
She does not need ornaments;
Nellie’s style
complexity neg +
she goes to the essential
its meaning
salience +
as if she knew that simplicity is sufficient unto itself.
complexity +
t-salience +
Nellie does not let her emotions show through.
Nellie’s style & its backgrounding =
meaning
affect –
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12.7

To me, this is

Nellie’s style & its t-salience =
meaning:
tenacity +
Nellie
capacity +
affection neg –
t-propriety neg –

a kind of courage, of self-control
(not an absence of love

12.8

12.9

[[as one could think at first glance]]
as it took Nellie all her life [[to find her daughter]]).
It goes along with her perseverance,

t-complexity +
t-tenacity +
Nellie’s style & its balance +
meaning:
Nellie
tenacity +
her style:
t-narrative device +
and the fact [[that the aunty, [[in the free direct thought [[which allows us free direct thought
t-complexity +
to enter her mind,]]
the
repetition
of
t-foregrounding =
uses the adverb
“always” &
“normality +”
[[“always”]] twice]]
its
significance
salience neg –
is not a trivial detail:
“Nellie”
“capacity +
“Nellie had always been the strong one”,
normality +”
“security +
normality +
“she’d always believed”.
t-tenacity +”
It shows
Nellie’s style & its t-salience +
the permanent positive state of her mind .
meaning
normality +
affect +
inclination +
t-capacity +
t-tenacity +
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13.1

13.2

13.3
13.4

13.5

And there is this supernatural event,

composition of the text

t-narrative device +
unexpectedness soc/symb =
[[Nellie’s voice that Bettie (sic) can hear because she just read the letter.]]
t-unexpectedness soc –
& its rhetorical effect
t-reaction (impact) +
It is rationally impossible,
composition of the text impossibility soc/symb =
& its rhetorical effect
t-reaction (impact) +
and that is why I like it.
satisfaction +
t-reaction (impact) +
It allows the reader to dream.
composition of the text
It reminds me of Jane Eyre,
rhetorical effect &
[[when she hears the desperate cry of Rochester, and yet she is so far composition of Jane
away from him.]]
Eyre
Rochester’s cry
His voice rekindles her love.
composition of Jane
Eyre & its meaning

t-reaction (impact) +
t-reaction (impact) +
t-unexpectedness soc/symb =
security –
t-unexpectedness soc/symb =
consequence +
affection +
t-propriety +
t-unexpectedness soc/symb =
t-consequence +

13.6

In The Letter, the same thing occurs.

composition of the text

13.7

Nellie’s voice gives Bettie [sic] courage.

13.8

She realizes she cannot give up,

composition of the text t-unexpectedness soc/symb =
& its meaning
t-consequence +
tenacity +
Bessie’s change of tenacity neg –
heart
blood ties
t-authenticity =
“Elaine”
salience soc =
“t-authenticity =”

because of the ties of blood
[[that are particularly important in the Aboriginal culture:
“that girl was our own flesh and blood” ]].
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13.9

The gradation
[[“(I) felt strangely better, almost happy”,]]
the use of the future:
[[“I’ll make one last try”,]]
[[“I’ll get a new envelope”,]]

shows
that Bettie (sic) has faith in the future.
13.10

And the final modal verb,
[[“she might just read it”]]
followed by an exclamation mark underlines this idea of hope.

STAGE
14.1

REAFFIRMATION OF EVALUATION
In this extract, the letter has a particular relevance.

14.2

For Nellie it is a device

composition of the text:
“Bessie”
“ reaction (quality) +
t-security +
t-inclination +
happiness +”
“Bessie”
“ t-security +
t-inclination +
t-tenacity +”
“the envelope”
“ reaction (quality) +
“Bessie”
t-security +
t-inclination +
t-tenacity +”
& its meaning:
t-salience =
Bessie’s change of security +
heart
inclination +
t-tenacity +
composition of the text:
its meaning
foregrounding =
t-salience =
“Bessie”
“t-inclination +”
inclination +
meaning of the letter

[[to reclaim her daughter,
and to express herself, ]] as she cannot be interrupted while writing.

93

salience =

composition of the text t-narrative device +
& its meaning: the t-possibility =
letter
consequence +
t-authenticity =
t-consequence +

14.3

14.4

14.5

It is a form of confession

composition of the text

which allows the reader, and Elaine [[who is the addressee,]]
to know the past, and to understand.

and its meaning:
the letter

t-narrative device +
t-complexity +
t-salience = (x2)
veracity =
t-authenticity =
t-veracity +

Nellie’s character
composition of the text
& its meaning:
the letter
t-narrative device +
t-unexpectedness =
and makes possible a reconciliation between Elaine and her roots even
consequence +
after her death.
t-authenticity =
To me, the originality of the text lies in the fact
the text and its style
salience soc +
[[that Nellie, [[whose point of view is predominant,]]
Nellie’s style & its salience =
meaning
does not flaunt her feelings,]]
foregrounding neg =
affect =
and this restraint makes the story poignant.
backgrounding +
its effect
reaction (impact) +
Besides, the letter outlives her,
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Appendix 26 Aliénor: Engagement, self- & reader-reference & voice roles analyses (A1)

Key

Engagement
Monogloss
Heterogloss:
Contract:

black
Disclaim:

Deny
Counter-Expect
Proclaim:
Pronounce
Endorse
Expect
Contractive Attribution
Expand:
Entertain
Attribute
Implicit Engagement
Self- and reader-references

green
bright green
brown
orange
red
violet
gold
dark yellow
(^)

I

Voice roles
Narrator
Interpreter
Social Commentator
Analyst
Responder

Paragraph/Clause complex
1.1
1.2
1.3

2.1

2.2
2.3
2.4
2.5
2.6
2.7
3.1

3.2

This text is an extract from The Letter || written by Sally Morgan, || an Aboriginal
artist, || in 1990.
The whole story is about a mother, Nellie, || yearning || to renew the family ties with
her stolen daughter, Elaine.
The passage deals with the last letter [[Nellie wrote before dying [[and that her
sister Bettie [sic] kept [[in order to carry one [sic] with the difficult task [[of making
Elaine accept her origins.]] ]] ]] ]]
The absence of the characters in the passage is striking.
Indeed, the aunty is the only one [[who is “physically” present]] || as the reader can
enter her stream of consciousness, || while Nellie can only be perceived through her
writing: [through the letter].
Mr Neville, [[the man that caused the separation,]] and Elaine are only evoked ||
while they are the main characters of the drama.
The drama in question is the one of the stolen generation.
That is [[why the first adjective [[to qualify the text [[that comes to my mind]] ]] is
moving]].
Indeed, it tackles a painful problem, || which is still topical nowadays.
Moreover, the style is very simple, and sober, || which makes it all the more
touching || because it makes it all the more sincere.
The text broaches universal themes, [[such as the suffering of a mother [[whose
child has been taken away from her,]] ]] [[the fear of the daughter [[who does not
want to hear about her <shameful> past [[because she just cannot handle the
truth,]] ]] ]] [[the poignant perseverance of the aunty, [[linked to her dead sister by a
promise.]] ]]
These themes could be condensed in one main idea: [[the importance of the ties of
blood.]]
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4.1

5.1

6.1
6.2
6.3
6.4
6.5

7.1
7.2

7.3
7.4
7.5
7.6
7.7
7.8

8.1
8.2
8.3
8.4
8.5

In this essay, I would like || to concentrate on a central aspect of the text, [[which is
the key importance of the letter,]] [through two main points: [[how the letter
constitutes the transmission of a particular message [[and how it leads to the revival
of hope.]] ]
My first part will focus on the letter as a mean [sic] for the mother [[to renew
relations with her daughter.]]
The past is the main issue of Nellie’s letter.
The predominance of the past simple is revealing.
She gives information about time: “I was seventeen”, about space: “the Settlement”,
“the Aborigines Protection Board”.
Nellie wants her daughter || to know the circumstances of their separation, so that
Elaine could know [[what really happened]].
(^ Thus) The sentence [[“I want to tell you what it was like”]] is, to me, a key
sentence.
Nellie insists on the colour of the skin: || the colour “white” is repeated four times, ||
and the adjective “fair” is used || to qualify Elaine’s skin or hair.
The reader immediately understands that [[what was at stake [[was the whiteness of
Elaine]] ]].
The vehicle of several parallelisms is used || to emphasize on the inescapability of
the separation || by highlighting the difference between Aborigines and nonAborigines:
“They all wanted to know... but I wouldn’t tell”,
“He said that black mothers like me weren’t allowed to keep babies like you”.
The separation was inevitable: || (^ because) even justice was in the hands of white
people.
The very short sentence “That was the law” demonstrates the power of white
people: || Nellie was a person against a system.
Another parallelism can be evoked here:
“He didn’t want you brought up as one of your people. I didn’t want to let you go”.
Mr Neville and Nellie had mutually exclusive desires, || and her weakness destined
her to fail.
There is here an underlying idea of fate, || which is reinforced by the use of short
sentences, || which generates [sic] a jerky rhythm, || as if it followed the movements
of her life.
I would now like || to evoke the purpose of the letter, || as Nellie clearly insists on
it.
On the one hand, she wants her daughter || to know || she loved her.
She wants || to justify herself.
(^ Hence) A negative form immediately follows the verb “desert”, || which has a
high loadedness:
“It wasn’t like that”.
Besides, she highlights her helplessness:
“I was only seventeen”, “I didn’t have any choice”.
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8.6

9.1
9.2
9.3
9.4
9.5
9.6
9.7
9.8
9.9
9.10
9.11

9.12
10.1
10.2
10.3
11.1
11.2
11.3
11.4
11.5
11.6
12.1
12.2
12.3
12.4
12.5

The lexical set of maternal affection is quite significant:
“protect”, “I’d only hurt you”, “kiss”, “little face”,
and above all the sentence:
“I prayed that somehow you’d know you had a mother who loved you”,
with the verb “love”, and the repetition of the pronoun “you”.
On the other hand, Nellie wants her daughter || to know her identity.
This is a dominant theme in Sally Morgan’s work, || as it is part of her childhood.
My place [Morgan’s recount of the experiences of her family and herself] tells the
story of her self-discovery through reconnection with her Aboriginal culture and
community.
Indeed, she learnt || she was Aborigine only at fifteen.
From the very beginning, everything is problematic.
“You were so fair”, Nellie says.
Neither black, nor white, || she is half-caste.
Several sentences refer to her roots:
“our people”, [[repeated twice,]]
“who you really are”, “that’s where you belong”.
And it is interesting[[to analyse the daughter’s reaction, [[which is the denying of
her aboriginality]] ] .
Elaine is like the prisoner in Plato’s cave.
She prefers || to stick to the shadows, || because [the] truth is painful.
She had been raised by a family, || thinking it was hers:
“you’d been adopted by a white family”,
“you thought you were white”,
“you were grown up by [sic] a family of your own”,
|| and (^ so) Nellie’s revelations are disrupting all her life.
As I said before, || there are two protagonists in the passage: [[Bettie [sic] and
Nellie]].
The aunty is physically present; || (^ thus) the reader enters her stream of
consciousness, || while Nellie’s thoughts cannot be known.
Thus, I would like || to focus on the role of the letter || regarding Bettie’s hope.
The difference between Nellie’s positive attitude towards life and the pessimism of
Bettie [sic] is striking.
At the beginning of the passage, Bettie’s [sic] feelings are very negative.
The sentence “... it looked like it would be the last”, and the adjectives “faded” and
“worn” suggest despair and lack of faith in the future.
The repetition of “It was no use” clearly shows the discouragement of the auntie.
But the verb “(I) read it again” launches the action forward.
It is a first step.
Nellie’s style can now be evoked.
The style of the letter is very simple, and bare of hyperbolic metaphors.
The absence of adjectives, of adverbs is striking.
Her letter gives no sign of any sense of tragedy; || on the contrary, she tends || to
minimize [[what happened]] [via understatement].
She does not need ornaments; || (^ Quite the reverse) she goes to the essential || as if
she knew || that simplicity is sufficient unto itself.
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12.6
12.7

12.8
12.9
13.1
13.2
13.3
13.4
13.5
13.6
13.7
13.8
13.9
13.10
14.1
14.2
14.3
14.4
14.5

Nellie does not let her emotions || show through.
To me, this is a kind of courage, of self-control || (not an absence of love [[as one
could think at first glance]] || as it took Nellie all her life [[to find her daughter]]).
It goes along with her perseverance, || and [[the fact that the aunty, [in the free direct
thought] [[which allows us to enter her mind,]] uses the adverb “always” twice]] is
not a trivial detail:
“Nellie had always been the strong one”, “she’d always believed”.
It shows the permanent positive state of her mind.
And there is this supernatural event, [[ Nellie’s voice that Bettie (sic) can hear
[[because she just read the letter.]] ]]
It is rationally impossible, || and that is [[why I like it]].
It allows the reader || to dream.
It reminds me of Jane Eyre, [[when she hears the desperate cry of Rochester, || and
yet she is so far away from him.]]
His voice rekindles her love.
In The Letter, the same thing occurs.
Nellie’s voice gives Bettie [sic] courage.
She realizes || she cannot give up, because of the ties of blood [[that are particularly
important in the Aboriginal culture:
“that girl was our own flesh and blood”]].
The gradation “(I) felt strangely better, almost happy”, the use of the future:
“I’ll make one last try”, “I’ll get a new envelope”,
shows that Bettie[sic] has faith in the future.
And the final modal verb, “she might just read it” || followed by an exclamation
mark || underlines [sic] this idea of hope.
In this extract, the letter has a particular relevance.
For Nellie it is a device || to reclaim her daughter, || and to express herself, || as she
cannot be interrupted || while writing.
It is a form of confession || which allows the reader, and Elaine [[who is the
addressee,]] || to know the past, || and to understand.
Besides, the letter outlives her, || and makes possible a reconciliation between
Elaine and her roots [even after her death].
To me, the originality of the text lies [[in the fact that Nellie, [[whose point of view
is predominant,]] does not flaunt her feelings,]] || and this restraint makes the story
poignant.
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Appendix 27 Aliénor: Involvement analysis (A1)
Key:

Involvement features
Nominalisation

BLUE

Abstract terms

TURQUOISE

Technical terms

GREEN

Figurative language

VIOLET

Paragraph/
Clause Complex
1.1
1.2
1.3

2.1
2.2
2.3
2.4
2.5
2.6
2.7

3.1

3.2

SMALL CAPITALS + BOLD

This text is an EXTRACT from The Letter written by Sally Morgan, an Aboriginal
artist, in 1990.
The whole story is about a mother, Nellie, yearning to RENEW THE FAMILY TIES
with her STOLEN daughter, Elaine.
The PASSAGE deals with the last letter Nellie wrote before dying and that her
sister Bettie [sic] kept in order to carry on[e] [sic] with the difficult TASK of
making Elaine accept her ORIGINS.
The ABSENCE of the characters in the PASSAGE is striking.
Indeed, the aunty is the only one who is “physically” present as the reader can
ENTER her STREAM OF CONSCIOUSNESS, while Nellie can only be perceived
through her writing: through the letter.
Mr Neville, the man that caused the SEPARATION, and Elaine are only evoked
while they are the main characters of the DRAMA.
The DRAMA in question is the one of the STOLEN GENERATION.
That is why the first ADJECTIVE to QUALIFY the text that comes to my mind is
moving.
Indeed, it TACKLES a painful PROBLEM, which is still topical nowadays.
Moreover, the STYLE is very simple, and sober, which makes it all the more
touching because it makes it all the more sincere.
The text broaches universal THEMES, such as the SUFFERING of a mother whose
child has been taken away from her, the FEAR of the daughter who does not want
to hear about her <<shameful>> past because she just cannot handle the TRUTH,
the poignant PERSEVERANCE of the aunty, linked to her dead sister by a
PROMISE.
These THEMES could be condensed in one main IDEA: the IMPORTANCE of the
TIES OF BLOOD.

4.1

In this essay, I would like to concentrate on a central ASPECT of the text, which is
the key IMPORTANCE of the letter, through two main POINTS: how the letter
constitutes the TRANSMISSION of a particular message and how it leads to the
REVIVAL OF HOPE.

5.1

My first part will focus on the letter as a MEAN [sic] for the mother to renew
relations with her daughter.
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6.1
6.2
6.3
6.4
6.5

7.1
7.2
7.3

7.4
7.5
7.6

7.7
7.8

8.1
8.2
8.3
8.4

8.5

8.6

The PAST is the main ISSUE of Nellie’s letter.
The PREDOMINANCE of the PAST SIMPLE is revealing.
She gives information about time: I was seventeen, about space:
the Settlement, the Aborigines Protection Board.
Nellie wants her daughter to know the CIRCUMSTANCES OF THEIR SEPARATION,
so that Elaine could know what really happened.
The sentence I want to tell you what it was like
is, to me, a key sentence.
Nellie insists on the COLOUR OF THE SKIN: the colour white is repeated four
times, and the ADJECTIVE fair is used to QUALIFY Elaine’s skin or hair.
The reader immediately understands that what was AT STAKE was the WHITENESS
of Elaine.
The vehicle of several PARALLELISMS is used to emphasize on the
INESCAPABILITY of the SEPARATION by highlighting the DIFFERENCE between
Aborigines and non-Aborigines:
They all wanted to know... but I wouldn’t tell,
He said that black mothers like me weren’t
allowed to keep babies like you.
The SEPARATION was inevitable: even JUSTICE was IN THE HANDS OF WHITE
PEOPLE.
The very short sentence That was the law demonstrates the POWER of
white people: Nellie was a person AGAINST A SYSTEM.
Another PARALLELISM can be evoked here:
He didn’t want you brought up as one of your
people. I didn’t want to let you go.
Mr Neville and Nellie had mutually exclusive DESIRES, and her WEAKNESS
destined her to fail.
There is here an underlying IDEA of FATE, which is reinforced by the use of short
sentences, which generates a jerky RHYTHM, as if it followed the MOVEMENTS of
her LIFE.
I would now like to evoke the PURPOSE of the letter, as Nellie clearly insists on it.
On the one hand, she wants her daughter to know she loved her.
She wants to justify herself.
A NEGATIVE FORM immediately follows the verb desert, which has a high
LOADEDNESS:
It wasn’t like that.
Besides, she highlights her HELPLESSNESS:
I was only seventeen
I didn’t have any choice.
The LEXICAL SET of maternal AFFECTION is quite significant: protect,
I’d only hurt you, kiss, little face, and above all the sentence:
I prayed that somehow you’d know you had a mother
who loved you,
with the VERB love, and the REPETITION of the PRONOUN you.
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9.1
9.2
9.3
9.4
9.5
9.6
9.7
9.8

9.9
9.10
9.11
9.12

10.1
10.2
10.3
11.1
11.2
11.3

11.4
11.5
11.6
12.1
12.2
12.3
12.4
12.5
12.6
12.7

On the other hand, Nellie wants her daughter to know her IDENTITY.
This is a dominant THEME in Sally Morgan’s work, as it is part of her
CHILDHOOD.
My place tells the story of her SELF-DISCOVERY through RECONNECTION with
her Aboriginal CULTURE and COMMUNITY.
Indeed, she learnt she was Aborigine only at fifteen.
From the very beginning, everything is problematic.
You were so fair, Nellie says.
Neither black, nor white, she is half-caste.
Several sentences refer to her ROOTS:
our people, repeated twice, who you really are, that’s where
you belong.
And it is interesting to analyse the daughter’s REACTION, which is the DENYING
of her ABORIGINALITY.
Elaine is like THE PRISONER IN PLATO’S CAVE.
She prefers to STICK TO THE SHADOWS, because [the] TRUTH is painful.
She had been raised by a family, thinking it was hers:
you’d been adopted by a white family,
you thought you were white,
you were grown up by [sic] a family of your own,
and Nellie’s REVELATIONS are disrupting all her life.
As I said before, there are two PROTAGONISTS in the passage: Bettie and Nellie.
The aunty is physically present; the reader ENTERS her STREAM OF
CONSCIOUSNESS, while Nellie’s THOUGHTS cannot be known.
Thus, I would like to focus on the ROLE of the letter regarding Bettie’s HOPE.
The DIFFERENCE between Nellie’s positive ATTITUDE towards life and the
PESSIMISM of Bettie is striking.
At the beginning of the passage, Bettie’s FEELINGS are very negative.
The sentence ... it looked like it would be the last, and the
ADJECTIVES faded and worn suggest DESPAIR and LACK OF FAITH in the
future.
The REPETITION of It was no use clearly shows the DISCOURAGEMENT of
the auntie.
But the VERB (I) read it again LAUNCHES THE ACTION FORWARD.
It is A FIRST STEP
Nellie’s STYLE can now be evoked.
The STYLE of the letter is very simple, and BARE OF HYPERBOLIC METAPHORS.
The ABSENCE of ADJECTIVES, of ADVERBS is striking.
Her letter gives no SIGN of any sense of TRAGEDY; on the contrary, she tends to
minimize what happened via UNDERSTATEMENT.
She does not need ORNAMENTS; she goes to the ESSENTIAL as if she knew that
SIMPLICITY is SUFFICIENT UNTO ITSELF.
Nellie does not let her emotions show through.
To me, this is a kind of COURAGE, of SELF-CONTROL (not an ABSENCE OF LOVE
as one could think at first glance as it took Nellie all her life to find her daughter).
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12.8

12.9
13.1
13.2
13.3
13.4
13.5
13.6
13.7
13.8

13.9

13.10

14.1
14.2
14.3
14.4
14.5

It goes along with her PERSEVERANCE, and the fact that the aunty, in the FREE
DIRECT THOUGHT which allows us to ENTER HER MIND, uses the ADVERB
always twice is not a trivial DETAIL:
Nellie had always been the strong one,
she’d always believed.
It shows the permanent positive STATE OF HER MIND.
And there is this supernatural EVENT, Nellie’s VOICE that Bettie can hear because
she just read the letter.
It is rationally impossible, and that is why I like it.
It allows the reader to dream.
It reminds me of Jane Eyre, when she hears the desperate CRY of Rochester, and
yet she is so far away from him.
His voice rekindles her LOVE.
In The Letter, the same thing occurs.
Nellie’s VOICE gives Bettie COURAGE.
She realizes she cannot give up, because of the TIES OF BLOOD that are
particularly important in the Aboriginal CULTURE:
that girl was our own flesh and blood.
The GRADATION (I) felt strangely better, almost happy,
the use of the future: I’ll make one last try, I’ll get a new
envelope, shows that Bettie has FAITH in the future.
And the final MODAL VERB, she might just read it followed by an
EXCLAMATION MARK underlines this IDEA of HOPE.
In this extract, the letter has a particular RELEVANCE.
For Nellie it is a DEVICE to reclaim her daughter, and to express herself, as she
cannot be interrupted while writing.
It is a form of CONFESSION which allows the reader, and Elaine who is the
ADDRESSEE, to know the past, and to understand.
Besides, the letter outlives her, and makes possible a RECONCILIATION between
Elaine and her ROOTS even after her DEATH.
To me, the ORIGINALITY of the text lies in the fact that Nellie, whose POINT OF
VIEW is predominant, does not flaunt her FEELINGS, and this RESTRAINT makes
the story poignant.
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Appendix 28 Naomi: Genre analysis (A1)
Paragraph/
Clause
Complex

STAGE
Section

EVALUATION
Contextualisation

1.1
1.2
1.3
1.4

Introduction
1 Evaluation
(1) Contextualisation
The extract I will discuss is named “ The Letter”, written by Sally Morgan.
The story happens in the setting that Auntie Bessie takes the last letter from Nellie
and makes the last try to give this letter to Nellie’s daughter Elaine.
The letter tells us the reason why Nellie deserts Elaine is that she wants Elaine to
have a better life.
In spite that Elaine refuses to accept Nellie’s letter, Nellie never gives up sending
letters to Elaine, in the hope of telling her about Elaine’s aboriginal origin.

Personal reaction
2.1
2.2
2.3
2.4

(2) Personal Reaction
I can’t understand the “ The Letter ” the first time I read it.
But when I read it for the second time and make clear what relationship between
characters in the story are, I’m impressed by the Sally Morgan’s successful skills in
writing the story.
I like the story and am touched by Nellie’s persistence and determination in
searching Elaine in the hope of telling Elaine of her aboriginal origin.
Besides, there is a change in Auntie Bessie’s mind from tending to give up taking
the letter to Elaine to holding fast to Nellie’s willing.

Interpretation of the message and personal reaction
3.1
3.2
3.3

(3) Interpretation of Message
I think the message of “ The Letter ” is to show the cruelty of the system, which is
consisted of the white people representing upper class of people while the
aboriginals the bottom of the society.
It’s unfair for Nellie and Elaine to be separated in the beginning, with the result that
they both are deeply hurt.
It’s natural and reasonable for Nellie to keep looking for Elaine because she wants to
tell the truth that Elaine is an aboriginal, which can be inferred from the text “ I hope
that one day you will wonder who you really are and that you will make friends with
our people because that’s where you belong.”
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Outline
Outline:
First Personal Pronoun
Function: the writer closer to the reader
Narrative Sequence: beginning with the middle of the story
Function: a. Avoiding monotony
b. Increasing complexity of the story
c. Coherence in context
Function: removing the complexity for readers to understand the story

THESIS
4.1

2 Thesis:
In this essay, I will attempt to show how Sally Morgan uses first personal pronoun,
narrative sequence and coherence in context, all of which writing skills contribute to
the message of the text.

ARGUMENT AND EVIDENCE
Argument 1.1 The use of first person pronouns
5.1
5.2
5.3
5.4
5.5
5.6
5.7
5.8
5.9

6.1
6.2

Body
1. First Personal Pronoun
The first personal pronoun refers to two different persons according to the context of
the story.
The main narrator of the story is Auntie Bessie, while the narrator of the letter itself
is Nellie.
In fact, Auntie Bessie acts as a third person participating and witnessing what
happens to Nellie and Elaine.
However, the author uses Auntie Bessie as a character who is telling the reader
about her action and mental change over the matter between Nellie and Elaine.
Especially when Bessie intends to give up contacting Elaine, she recalls Nellie’s
words and takes up her courage again.
The reader becomes close to the characters in the story.
I paused when I was reading this paragraphs and I thought if I stood in Bessie’s
shoes, I would certainly make the last try and managed to give the letter to Elaine.
Another successful way the author writing the story is that she doesn’t retell the
letter in the 3rd personal pronoun.
The author reveals the original letter to the reader so that the reader is positioned to
be listening what Nellie explains to her daughter.
From the letter, I can see how reluctant Nellie was to desert Elaine and it is really
moving to know that she keeps looking for Elaine despite all the difficulties.
The use of this writing skill certainly makes the reader closer to the writer and be
more sympathetic to the main characters.
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Argument 1.2 The use of in media res
7.1
7.2
7.3

2. Narrative Sequence
Other than telling the story in chronological way, Sally Morgan starts with the
middle of the story that Auntie Bessie is taking a bus on her way to give Nellie’s
letter to Elaine.
Then the letter tells the reader how the story happens from the very beginning.
Apart from avoiding monotony in telling the story, it increases the complexity for
the reader to understand the story.

Argument 1.3 Contextual cues
8.1
8.2
8.3
8.4
8.5

3. Coherence in Context
Different from the narrative sequence, this writing skill removes the difficulty for
the reader to understand the story.
The letter begins with “To my daughter Elaine” and ends with “ From your loving
Mother ”, so we may infer that the writer of the letter is the mother of Elaine
“My hands were shaking as I folded the letter and placed it back in the tin.” “ Please
be kind to the lady who gives you my tin, she’s your own aunty.” From this context,
what is inferred is that Bessie is Elaine’s auntie.
“ She [Nellie] had always believed that one day Elaine would come home.” “Nellie
was right, that girl was our own flesh and blood, I couldn’t let her go so easily.” So
we can guess that Nellie and Bessie belongs to the same ancestors.
Both of them may be aboriginals.

REAFFIRMATION OF THESIS AND EVALUATION
9.1

9.2
9.3
9.4
9.5

Conclusion
In this essay, I have tried to show how Sally Morgan uses the first personal pronoun,
narrative sequence and coherence in context, all of which writing skills contribute to
justifying how unfair it is for Nellie and Elaine to be separated at the very
beginning.
Firstly, the use of the first personal pronoun certainly makes the reader closer to the
writer and be more sympathetic to the main characters.
Secondly, the benefits of beginning the text with the middle of the story are avoiding
monotony in telling the story and increasing the complexity for the reader to
understand it.
However, the text is coherent in context, which removes the difficulty for the reader
in understanding the story.
The author is so skillful in combining these writing skills to telling the story that the
reader seem to act as one of the character in the story when they are reading it.
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Appendix 29 Naomi: Attitude and Graduation analysis (A1)
Key
Attitude

Graduation

Affect (realis)
Affect (irrealis)
Judgement
Esteem
Sanction
Appreciation Reaction
Composition
Valuation
italics

Fuschia
Grey
Dark yellow
Red
Violet
Blue
Turquoise

Explicit evaluation
Implicit evaluation
Loading
+
–
=
neg + –
Evaluations in citations

EVALUATION
Introduction
1 Evaluation
(1) Contextualisation
Clause complex
Target
1.1
The extract I will discuss is named “ The Letter”, written by Sally The writer’s aim
Morgan.
1.2
The story happens in the setting that Auntie Bessie takes the last letter the letter
from Nellie
and makes the last try to give this letter to Nellie’s daughter Elaine.
its meaning
Bessie
1.3
The letter tells us the reason why Nellie deserts Elaine is that
Nellie
she wants Elaine to have

bold + colour
t-plain
positive
negative
neutral
negated
“”

STAGE

a better life.

her desire for Elaine
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Sub-type & Loading
t-inclination +
t-salience =
salience =
t-tenacity +
propriety –
t-affection +
t- propriety +
inclination +
reaction (quality) =

1.4

2.1
2.2

2.3

2.4

3.1

In spite that Elaine refuses to accept Nellie’s letter,
Nellie never gives up sending letters to Elaine,
in the hope of telling her about Elaine’s aboriginal origin.

Elaine
Nellie
her desire

(2) Personal Reaction
I can’t understand the “ The Letter ” the first time I read it.
But when I read it for the second time
and make clear what relationship between characters in the story are,
I’m impressed

composition of the text t-complexity =
composition of the text t-complexity =
t-salience +
rhetorical effect
satisfaction +
t-reaction (impact)
by the (sic) Sally Morgan’s successful skills in writing the story.
the author
capacity +
I like the story and am touched
the writer’s reaction
satisfaction +
affection +
by Nellie’s persistence and determination in searching Elaine
Nellie
tenacity +
inclination +
in the hope of telling Elaine of her aboriginal origin.
her desire
inclination +
t-authenticity =
Besides, there is a change in Auntie Bessie’s mind from tending to give Bessie
tenacity –
up taking the letter to Elaine to holding fast to Nellie’s willing.
tenacity +
(3) Interpretation of Message
I think the message of “ The Letter ” is

meaning
of
narrative
white Australia

to show the cruelty of the system,

3.2

disinclination =
tenacity neg –
inclination +
t-authenticity =

the t-salience =

propriety –
t-salience =
which is consisted of the white people representing upper class of people
t-salience =
while the aboriginals the bottom of the society.
the Aboriginal people
t-salience =
It’s unfair for Nellie and Elaine to be separated in the beginning,
the separation and its propriety –
with the result that they both are deeply hurt.
effects on Nellie and consequence –
Elaine
happiness –
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3.3

It’s natural and reasonable

Nellie’s motives

for Nellie to keep looking for Elaine
because she wants
to tell the truth that Elaine is an aboriginal,
which can be inferred from the text
“ I hope that one day
you will wonder who you really are

Nellie’s character

Nelllie’s
Elaine

wish

and that you will make friends with our people
because that’s where you belong.”
STAGE

4.1

Outline
Outline:
First Personal Pronoun
Function: the writer closer to the reader
Narrative Sequence: beginning with the middle of the story
Function: a. Avoiding monotony
b. Increasing complexity of the story
c. Coherence in context
Function: removing the complexity for readers to understand the story.
THESIS
2 Thesis:
In this essay, I will attempt to show
how Sally Morgan uses first personal pronoun, narrative sequence
and coherence in context,
all of which writing skills
contribute to the message of the text.
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Aim of the essay

normality +
capacity +
t-tenacity +
inclination +
veracity =
t-salience =
for “inclination +
veracity =
t-authenticity =
t-affection +
t-authenticity =

t-inclination +
t-salience =
the author’s use of t-narrative device +
narrative techniques
t-narrative device +
t-complexity +
the author
capacity +
the effect of the t-narrative device
narrative devices on the t-salience =
story’s meaning

STAGE
5.1
5.2
5.3
5.4

5.5

5.6
5.7

5.8
5.9

ARGUMENT AND EVIDENCE
Body
1. First Personal Pronoun
The first personal pronoun refers to two different persons according to the
context of the story.
The main narrator of the story is Auntie Bessie,
while the narrator of the letter itself is Nellie.

use of the 1st person
pronoun and its effect
Bessie
incorporation
of
Nellie’s narration
In fact, Auntie Bessie acts as a third person participating and witnessing functions served by
what happens to Nellie and Elaine.
Bessie
However, the author uses Auntie Bessie as a character who is telling the the author’s skill
reader
her use of Bessie
about her action and mental change over the matter between Nellie and Bessie
Elaine.
Especially when Bessie intends to give up contacting Elaine,
Bessie

t-narrative device +
t-complexity +
salience =
t-narrative device +
t-narrative device +
t-capacity +
t-narrative device +
t-tenacity

inclination +
tenacity –
she recalls Nellie’s words
the effect of Nellie’s t-reaction (impact) +
and takes up her courage again.
words on Bessie
tenacity +
The reader becomes close to the characters in the story.
rhetorical effect of this t-satisfaction +
technique
I paused when I was reading this paragraphs and I thought
rhetorical effect of this t-reaction (impact) +
if I stood in Bessie’s shoes,
technique
t-satisfaction +
I would certainly make the last try and managed to give the letter to
t-tenacity +
Elaine.
Another successful way the author writing the story is that she doesn’t the author
capacity +
retell the letter in the 3rd personal pronoun.
composition of the t-narrative device +
narrative
The author
the author
t-capacity +
reveals the original letter to the reader
her technique
t-narrative device +
so that the reader is positioned to be listening what Nellie explains to her rhetorical effect of this t-reaction (impact) +
daughter.
technique
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6.1

6.2

7.1
7.2
7.3

8.1
8.2

From the letter, I can see how reluctant Nellie was to desert Elaine and it Nellie
is really moving to know that she keeps looking for Elaine despite all the
difficulties.
writer’s response
The use of this writing skill
the author’s skill
her technique
certainly makes the reader closer to the writer
rhetorical effect of this
and be more sympathetic
aspect of the narrative
to the main characters.
characters
2. Narrative Sequence
Other than telling the story in chronological way, Sally Morgan starts
with the middle of the story that Auntie Bessie is taking a bus on her way
to give Nellie’s letter to Elaine.
Then the letter tells the reader how the story happens from the very
beginning.
Apart from avoiding monotony in telling the story, it increases the
complexity for the reader to understand the story.

the author’s technique
the author’s skill
the author’s technique

disinclination
propriety +
tenacity +
reaction (impact) +
capacity +
t-narrative device +
t-satisfaction +
affection +
salience =
t-complexity +
t-narrative device
t-capacity +
t-narrative device

rhetorical effect of this t-reaction (impact) +
technique
complexity +

3. Coherence in Context
Different from the narrative sequence, this writing skill removes the the author’s skill
capacity +
difficulty for the reader to understand the story.
her technique and its
t-narrative device +
rhetorical effect
complexity +
The letter begins with “To my daughter Elaine” and
Nellie’s expressions of “t-affection”
ends with “From your loving Mother”,
affection
“affection +
propriety +”
so we may infer that the writer of the letter is the mother of Elaine
their meanings
t-salience =
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8.3

8.4

8.5

9.1

“My hands were shaking as I folded the letter and placed it back in the Bessie
tin.”
“Please be kind to the lady who gives you my tin,
Nellie’s wishes and
values
she’s your own aunty.”
the ties that bind Bessie
and Elaine
From this context, what is inferred is that Bessie is Elaine’s auntie.
the meaning of the 2
citations
“She [Nellie] had always believed that one day Elaine would come Nellie
home.”
“Nellie was right, that girl was our own flesh and blood,
the ties that bind Bessie
and Elaine
I couldn’t let her go so easily.”
Bessie’s change of
heart
So we can guess
the meaning of the 2
citations
that Nellie and Bessie belongs to the same ancestors.
the ties that bind Bessie
and Elaine
Both of them may be aboriginals.
the ties that bind Bessie
and Elaine
REAFFIRMATION OF THESIS & EVALUATION
Conclusion
In this essay, I have tried to show how Sally Morgan uses
the first personal pronoun, narrative sequence
and coherence in context,

“security – “
“t-inclination
propriety +”
t-authenticity +
t-salience =
“tenacity +”
“t-authenticity +
t- tenacity neg – ”
t-salience =
t-authenticity +
t-authenticity +

the writer’s aims
t-inclination
the composition of the t-narrative device +
narrative
t-narrative device +
t-complexity +
all of which writing skills contribute to justifying
the author
capacity +
how unfair it is for Nellie and Elaine to be separated at the very those responsible for propriety –
beginning.
the separation of Nellie consequence –
and Elaine
111

9.2

9.3

9.4

9.5

Firstly, the use of the first personal pronoun

the composition of the
narrative
certainly makes the reader closer to the writer
rhetorical effects of this
and be more sympathetic
technique
to the main characters.
characters
Secondly, the benefits of beginning the text with the middle of the story
composition of the
narrative
are avoiding monotony in telling the story and increasing the complexity rhetorical effects of this
for the reader to understand it.
technique
However, the text is coherent in context,
composition of the
narrative
which removes the difficulty for the reader in understanding the story.
rhetorical effects of this
technique
The author is so skillful in combining these writing skills to telling the the author
story
composition of the
narrative
that the reader seem to act as one of the character in the story when they rhetorical effects
are reading it.
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t-narrative device +
t-satisfaction +
affection +
salience =
consequence +
t-narrative technique +
t-reaction (impact) +
complexity +
t- complexity +
complexity +
capacity +
balance+
t-satisfaction +

Appendix 30 Naomi: Engagement, self- and reader-reference and voice roles analysis
(A1)

Key

Engagement
Monogloss
Heterogloss:
Contract:

Expand:

black
Disclaim:

Deny
Counter-Expect
Proclaim:
Pronounce
Endorse
Expect
Contractive Attribution
Entertain
Attribute

Self- and reader-references

green
bright green
brown
orange
red
violet
gold
dark yellow

I

Voice roles
Narrator
Interpreter
Social Commentator
Analyst
Responder

Paragraph/ Clause Complex

1.1
1.2
1.3
1.4

2.1
2.2

2.3
2.4

Introduction
1 Evaluation
(1) Contextualisation
The extract [[ I will discuss]] is named “ The Letter”, || written by Sally Morgan.
The story happens in the setting [[that Auntie Bessie takes the last letter from Nellie || and
makes the last try to give this letter to Nellie’s daughter Elaine]].
The letter tells us || the reason why Nellie deserts Elaine is [[that she wants Elaine || to have
a better life]].
In spite that Elaine refuses || to accept Nellie’s letter, || Nellie never gives up || sending letters
to Elaine, || in the hope of telling her about Elaine’s aboriginal origin.
(2) Personal Reaction
I can’t understand the “ The Letter ” || the first time I read it.
But when I read it for the second time || and make clear [[what relationship between
characters in the story are]], || I’m impressed by the (sic) Sally Morgan’s successful skills ||
in writing the story.
I like the story || and am touched by Nellie’s persistence and determination || in searching
Elaine || in the hope of telling Elaine of her aboriginal origin.
Besides, there is a change in Auntie Bessie’s mind [[from tending to give up taking the letter
to Elaine || to holding fast to Nellie’s willing]].
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3.1

3.2
3.3

4.1

5.1
5.2
5.3
5.4
5.5
5.6
5.7
5.8
5.9

6.1
6.2

(3) Interpretation of Message
I think || the message of “ The Letter ” is [[to show the cruelty of the system, [[which is
consisted of the white people representing upper class of people || while the aboriginals the
bottom of the society]] ]].
It’s unfair || for Nellie and Elaine to be separated in the beginning, || with the result that they
both are deeply hurt.
It’s natural and reasonable [[for Nellie to keep looking for Elaine]] || because she wants ||to
tell the truth [[that Elaine is an aboriginal, || which can be inferred from the text
“I hope that one day you will wonder who you really are and that you will make friends with
our people because that’s where you belong.”]]
Outline:
First Personal Pronoun
Function: the writer closer to the reader
Narrative Sequence: beginning with the middle of the story
Function: a. Avoiding monotony
b. Increasing complexity of the story
c. Coherence in context
Function: removing the complexity for readers to understand the story
2 Thesis:
In this essay, I will attempt || to show || how Sally Morgan uses first personal pronoun,
narrative sequence and coherence in context, [[all of which writing skills contribute to the
message of the text]].
Body
1. First Personal Pronoun
The first personal pronoun refers to two different persons according to the context of the
story.
The main narrator of the story is Auntie Bessie, || while the narrator of the letter itself is
Nellie.
In fact, Auntie Bessie acts as a third person [[participating || and witnessing [[what happens
to Nellie and Elaine]] ]].
However, the author uses Auntie Bessie || as a character || who is telling the reader [about
her action and mental change over the matter between Nellie and Elaine].
Especially when Bessie intends || to give up contacting Elaine, || she recalls Nellie’s words ||
and takes up her courage again.
The reader becomes close to the characters in the story.
I paused || when I was reading this paragraphs || and I thought [[if I stood in Bessie’s
shoes, || I would certainly || make the last try || and managed || to give the letter to Elaine]].
Another successful way [[the author writing the story]] is [[that she doesn’t retell the letter in
the 3rd personal pronoun]].
The author reveals the original letter to the reader || so that the reader is positioned [[to be
listening || what Nellie explains to her daughter]].
From the letter, I can see [[how reluctant Nellie was || to desert Elaine]] || and it is really
moving [[to know || that she keeps looking for Elaine [despite all the difficulties] ]].
The use of this writing skill certainly makes the reader closer to the writer || and be more
sympathetic to the main characters.
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7.1
7.2
7.3

8.1
8.2
8.3
8.4

8.5

9.1

9.2
9.3

9.4
9.5

2. Narrative Sequence
Other than telling the story in chronological way, || Sally Morgan starts with the middle of
the story [[that Auntie Bessie is taking a bus || on her way to give Nellie’s letter to Elaine]].
Then the letter tells the reader [[how the story happens from the very beginning]].
Apart from avoiding monotony in telling the story, || it increases the complexity for the
reader || to understand the story.
3. Coherence in Context
Different from the narrative sequence, this writing skill removes the difficulty [[for the
reader to understand the story]].
The letter begins with “To my daughter Elaine” || and ends with From your loving Mother ”,
|| so we may infer [[that the writer of the letter is the mother of Elaine]]
“My hands were shaking as I folded the letter and placed it back in the tin.”
“Please be kind to the lady who gives you my tin, she’s your own aunty.”
From this context, [[what is inferred]] is [[that Bessie is Elaine’s auntie]].
“She [Nellie] had always believed that one day Elaine would come home.”
“Nellie was right, that girl was our own flesh and blood, I couldn’t let her go so easily.”
So we can guess [[that Nellie and Bessie belongs to the same ancestors]].
Both of them may be aboriginals.
Conclusion
In this essay, I have tried ||to show [[how Sally Morgan uses the first personal pronoun,
narrative sequence and coherence in context, [[all of which writing skills contribute || to
justifying || how unfair it is [[for Nellie and Elaine to be separated at the very beginning]] ]].
Firstly, the use of the first personal pronoun certainly makes the reader closer to the writer ||
and be more sympathetic to the main characters.
Secondly, the benefits of beginning the text with the middle of the story are [[avoiding
monotony || in telling the story || and increasing the complexity for the reader to understand
it]].
However, the text is coherent in context, || which removes the difficulty for the reader [[in
understanding the story]].
The author is so skillful in combining these writing skills to telling the story || that the reader
seem || to act as one of the character in the story [[when they are reading it]].
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Appendix 31 Naomi: Involvement analysis (A1)
Key:

Involvement features

SMALL CAPITALS + BOLD

Nominalisation

BLUE

Abstract terms

TURQUOISE

Technical terms

GREEN

Figurative language

VIOLET

Paragraph/
Clause
Complex

1.1
1.2
1.3
1.4

2.1
2.2
2.3
2.4

3.1
3.2
3.3

Introduction
1 Evaluation
(1) Contextualisation
The EXTRACT I will discuss is named “ The Letter”, written by Sally Morgan.
The story happens in the SETTING that Auntie Bessie takes the last letter from Nellie
and makes the last try to give this letter to Nellie’s daughter Elaine.
The letter tells us the reason why Nellie deserts Elaine is that she wants Elaine to
have a better LIFE.
In spite that Elaine refuses to accept Nellie’s letter, Nellie never gives up sending
letters to Elaine, IN THE HOPE of telling her about Elaine’s aboriginal ORIGIN.
(2) Personal Reaction
I can’t understand the “ The Letter ” the first time I read it.
But when I read it for the second time and make clear what RELATIONSHIP between
characters in the story are, I’m impressed by the Sally Morgan’s successful SKILLS
in writing the story.
I like the story and am touched by Nellie’s PERSISTENCE and DETERMINATION in
searching Elaine in the hope of telling Elaine of her aboriginal ORIGIN.
Besides, there is a change in Auntie Bessie’s mind from tending to give up taking
the letter to Elaine to HOLDING FAST to Nellie’s WILLING.
(3) Interpretation of Message
I think the message of “ The Letter ” is to show the CRUELTY of THE SYSTEM,
which is consisted of the white people representing upper CLASS of people while the
aboriginals THE BOTTOM OF THE SOCIETY.
It’s unfair for Nellie and Elaine to be separated in the beginning, with the RESULT
that they both are deeply hurt.
It’s natural and reasonable for Nellie to keep looking for Elaine because she wants to
tell the TRUTH that Elaine is an aboriginal, which can be INFERRED from the text “ I
hope that one day you will wonder who you really are and that you will make
friends with our people because that’s where you belong.”

116

4.1

5.1
5.2
5.3
5.4
5.5
5.6
5.7
5.8
5.9

6.1
6.2

7.1
7.2
7.3

Outline:
First Personal Pronoun
Function: the writer closer to the reader
Narrative Sequence: beginning with the middle of the story
Function: a. Avoiding monotony
b. Increasing complexity of the story
c. Coherence in context
Function: removing the complexity for readers to understand the story
2 Thesis:
In this essay, I will attempt to show how Sally Morgan uses FIRST PERSONAL
PRONOUN, NARRATIVE SEQUENCE and COHERENCE IN CONTEXT, all of which
writing SKILLS contribute to the message of the text.
Body
1. First Personal Pronoun
The FIRST PERSONAL PRONOUN refers to two different persons according to the
context of the story.
The main NARRATOR of the story is Auntie Bessie, while the NARRATOR of the
letter itself is Nellie.
In fact, Auntie Bessie acts as a third person participating and witnessing what
happens to Nellie and Elaine.
However, the author uses Auntie Bessie as a character who is telling the reader
about her ACTION and MENTAL CHANGE over the MATTER between Nellie and
Elaine.
Especially when Bessie intends to give up contacting Elaine, she recalls Nellie’s
words and TAKES UP HER COURAGE again.
The reader becomes close to the characters in the story.
I paused when I was reading this paragraphs and I thought IF I STOOD IN BESSIE’S
SHOES, I would certainly make the last TRY and managed to give the letter to Elaine.
Another successful way the author writing the story is that she doesn’t retell the
letter in the 3RD PERSONAL PRONOUN.
The author reveals the original letter to the reader so that the reader is POSITIONED
to be listening what Nellie explains to her daughter.
From the letter, I can see how reluctant Nellie was to desert Elaine and it is really
moving to know that she keeps looking for Elaine despite all the DIFFICULTIES.
The use of this writing SKILL certainly makes the reader closer to the writer and be
more sympathetic to the main characters.
2. Narrative Sequence
Other than telling the story in CHRONOLOGICAL way, Sally Morgan starts with the
middle of the story that Auntie Bessie is taking a bus on her way to give Nellie’s
letter to Elaine.
Then the letter tells the reader how the story happens from the very beginning.
Apart from avoiding MONOTONY in telling the story, it increases the COMPLEXITY
for the reader to understand the story.
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8.1
8.2
8.3
8.4
8.5

9.1

9.2
9.3
9.4
9.5

3. Coherence in Context
Different from the NARRATIVE SEQUENCE, this writing SKILL removes the
DIFFICULTY for the reader to understand the story.
The letter begins with “To my daughter Elaine” and ends with “ From your loving
Mother ”, so we may INFER that the writer of the letter is the mother of Elaine
“My hands were shaking as I folded the letter and placed it back in the tin.” “ Please
be kind to the lady who gives you my tin, she’s your own aunty.” From this context,
what is INFERRED is that Bessie is Elaine’s auntie.
“ She [Nellie] had always believed that one day Elaine would come home.” “Nellie
was right, that girl was our own flesh and blood, I couldn’t let her go so easily.” So
we can guess that Nellie and Bessie belongs to the same ANCESTORS.
Both of them may be aboriginals.
Conclusion
In this essay, I have tried to show how Sally Morgan uses the FIRST PERSONAL
PRONOUN, NARRATIVE SEQUENCE and COHERENCE IN CONTEXT, all of which
writing SKILLS contribute to justifying how unfair it is for Nellie and Elaine to be
separated at the very beginning.
Firstly, the use of the FIRST PERSONAL PRONOUN certainly makes the reader closer
to the writer and be more sympathetic to the main characters.
Secondly, the BENEFITS of beginning the text with the middle of the story are
avoiding MONOTONY in telling the story and increasing the COMPLEXITY for the
reader to understand it.
However, the text is COHERENT IN CONTEXT, which removes the DIFFICULTY for
the reader in understanding the story.
The author is so skillful in combining these writing SKILLS to telling the story that
the reader seem to act as one of the character in the story when they are reading it.
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Appendix 32 Helen: Genre analysis (A1)
Paragraph/
Clause
Complex

STAGE
Section
EVALUATION
Contextualisation, personal reaction and outline

1.1
1.2
1.3
1.4
1.5
1.6
1.7
1.8
1.9
1.10
1.11

In 1987, a book My Place, written by Sally Morgan, appeared and has sold 500000
copies, which had a very brilliant profit and indicated as a sign of success.
The reason of its popularity is that the author was the prior to capture the issue of
stolen generation which occurred in the 1920s.
During this period, the aborigine’s [sic] babies were taken away from the black
mothers by the wealthy white man of the Aborigines Protection Board, and they
were put in the white families.
Sally Morgan’s grandmother Daisy and her mother Glady was one of the stolen
generation families.
When Daisy born a child, her daughter Glady was taken from her [sic] native
welfare officials and put in a children’s home in Perth.
Until Morgan was 15, she realized that her grandmother had dark skin. [sic]
Thus, it inspired her to find out the truth and start to explore the stolen generation
history, and to strive for justice to the Aborigines.
The book My Place was based on the real stories of Morgan’s family.
This book does move me a lot.
This essay will discuss one of the chapters of this book “the letter”.
In particular, I’m going to talk about the unique message behind it and its specific
linguistic pattern: perspective, chronological order and sentence structure.

Personal reaction and interpretation of the message
2.1
2.2
2.3
2.4
2.5
2.6
2.7
2.8
2.9
2.10
2.11

There are a lot of reasons why this stories move me a lot. Firstly, this story is
credible and plausible.
From the extract, it could be seem [sic] that the vocabularies it used were simple and
sincere.
In addition, the whole extract was emotional involved.
Through every sentence, it could be seem [sic]and imagined the feeling or thoughts
of the writers.
Furthermore, from the text “he said that black mothers look [sic] me weren’t
allowed to keep babies like u” [sic], it reflected how poor the Aborigines were and
how cruel was the stolen generation.
It also indicated that during that period of time, the white people treated the
Aborigines in an inhumane way.
This helps people to provoke sympathy towards the half-caste and the Aborigines.
Moreover, refer to the text “I don’t blame you and I don’t hold any grudges, I
understand”, this gives a sense that how mighty could a mother be and encourage
the reader to have a positive thinking and treasure what they already have.
Also, the specialty of this story is that it gives two sides of views to the reader: the
mother’s view and the daughter’s view either. [sic]
It stated that how poor and desperate the mother was.
Simultaneously, it also told that how hard the daughter has to face and confront of
identity.

119

ARGUMENT AND EVIDENCE
Argument 1.1 The use of first person perspective
3.1
3.2
3.3
3.4
3.5
3.6
3.7
3.8
3.9
3.10
3.11

There are a few linguistic patterns from this extract.
Firstly, the whole extract often used the first person perspective.
There are two narrators in this extract, one is Aunty Bessie and the other is Mother
Nellie.
For instance, “…I’d been to see her and it looked like it would be the last” and “I am
writing in the hope that one day...”.
Both narrators used the first person perspective to describe the story.
The advantage of using the first person perspective is that it can help to create an
intimate relationship between the reader and the writer.
Furthermore, this help to invite readers involve the story world and have a realistic
image inside their head or mind.
In addition, it creates less distance between the reader and the writer.
However, at the end of this extract, Aunty Bessie used the third person perspective
to describe, “She’d never given up on anything. She’d always believed that one day
Elaine would come home”.
This makes the narrator out of the position and creates a space between the writer
and the reader, and thus constructs another picture to the reader.
Although it is not used the first person perspective, it does shows [sic] how strong
Nellie is and her spirit never died.

Argument 1.2 The use of first person pronouns
4.1
4.2
4.3
4.4
4.5
4.6
4.7

The other important linguistic pattern is that the pronoun is used mainly are “I” and
“you”.
By the used [sic] of “you” and “I”, it draws the reader into the world of the writer
created.
For instance, refer to the “letter” of the extract; there is a repetition of using “you”.
This helps the reader to have a better understanding by inviting them into the
imagine world and put them into the situation.
Furthermore, it used “you” throughout the whole passage.
This indicated that how important the narrator treated the “you” (the daughter
Elaine).
She cared about the daughter’s feeling very much, such as “You thought you were
white. Mr. Neville said I’d only hurt you by trying to find you”.

Argument 1.3 The use of chronological narration
5.1
5.2
5.3
5.4
5.5
5.7

Another linguistic pattern of this extract is the narrator used the chronological order
to describe the incidence.
For example, “I was only seventeen when you were born at the Settlement”, “They
took you away when I was twenty”, “ I started looking for you when I was thirty”
etc.
This allows the reader easily to understand the whole event.
Furthermore, simply description creates a more intimate relationship between the
reader and the writer.
In addition, it helps to show the whole process of finding the narrator’s own
daughter, and shows her endurance or stamina.
Refer to the extract, “When you get this letter I will be gone…Please be kind to the
lady who gives you my tin, she’s your own aunty.”

120

5.8

This shows that until the day she died, she still never gave up and let her spirit
continue by passing this duty to her own sister Bessie to continue to try on. [sic]

Argument 1.4 The use of contrasting sentence structures
6.1
6.2
6.3
6.4
6.5
6.6
6.7
6.8
6.9
6.10
6.11
6.12
6.13
6.14
6.15
6.16.
6.17
6.18
6.19
6.20
6.21
6.22
6.23

The sentence structure of this extract changes consistent with the state of mind of the
narrators.
In the beginning of the extract, Aunty Bessie is the narrator.
The sentences are much shorter and it used past tense.
This may show that she felt confused, depressed and hopeless.
At the letter part, the narrator changed to Nellie, the sentences are much longer.
This shows that she is well-planned in her head and she had more complex
emotional states.
From the sentence, we can predict the narrator’s personalities.
For instance, “I promised myself I would protect you. I wanted you to have a better
life than me.”
This indicates that Nellie was willing to sacrifice everything for her daughter unless
[sic] her daughter was happy and fortune.
At the middle of the letter, the narrator used past tense to describe the past event,
such as “I didn’t want to let you go but I didn’t have any choice. That was the law.”
This indicates during the past, she was in a state of desperation.
However, when she described the event after starting to find her daughter, she used
present or future tense to portray. [sic]
This shows she never gave up and still got hope that one day her daughter will be
back.
Towards the end of the extract, Bessie became the narrator again.
At the start, she still used short sentence to depict, she was still confused and
hopeless.
It could be seem [sic] that the sentences are much longer after she pressed the lid
down firmly and looked out the window at the passing road.
This part is her internal thought.
The rhythm of the sentences is much more dull and longer and she used past tense to
reveal.
This shows her negative thinking and she felt really depressed and hopelessly
confused.
However, after she recalled her sister Nellie, her emotional states changed.
The sentence could be seemed [sic] shorter and the rhythm is much more vivid in
her internal monologue.
Furthermore, it is used future tense towards the end.
This indicates that she started to burn out her hope again, and started to carry
positive thinking and continue Nellie’s spirit.

REVIEW AND EVALUATION
7.1
7.2
7.3

In conclusion, this extract does have its own massage behind it and there are quite a
few linguistic pattern such as perspective, chronological order and sentence structure
which I have analysis in the above.
After reading this extract, it increases my knowledge of the stolen generation
history, and helps me to pay sympathy to the Aborigines.
Furthermore, it instigates me to treasure my family and let me know how mighty of
the mother’s love.
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Appendix 33 Helen: Genre, Attitude and Graduation analysis (A1)
Key
Attitude

Graduation

Affect (realis)
Affect (irrealis)
Judgement
Esteem
Sanction
Appreciation Reaction
Composition
Valuation
italics

Fuschia
Grey
Dark yellow
Red
Violet
Blue
Turquoise

Explicit evaluation
Implicit evaluation
Loading
+
–
=
neg + –
Evaluations in citations

STAGE EVALUATION (and outline)
Clause complex
Target
1.1
In 1987, a book My Place, written by Sally Morgan, appeared and has My Place
sold 500000 copies,
impact
which had a very brilliant profit and indicated as a sign of success.
1.2

bold + colour
t-plain
positive
negative
neutral
negated
“”

Sub-type & Loading
and its t-salience +
reaction (quality) +
consequence +
salience social +
My Place
salience social +
Sally Morgan
t-capacity +
the stolen generation propriety –
policy, perpetrators and t-consequence social –
victims
t- propriety –
t-happiness –

The reason of its popularity is
that the author was the prior to capture
the issue of stolen generation which occurred in the 1920s.

122

1.3

1.4

1.5

1.6
1.7

During this period, the aborigine’s [sic] babies were taken away from the Aboriginal mothers
black mothers
the implementation of
the stolen generation
policy
by the wealthy white man of the Aborigines Protection Board,
the Aborigines
Protection Board

t-happiness –
t-normality –
t- propriety –

capacity +
salience social =
propriety +
t-propriety –
and they were put in the white families.
the ‘stolen’ children
t-normality –
t-consequence social –
Sally Morgan’s grandmother Daisy and her mother Glady was one of the the stolen generation propriety –
stolen generation families.
families
t-consequence social –
t- propriety –
t-happiness –
When Daisy born a child, her daughter Glady was taken from her
Daisy
t- propriety –
t-normality –
t-happiness –
[by] native welfare officials and put in a children’s home in Perth.
welfare officials
propriety –
t- propriety –
t-consequence social –
Until Morgan was 15, she realized [sic] that her grandmother had dark Morgan’s discovery of t-normality –
skin.
her Aboriginal origins
Thus, it inspired her to find out the truth
Sally Morgan
t-veracity =
veracity =
t-authenticity =
and start to explore the stolen generation history,
the stolen generation
propriety –
t-consequence social –
t- propriety –
t-happiness –
and to strive for justice to the Aborigines.
Sally Morgan
t-tenacity +
propriety +
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1.8
1.9

The book My Place was based on the real stories of Morgan’s family.
This book does move me a lot.

1.10
1.11

This essay will discuss one of the chapters of this book “the letter”.
In particular, I’m going to talk about the unique message behind it
and its specific linguistic pattern:
perspective,
chronological order
and sentence structure.

2.1
2.2
2.3
2.4
2.5
2.6

There are a lot of reasons why this stories move me a lot.

the narrative
authenticity =
the rhetorical effect of happiness +
the narrative
happiness –
t-reaction (impact) +
the writer’s aim
t-inclination +
the meaning of the reaction (quality) +
narrative
t-salience social +
its composition
foregrounding +
t-narrative device +
t-narrative device +
t-narrative device +

the rhetorical effect of happiness +
the narrative
happiness –
t-reaction (impact) +
Firstly, this story is credible and plausible.
the rhetorical effect of
the narrative
From the extract, it could be seem that the vocabularies it used were composition of the complexity +
simple and sincere.
narrative
reaction (quality) +
In addition, the whole extract was emotional involved.
composition of the
reaction (impact) +
narrative
t-satisfaction +
Through every sentence, it could be seem and imagined the feeling or the rhetorical effect of t-satisfaction +
thoughts of the writers.
the narrative
Furthermore, from the text
“Mr Neville
“t-propriety –“
Nellie
“t-impossibility =”
“he said that
Elaine”
“t-normality =”
black mothers look [sic] me weren’t allowed to keep
the meaning of the t-salience =
babies like u [sic]”,
citation
it reflected how poor the Aborigines were
the situation of the capacity –
Aborigines:
t-salience –
t-happiness –
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and how cruel
was the stolen generation.

2.7

2.8
2.9

2.10
2.11

the stolen generation propriety –
policy, perpetrators and propriety –
its victims
t-consequence social –
t- propriety –
t-happiness –
It also indicated that during that period of time,
the meaning of the t-salience =
citation
the white people treated the Aborigines in an inhumane way.
white people and their propriety –
treatment of Aborigines t-happiness –
This helps people to provoke sympathy towards the half-caste [sic] and the rhetorical effect of happiness +
the Aborigines.
the narrative
happiness –
t-reaction (impact) +
Moreover, refer to the text “I don’t blame you and I don’t hold any “Nellie”
“happiness –
grudges, I understand”,
satisfaction neg +
affection +”
this gives a sense that
the meaning of the
t-salience =
how mighty could a mother be
citation
maternal affection
salience +
t-affection +
and encourage the reader
t-propriety +
to have a positive thinking
the rhetorical effect of
t-reaction (impact )+
and treasure what they already have.
the narrative
affect general +
affection +
Also, the specialty of this story is
composition of the
reaction (quality) +
that it gives two sides of views to the reader:
narrative
t-narrative device +
the mother’s view and the daughter’s view either.
It stated that
the meaning of the
t-salience =
focus on mother
how poor
Nellie
capacity –
and desperate the mother was.
t-salience –
t-happiness –
security –
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2.12

Simultaneously, it also told that
how hard the daughter has to face and confront of identity.

STAGE
3.1

ARGUMENT 1.1 AND EVIDENCE
There are a few linguistic patterns from this extract.

the meaning of the t-salience =
focus on daughter
reaction (quality) =
t-happiness –
t-authenticity =

3.4

composition of the
narrative
Firstly, the whole extract often used the first person perspective.
composition of the
narrative
There are two narrators in this extract, one is Aunty Bessie and the other composition of the
is Mother Nellie.
narrative
For instance, “…I’d been to see her and it looked like it would be the last” “Bessie”

3.5

and “I am writing in the hope that one day...”.
Both narrators used the first person perspective to describe the story.

3.2
3.3

3.6

3.7
3.8

“Nellie”
composition of the
narrative
The advantage of using the first person perspective is
composition of the
narrative
that it can help to create an intimate relationship between the reader and its rhetorical effects
the writer.
Furthermore, this help to invite readers involve the story world and
rhetorical effects
have a realistic image inside their head or mind.
In addition, it creates less distance between the reader and the writer.
composition of the
narrative
its rhetorical effects
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foregrounding +
t-narrative device +
t-narrative device +
salience =
t-happiness –
t-inclination –
inclination +
t-narrative device +
consequence +
t-narrative device +
reaction (quality) +
t-reaction (impact) +
reaction (quality) +
t-narrative device +
t-reaction (impact) +

3.9

3.10
3.11

However, at the end of this extract, Aunty Bessie used the third person composition of the
perspective to describe,
narrative
“She’d never given up on anything.
“Nellie”
She’d always believed that
one day Elaine would come home”.

“Elaine”

This makes the narrator out of the position
and creates a space between the writer and the reader,
and thus constructs another picture to the reader.
Although it is not used the first person perspective,

composition of the
narrative
its rhetorical effects
composition of the
narrative
its meaning
Nellie

it does shows
how strong Nellie is
and her spirit never died.

The other important linguistic pattern is that the pronoun is used mainly composition of the
are “I” and “you”.
narrative
4.1
4.2

By the used of “you” and “I”,

4.4

it draws the reader into the world of the writer created.
For instance, refer to the “letter” of the extract;
there is a repetition of using “you”.
This helps the reader to have a better understanding

4.5

by inviting them into the imagine world and put them into the situation.
Furthermore, it used “you” throughout the whole passage.

4.3
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t-narrative device +
“t-normality +
tenacity +
security +
t-normality +
t-tenacity +”
“t-inclination +
t-authenticity =”
t-narrative device +
t-reaction (impact) +
t-reaction (impact) +
t-narrative device +
t-salience =
capacity +
t-tenacity +
foregrounding +
salience =

composition of the
t-narrative device +
narrative
its rhetorical effects
t-reaction (impact) +
composition of the
narrative
foregrounding +
composition of the
complexity +
narrative
its rhetorical effects
t-reaction (impact) +
composition of the
t-narrative device +
narrative
t-foregrounding +

4.6

This indicated that

the meaning of this
pattern

4.7

how important the narrator treated the “you” (the daughter Elaine).
She cared about the daughter’s feeling very much,

Nellie

such as “You thought you were white. Mr. Neville said I’d only hurt you “Elaine
by trying to find you”.
Nellie

STAGE

ARGUMENT 1.2 AND EVIDENCE

5.1

Another linguistic pattern of this extract is the narrator used the composition of the
chronological order to describe the incidence [sic].
narrative
For example, “I was only seventeen when you were born at the Nellie
Settlement”,
“They took you away when I was twenty”,
the government

5.2

5.3
5.4
5.5

“ I started looking for you when I was thirty” etc.
This allows the reader easily to understand the whole event.
Furthermore, simply [sic] description creates

Nellie
rhetorical effect
composition of the
narrative and its
a more intimate relationship between the reader and the writer.
rhetorical effect
In addition, it helps to show the whole process of finding the narrator’s rhetorical effects
own daughter,
and shows her endurance or stamina.
meaning
Nellie
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t-salience =
salience +
affection +
t-propriety +
“t-capacity –
t-authenticity –
t-disinclination =
happiness –
t-propriety –”

foregrounding +
t-narrative device +
“t-capacity –
t-security –
t-propriety –” ”
“t-propriety –”
“t-tenacity +”
complexity +
complexity +
reaction (quality) +
t-salience =
t-reaction (quality) +
t-salience =
tenacity +
capacity +

5.6

Refer to the extract, “When you get this letter I will be gone…
Please be kind to the lady who gives you my tin,
she’s your own aunty.”

5.7

This shows that until the day she died,

“Nellie”
“her wishes and
values”
“the ties that bind
Bessie and Elaine”
The meaning of the
citations
Nellie

she still never gave up
and let her spirit continue by passing this duty to her own sister Bessie to
continue to try on.
Bessie
STAGE
6.1
6.2
6.3
6.4

6.5
6.6

ARGUMENT 1.3 AND EVIDENCE
The sentence structure of this extract changes consistent with the state of composition of the
mind of the narrators.
narrative
the narrators
In the beginning of the extract, Aunty Bessie is the narrator.
The sentences are much shorter and it used past tense.
composition of the
narrative
This may show that she felt confused, depressed and hopeless.
meaning
Bessie
At the letter part, the narrator changed to Nellie, the sentences are much composition of the
longer.
narrative
This shows that she is well-planned in her head and she had more meaning
complex emotional states.
Nellie
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“t-tenacity +”
“t-inclination
propriety +”
“”
t-salience =
tenacity +
t-tenacity +
t-authenticity +

t-narrative device +
balance +
affect general =
t-narrative device +
balance +
t-salience =
security –
happiness –
inclination –
t-narrative device +
balance +
t-salience =
t-security +
balance +
affect general =
capacity +

6.7

From the sentence, we can predict the narrator’s personalities.

6.8

For instance, “I promised myself
I would protect you.

6.9

6.10

6.11
6.12

composition of the
narrative and its
rhetorical effect
“Nellie”

t-narrative device +

t-balance +
“t-propriety +
affection +
t-propriety +
I wanted you
“Nellie’s wishes for her t-inclination +
to have a better life than me.”
daughter”
reaction (quality) +”
“Nellie”
“affection +
t-propriety +”
This indicates
meaning of the citation t-salience =
that Nellie was willing to sacrifice everything for her daughter unless Nellie
inclination +
[sic]
propriety +
t-affection +
her daughter was happy and fortune.
Elaine
happiness +
normality +
At the middle of the letter, the narrator used past tense to describe the past composition of the
t-narrative device +
event,
narrative
such as “I didn’t want
Nellie
“disinclination =
to let you go
t-tenacity neg –
t-propriety +
but I didn’t have any choice.
t-capacity neg +
t-happiness –
the government
t-propriety –
That was the law.”
the law
propriety +
t-propriety –”
This indicates
meaning of the citation t-salience =
during the past, she was in a state of desperation.
Nellie
security –
However, when she described the event after starting to find her daughter, composition of the
t-narrative device +
she used present or future tense to portray.
narrative
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6.13

This shows
she never gave up
and still got hope
that one day her daughter will be back.

6.14
6.15

Towards the end of the extract, Bessie became the narrator again.
At the start, she still used short sentence
to depict,
she was still confused and hopeless.

6.16.

6.17
6.18

meaning
Nellie
her wishes for Elaine

t-salience =
tenacity neg –
inclination +
t-inclination +
t-authenticity +

composition of the
narrative
its meaning
Bessie

balance +
t-narrative device +
t-salience =
security –
inclination –
t-narrative device +
balance +
t-satisfaction –
t-happiness –

It could be seem that the sentences are much longer

composition of the
narrative
after she pressed the lid down firmly and looked out the window at the Bessie
passing road.
This part is her internal thought.
The rhythm of the sentences is much more dull and longer and she used composition of the
past tense to reveal [sic].
narrative

6.19

This shows
her negative thinking
and she felt really depressed and hopelessly confused.

6.20

However, after she recalled her sister Nellie, her emotional states Bessie
changed.
The sentence could be seemed shorter
composition of the
narrative
and the rhythm is much more vivid in her internal monologue.

6.21

meaning
Bessie
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reaction (quality) =
balance +
t-narrative device +
t-salience =
affect general –
inclination –
happiness –
inclination –
security –
affect general +
inclination +
t-narrative device +
balance +
reaction (quality) +

6.22

Furthermore, it is used future tense towards the end.

6.23

This indicates
that she started to burn out her hope again,
and started to carry positive thinking

composition of the
narrative
meaning
Bessie

t-narrative device +

meaning of the extract
its composition

t-salience =
foregrounding +
t-narrative device +
t-narrative device +
t-narrative device +
t-consequence social +
propriety –
t-consequence social –
t- propriety –
t-happiness –
happiness +
happiness –
t-reaction (impact)
affection +
t-reaction (impact )+
salience +
affection +
t-propriety +

and continue Nellie’s spirit.
STAGE
7.1

7.2

7.3

CONCLUSION
In conclusion, this extract does have its own massage [sic] behind it
and there are quite a few linguistic pattern
such as perspective,
chronological order
and sentence structure which I have analysis [sic] in the above.
After reading this extract, it increases my knowledge of
the stolen generation history,

the extract
the stolen generation
policy, perpetrators and
its victims

and helps me to pay sympathy to the Aborigines.

rhetorical effect of the
extract

Furthermore, it instigates me to treasure my family
and let me know
how mighty of the mother’s love.

rhetorical effect of the
extract
maternal affection
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t-salience =
inclination +
affect general +
inclination +
t-tenacity +

Appendix 34: Helen: Engagement, self- and reader-reference and voice roles analysis
(A1.1)

Key

Engagement
Monogloss
Heterogloss:
Contract:

black
Disclaim:

Deny
Counter-Expect
Proclaim:
Pronounce
Endorse
Expect
Contractive Attribution
Expand:
Entertain
Attribute
Implicit Engagement
Self- and reader-references

green
bright green
brown
orange
red
violet
gold
dark yellow
(^)

I

Voice roles
Narrator
Interpreter
Social Commentator
Analyst
Responder

Paragraph/Clause complex
1.1
1.2
1.3
1.4
1.5
1.6
1.7
1.8
1.9
1.10
1.11

In 1987, a book My Place, || written by Sally Morgan, || appeared || and has sold 500000
copies, || which had a very brilliant profit || and indicated as a sign of success.
The reason of its popularity is [[that the author was the prior to capture the issue of stolen
generation || which occurred in the 1920s]].
During this period, the aborigine’s [sic] babies were taken away from the black mothers by
the wealthy white man of the Aborigines Protection Board, || and they were put in the white
families.
Sally Morgan’s grandmother Daisy and her mother Glady was one of the stolen generation
families.
When Daisy born a child, || her daughter Glady was taken from her native welfare officials
||and put in a children’s home in Perth.
Until Morgan was 15, || she realized that her grandmother had dark skin. (sic)
Thus, it inspired her to find out the truth || and start || to explore the stolen generation history,
|| and to strive for justice to the Aborigines.
The book My Place was based on the real stories of Morgan’s family.
This book does move me a lot.
This essay will discuss one of the chapters of this book “the letter”.
In particular, I’m going to talk about the unique message behind it and its specific linguistic
pattern: [perspective, chronological order and sentence structure].
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2.1
2.2
2.3
2.4
2.5
2.6
2.7
2.8
2.9

2.10
2.11
2.12

3.1
3.2
3.3
3.4
3.5
3.6
3.7
3.8
3.9
3.10
3.11

4.1
4.2
4.3
4.4
4.5
4.6
4.7

There are a lot of reasons why this stories [sic] move me a lot.
Firstly (^ because), this story is credible and plausible.
From the extract, it could be seem [sic] [[that the vocabularies it used ||were simple and
sincere]].
In addition, (^ because ) the whole extract was emotional involved.
Through every sentence, it could be seem [sic] || and imagined the feeling or thoughts of the
writers.
Furthermore, from the text
“he said that black mothers look [sic] me weren’t allowed to keep babies like u (sic)”,
it reflected [[how poor the Aborigines were || and how cruel was the stolen generation]].
It also indicated [[that during that period of time, the white people treated the Aborigines in
an inhumane way]].
This helps people || to provoke sympathy towards the half-caste and the Aborigines.
Moreover, refer to the text
“I don’t blame you and I don’t hold any grudges, I understand”,
||this gives a sense [[that how mighty could a mother be]] ||and encourage the reader || to have
a positive thinking || and treasure [[what they already have]].
Also, the specialty of this story is [[that it gives two sides of views to the reader: [the
mother’s view and the daughter’s view either [sic)] ]].
It stated [[that how poor and desperate the mother was]].
Simultaneously, it also told [[that how hard the daughter has to face || and confront of
identity]].
There are a few linguistic patterns from this extract.
Firstly, the whole extract often used the first person perspective.
There are two narrators in this extract, [[one is Aunty Bessie || and the other is Mother
Nellie]].
For instance, “…I’d been to see her and it looked like it would be the last” and
“I am writing in the hope that one day...”.
Both narrators used the first person perspective || to describe the story.
The advantage of using the first person perspective is [[that it can help || to create an intimate
relationship between the reader and the writer]].
Furthermore, this help || to invite readers || involve the story world || and have a realistic
image inside their head or mind.
In addition, it creates less distance between the reader and the writer.
However, at the end of this extract, Aunty Bessie used the third person perspective || to
describe, [sic] “She’d never given up on anything. She’d always believed that one day Elaine
would come home”.
This makes the narrator out of the position || and creates a space between the writer and the
reader, ||and thus constructs another picture to the reader.
Although it is not used the first person perspective, || it does shows (sic) || how strong Nellie
is || and her spirit never died.
The other important linguistic pattern is [[that the pronoun is used || mainly are “I” and
“you”]].
By the used [sic) of “you” and “I”, it draws the reader into the world of the writer created.
For instance, refer to the “letter” of the extract; || there is a repetition || of using “you”.
This helps the reader ||to have a better understanding || by inviting them into the imagine
world ||and put them into the situation.
Furthermore, it used “you” throughout the whole passage.
This indicated [[that how important the narrator treated the “you” (the daughter Elaine)]].
She cared about the daughter’s feeling very much, such as
“You thought you were white. Mr. Neville said I’d only hurt you by trying to find you”.
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5.1
5.2
5.3
5.4
5.5
5.7
5.8

6.1
6.2
6.3
6.4
6.5
6.6
6.7
6.8
6.9
6.10
6.11
6.12
6.13
6.14
6.15
6.16.
6.17
6.18
6.19
6.20
6.21
6.22
6.23

Another linguistic pattern of this extract is [[the narrator used the chronological order || to
describe the incidence]].
For example, “I was only seventeen when you were born at the Settlement”, “They took you
away when I was twenty”, “I started looking for you when I was thirty” etc.
This allows the reader ||easily to understand the whole event.
Furthermore, simply description creates a more intimate relationship between the reader and
the writer.
In addition, it helps || to show the whole process [[of finding the narrator’s own daughter]],
||and shows her endurance or stamina.
Refer to the extract, “When you get this letter I will be gone…Please be kind to the lady who
gives you my tin, she’s your own aunty.”
This shows [[that until the day she died, || she still never gave up || and let her spirit continue
|| by passing this duty to her own sister Bessie || to continue || to try on. [sic]]]
The sentence structure of this extract changes consistent with the state of mind of the
narrators.
In the beginning of the extract, Aunty Bessie is the narrator.
The sentences are much shorter || and it used past tense.
This may show [[that she felt confused, depressed and hopeless]].
At the letter part, the narrator changed to Nellie, || the sentences are much longer.
This shows [[that she is well-planned in her head || and she had more complex emotional
states]].
From the sentence, we can predict the narrator’s personalities.
For instance,
“I promised myself I would protect you. I wanted you to have a better life than me.”
This indicates [[that Nellie was willing || to sacrifice everything for her daughter || unless
[sic\ her daughter was happy and fortune]].
At the middle of the letter, the narrator used past tense || to describe the past event, such as
“I didn’t want to let you go but I didn’t have any choice. That was the law.”
This indicates during the past, || she was in a state of desperation.
However, when she described the event [[after starting to find her daughter]], || she used
present or future tense || to portray. [sic]
This shows [[she never gave up || and still got hope [[that one day her daughter will be back]]
]].
Towards the end of the extract, Bessie became the narrator again.
At the start, she still used short sentence || to depict, [[she was still confused and hopeless]].
It could be seem [sic] [[that the sentences are much longer || after she pressed the lid down
firmly || and looked out the window at the passing road]].
This part is her internal thought.
The rhythm of the sentences is much more dull and longer || and she used past tense || to
reveal. [sic]
This shows [[her negative thinking || and she felt really depressed and hopelessly confused]].
However, after she recalled her sister Nellie, || her emotional states changed.
The sentence could be seemed [sic] shorter || and the rhythm is much more vivid in her
internal monologue.
Furthermore, it is used future tense towards the end.
This indicates [[that she started || to burn out her hope again, || and started || to carry positive
thinking || and continue Nellie’s spirit]].

135

7.1

7.2
7.3

In conclusion, this extract does have its own massage [sic] behind it || and there are quite a
few linguistic pattern [such as perspective, chronological order and sentence structure] ||
which I have analysis [sic] in the above.
After reading this extract, || it increases my knowledge of the stolen generation history, || and
helps me || to pay sympathy to the Aborigines.
Furthermore, it instigates me [[to treasure my family]] || and let me || know how mighty of
the mother’s love.
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Appendix 35 Helen: Involvement analysis (A1)

Key:

Involvement features
Nominalisation

BLUE

Abstract terms

TURQUOISE

Technical terms

GREEN

Figurative language

VIOLET

Paragraph/
Clause
Complex
1.1
1.2
1.3
1.4
1.5
1.6
1.7
1.8
1.9
1.10
1.11

2.1
2.2
2.3
2.4
2.5
2.6
2.7
2.8

SMALL CAPITALS + BOLD

In 1987, a book My Place, written by Sally Morgan, appeared and has sold
500000 copies, which had a very brilliant PROFIT and indicated as a SIGN OF
SUCCESS.
The REASON of its POPULARITY is that the author was the prior to capture the
issue of STOLEN GENERATION which occurred in the 1920s.
During this period, the aborigine’s [sic] babies were taken away from the
black mothers by the wealthy white man of the Aborigines Protection Board,
and they were put in the white families.
Sally Morgan’s grandmother Daisy and her mother Glady was one of the
STOLEN GENERATION families.
When Daisy born a child, her daughter Glady was taken from [sic] her native
welfare officials and put in a children’s home in Perth.
Until Morgan was 15, she realized that her grandmother had dark skin. [sic]
Thus, it inspired her to find out the TRUTH and start to explore the STOLEN
GENERATION HISTORY, and to strive for JUSTICE to the Aborigines.
The book My Place was based on the real STORIES of Morgan’s family.
This book does move me a lot.
This essay will discuss one of the chapters of this book “the letter”.
In particular, I’m going to talk about the unique MESSAGE behind it and its
specific LINGUISTIC PATTERN: PERSPECTIVE, CHRONOLOGICAL ORDER and
SENTENCE STRUCTURE.
There are a lot of REASONS why this stories move me a lot.
Firstly, this story is credible and plausible.
From the extract, it could be seem [sic] that the VOCABULARIES it used were
simple and sincere.
In addition, the whole extract was emotional involved.
Through every sentence, it could be seem and imagined the FEELING or
THOUGHTS of the writers.
Furthermore, from the text “he said that black mothers look [sic] me weren’t
allowed to keep babies like u” [sic] , it reflected how poor the Aborigines
were and how cruel was the STOLEN GENERATION.
It also indicated that during that period of time, the white people treated the
Aborigines in an inhumane way.
This helps people to provoke sympathy towards the half-caste and the
Aborigines.
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2.9

2.10
2.11
2.12

3.1
3.2
3.3
3.4
3.5
3.6
3.7
3.8
3.9
3.10
3.11

4.1
4.2
4.3
4.4
4.5
4.6
4.7

Moreover, refer to the text “I don’t blame you and I don’t hold any grudges, I
understand”, this gives a sense that how mighty could a mother be and
encourage the reader to have a positive THINKING and treasure what they
already have.
Also, the SPECIALTY of this story is that it gives two SIDES OF VIEWS to the
reader: the mother’s VIEW and the daughter’s VIEW either. [sic]
It stated that how poor and desperate the mother was.
Simultaneously, it also told that how hard the daughter has to face and
confront of IDENTITY.
There are a few LINGUISTIC PATTERNS from this extract.
Firstly, the whole extract often used the FIRST PERSON PERSPECTIVE.
There are two NARRATORS in this extract, one is Aunty Bessie and the other
is Mother Nellie.
For instance, “…I’d been to see her and it looked like it would be the last”
and “I am writing in the hope that one day...”.
Both NARRATORS used the FIRST PERSON PERSPECTIVE to describe the story.
The ADVANTAGE of using the FIRST PERSON PERSPECTIVE is that it can help
to create an intimate RELATIONSHIP between the reader and the writer.
Furthermore, this help to invite readers involve the STORY WORLD and have a
realistic IMAGE inside their head or mind.
In addition, it CREATES LESS DISTANCE between the reader and the writer.
However, at the end of this extract, Aunty Bessie used the THIRD PERSON
PERSPECTIVE to describe [sic], “She’d never given up on anything. She’d
always believed that one day Elaine would come home”.
This makes the NARRATOR out of the position and CREATES A SPACE
between the writer and the reader, and thus CONSTRUCTS ANOTHER PICTURE
to the reader.
Although it is not used the FIRST PERSON PERSPECTIVE, it does shows [sic]
how strong Nellie is and HER SPIRIT NEVER DIED.
The other important LINGUISTIC PATTERN is that the PRONOUN is used
mainly are “I” and “you”.
By the used [sic] of “you” and “I”, it draws the reader into the WORLD of the
writer created.
For instance, refer to the “letter” of the extract; there is a repetition of using
“you”.
This helps the reader to have a better UNDERSTANDING by inviting them into
the imagine WORLD and put them into the SITUATION.
Furthermore, it used “you” throughout the whole passage.
This indicated that how important the narrator treated the “you” (the daughter
Elaine).
She cared about the daughter’s FEELING very much, such as “You thought
you were white. Mr. Neville said I’d only hurt you by trying to find you”.
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5.1

Another

5.2

For example, “I was only seventeen when you were born at the Settlement”,
“They took you away when I was twenty”, “ I started looking for you when I
was thirty” etc.
This allows the reader easily to understand the whole event.
Furthermore, simply DESCRIPTION creates a more intimate RELATIONSHIP
between the reader and the writer.
In addition, it helps to show the whole PROCESS of finding the narrator’s own
daughter, and shows her ENDURANCE or STAMINA.
Refer to the extract, “When you get this letter I will be gone…Please be kind
to the lady who gives you my tin, she’s your own aunty.”
This shows that until the day she died, she still never gave up and let her
spirit continue by passing this DUTY to her own sister Bessie to continue to
try on. [sic]

5.3
5.4
5.5
5.7
5.8

6.1
6.2
6.3
6.4
6.5
6.6
6.7
6.8
6.9
6.10
6.11
6.12
6.13
6.14
6.15
6.16.
6.17
6.18

LINGUISTIC PATTERN of this extract is the NARRATOR
CHRONOLOGICAL ORDER to describe the INCIDENCE.

used the

The SENTENCE STRUCTURE of this extract changes consistent with the STATE
OF MIND of the NARRATORS.
In the beginning of the extract, Aunty Bessie is the NARRATOR.
The sentences are much shorter and it used PAST TENSE.
This may show that she felt confused, depressed and hopeless.
At the letter part, the NARRATOR changed to Nellie, the sentences are much
longer.
This shows that she is well-planned in her head and she had more complex
emotional STATES.
From the sentence, we can predict the NARRATOR’S personalities.
For instance, “I promised myself I would protect you. I wanted you to have a
better life than me.”
This indicates that Nellie was willing to sacrifice everything for her daughter
unless [sic] her daughter was happy and fortune.
At the middle of the letter, the NARRATOR used PAST TENSE to describe the
past EVENT, such as “I didn’t want to let you go but I didn’t have any choice.
That was the law.”
This indicates during the past, she was in a STATE OF DESPERATION.
However, when she described the EVENT after starting to find her daughter,
she used PRESENT or FUTURE TENSE to PORTRAY. (sic)
This shows she never gave up and still got HOPE that one day her daughter
will be back.
Towards the end of the extract, Bessie became the NARRATOR again.
At the start, she still used short sentence to DEPICT, she was still confused
and hopeless.
It could be seem [sic] that the sentences are much longer after she pressed the
lid down firmly and looked out the window at the passing road.
This part is her INTERNAL THOUGHT.
The RHYTHM of the sentences is much more dull and longer and she used
PAST TENSE to reveal. [sic]
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6.19
6.20
6.21
6.22
6.23

7.1

7.2
7.3

This shows her negative THINKING and she felt really depressed and
hopelessly confused.
However, after she recalled her sister Nellie, her emotional STATES changed.
The sentence could be seemed [sic] shorter and the RHYTHM is much more
vivid in her INTERNAL MONOLOGUE.
Furthermore, it is used FUTURE TENSE towards the end.
This indicates that she started to BURN OUT HER HOPE again, and started to
carry positive THINKING and continue Nellie’s spirit.
In conclusion, this extract does have its own MASSAGE [sic] behind it and
there are quite a few LINGUISTIC PATTERN such as PERSPECTIVE,
CHRONOLOGICAL ORDER and SENTENCE STRUCTURE which I have
ANALYSIS in the above.
After reading this extract, it increases my knowledge of the STOLEN
GENERATION HISTORY, and helps me to pay sympathy to the Aborigines.
Furthermore, it instigates me to treasure my family and let me know how
mighty of the mother’s LOVE.
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Appendix 36 Aliénor, Naomi, Helen: Quantitative results of the A1 voice analyses

Table 1 Self- and reader-reference markers in Aliénor’s text
Orientation
& scope

Realisations

No.

Location in:

Function

Text
Explicitly
subjective
(individual)

Explicitly
subjective
(social)
Explicitly
objective
(social)

I, my, me

11

4.1, 5.1, 8.1,
10.3,
14.5
10.1

Discourse
structure
Macro-Theme

Clause
Complex
Theme

Macro-New
Hyper-Theme

Theme

6.5
12.7
2.5

Hyper-New
Elaborating clause
Enhancing clause

13.4
13.2

Elaborating clause
Enhancing clause

Phrase
Theme
Embedded
clause
Theme
Embedded
clause
Embedded
clause

Metadiscoursal
Reaffirm &
metadiscoursal
Argue
Argue
Argue
Propose
Justify

us

1

12.8

Hyper-New

one

1

12.7

Elaborating clause

Embedded
clause

Argue

Anticipatory
‘it’
‘the reader’

1

9.9

Hyper-Theme

Theme

Propose

5

10.2

Elaborating clause

14.3

Elaborating clause

Reaffirm &
metadiscoursal
Reaffirm

7.2
2.1

Elaborating clause
Elaborating clause

13.3

Elaborating clause

Paratactic
clause
Hypotactic
clause
Theme
Hypotactic
clause
Primary
clause
(complement)

Total

Argue

Argue
Argue
Propose

19

Table 2 Aliénor: Involvement analysis
Category
Number of
instances

Grammatical
metaphor
55

(Abstract
terms)
(6)

Technical
&
specialised terms
28
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Figurative language &
‘bonding icons’
18

Total number
of instances
101

Table 3: Comparative overall quantitative findings: Aliénor, Naomi, Helen
Attitude

Graduation
Engagement

Self- & readerreferences

Involvement

Total evaluations coded (excluding those in
citations)
Explicit Attitude as percentage
Affect as percentage of all Attitude
Explicit Affect as percentage of all Affect
Judgement as percentage of all Attitude
Explicit Judgement as percentage of Judgement
Appreciation as percentage of all Attitude
Explicit
Appreciation
as
percentage
of
Appreciation
Rate of graders per evaluation
Rate of graders per explicit evaluation
Monogloss as percentage of all strategies
Contractive Heterogloss & Attribution as
percentage of all strategies
Expansive Heterogloss as percentage of all
strategies
Ratio per total words (excluding citations)
Ratio of 1st person singular pronouns per total
words (excluding citations)
Number of instances (excluding citations)

Aliénor
315

Naomi
173 *

Helen
198*

46%
16%
81%
27%
36%
57%
43%

40%
19%
63%
28%
58%
53%
22%

46%
22%
60%
18%
62%
60%
36%

.5: 1
.6:1
37%
49%

.5: 1
.8:1
50%
21%

.6: 1
.8:1
54%
42%

14%

29%

4%

1: 64

1: 31

1: 53

1: 111

1:70

1: 167

101

43*

51*

* standardised results

Table 4 Aliénor: Affect and Graduation in the affective voice by frequency, sub-type and
mode
Sub-type
Mode
Graduation

Affect
Explicit
39
19

Total
Implicit
9
10

48
29

Reaction
Explicit
10
11

142

Total
10
11

Table 5 Comparative quantitative findings: Aliénor’s, Naomi’s and Helen’s affective voices
Attitude

Graduation
Engagement

Self- & readerreferences
Involvement

Aliénor
58
18%

Naomi
19*
13%

Helen
44*
22%

48
81%
10
100%
–
.7:1
.5:1
31%
60%

17*
80%
2*
50%
–
1:1
1:1
31%
46%

40*
66%
4*
–
1*
1:1
1:1
49%
41%

9%

13%

10%

5

9*

6*

1st person singular pronouns

3

4*

5*

Number of instances

24

5*

9*

Total evaluations in the affective voice
Affective evaluations as percentage of all
Attitude
Evaluations of Affect
Explicit Affect as a percentage of all Affect
Reaction
Explicit Reaction as percentage of all Reaction
Complexity (Explicit)
Rate of graders per evaluation
Rate of graders per instance of explicit Affect
Monogloss as percentage of all strategies
Contractive Heterogloss & Attribution as
percentage of all strategies
Expansive Heterogloss & Attribution as
percentage of all strategies
Instances (excluding citations)

* standardised results

Table 6 Aliénor: Affect: sub-types, modes and positive loadings (1)
Loading
+
–
=
Total

Inclination
Explicit Implicit
6
1
5
1
9
2
(20)
(4)

Total

Disinclination
Explicit Implicit

2
(2)

24

1
(1)

Total

Total

3

27

Table 7 Aliénor: Affect: sub-types, modes and positive loadings (2)

Loading
+
–
=
neg
Total

Un/Happiness:
Affection/ Misery
Explicit Implicit
3
1
2
1–
(5)

(2)

Total

In/Security:
Quiet/ Disquiet
Explicit Implicit
1
2
1
1+
(4)

7

(1)

Total

5

Affect (general)
Explicit
2
5
1

Implicit

(8)

(1)

Graduation

Esteem
Explicit
18
13

Total
Implicit
30
17

48
30

Sanction
Explicit
8
6

143

Implicit
30
14

Total

9

21

1

Table 8 Aliénor: Judgement by sub-types, frequency and modes
Sub-type
Mode

Total

Total

Total

38
20

86
50

Table 9 Aliénor: Appreciation in the ethical voice by sub-types, frequency and modes
Sub-type
Mode
Graduation

Valuation
Explicit Implicit
13
50
11
12

Total
63
22

Reaction
Explicit
6
2

Composition
Explicit
2

Total
71
24

Table 10 Comparative quantitative findings: Aliénor’s, Naomi’s and Helen’s ethical voices
Attitude

Graduation
Engagement

Self- & readerreferences
Involvement

Aliénor
157
51%
86
55%
30%
71
21%

Naomi
52*
30%
31*
62%
65%
19*
14%

Helen
75*
36%
43*
59%
56%
30*
17%

.5:1
.7:1
33%
58%

.6:1
.8:1
53%
20%

.5:1
.9:1
37%
63%

9%

27%

–

4

8*

3*

1st person singular pronouns

3

3*

2*

Number of instances

47

19*

8*

Total evaluations
Ethical evaluations as percentage of all Attitude
Evaluations of Judgement
Judgements as a percentage of all ethical evaluations
Explicit Judgement as a percentage of all Judgement
Evaluations of Appreciation
Explicit Appreciation as percentage of all
Appreciation
Rate of graders per evaluation
Rate of graders per instance of explicit Judgement
Monogloss as percentage of all strategies
Contractive Heterogloss & Attribution as percentage
of all strategies
Expansive Heterogloss & Attribution as percentage
of all strategies
Instances (excluding citations)

* standardised results

Table 11 Aliénor: Judgement Esteem: sub-sets, modes and loadings
Sub-set
Loading
+
–
=
neg
Total

Tenacity
Explicit Implicit
5
13
3
1–
(6)

1+
(17)

Total

Capacity
Explicit
1
5
1
1+
(8)

23

Total
Implicit
2
3

(5)

13

Normality
Explicit Implicit
1
2
1
3
4
1+
(4)
(8)

Table 12 Aliénor: Judgement Sanction: sub-types, modes and loadings
Sub-set
Loading
+
–
=
neg
Total

Propriety
Explicit Implicit
2
6
2
19

Total

Veracity
Explicit Implicit
4

Total

Total

8

38

4
(4)

1–
(26)

30

(4)

(4)

144

Total

Total

12

48

Table 13 Aliénor: Ethical Appreciation Valuation: Authenticity and Consequence: modes and
loadings
Loading

Authenticity
Explicit

+
–
=
Total

Total

Consequence
Explicit
Implicit
3
8
4
3
(1 social)

Total

Total

21

(7)

18

39

Implicit
1

1
(1)

19 (4 social)
(20)

(11)

Table 14 Aliénor: Ethical Appreciation Valuation: Salience and Impossibility:
modes and loadings
Loading

Salience
Explicit

+
–
=
Total

Total
Implicit

Impossibility

Total

Implicit

2
1
4 (social)
(5)

7
6
(15)

20

4
(4)

24

Table 15 Naomi and Helen: Ethical Appreciation Valuation: sub-types and modes
(non-standardised results)
Sub-set
Naomi
Helen

Authenticity
Explicit
Implicit
4 (1 social)
1
2 (social)

Consequence
Explicit
Implicit
2
9 (social)

Salience
Explicit
3

Total
Implicit
6
11 (6 social)

12
26

Table 16 Aliénor: Explicit Attitude as a percentage of all Attitude in each voice type
Voice type
Affective
Ethical
Aesthetic

Explicit Attitude (%)
80
26
50

Table 17 Aliénor: Graded explicit Attitude as a percentage of explicit Attitude in each voice
type
Voice type
Affective
Ethical
Aesthetic

Graded Explicit Attitude (%)
68
21
90

145

Table 18 Comparative quantitative findings: Aliénor’s, Naomi’s and Helen’s aesthetic voices
Attitude

Graduation
Engagement

Self- & readerreferences
Involvement

Aliénor
119
38%
50%

Naomi
103*
59%
30%

Helen
97*
47%
42%

55
46%

46*
45%

47*
49%

31%

18%

38%

45
35%

15*
14%

16*
15%

38%
15
13%
64%
–
–
4
3%

45%
11*
11%
0%
16*
67%
15*
15%

13%
23*
22%
55%
–
–
11*
11%

0%
.8:1
1:1
24%
57%

36%
.5:1
.9:1
44%
22%

64%
.5:1
.7:1
52%
45%

19%

34%

3%

19

34*

21*

1st person singular pronouns

11

18*

7*

Number of instances

48

23*

32*

Total evaluations
Aesthetic evaluations as percentage of all Attitude
Explicit evaluations as a percentage of all aesthetic
evaluations
Evaluations of Composition
Composition as a percentage of all aesthetic
evaluations
Explicit Composition as a percentage of all
Composition
Evaluations of Valuation
Evaluations of Valuation as a percentage of all
aesthetic evaluations
Explicit Valuation as percentage of all Valuation
Evaluations of Reaction
Reaction as a percentage of all aesthetic evaluations
Explicit Reaction as percentage of all Reaction
Evaluations of Capacity
Explicit Capacity as percentage of all Capacity
Evaluations of Affect
Evaluations of Affect as a percentage of all aesthetic
evaluations
Explicit Affect as percentage of all Affect
Rate of graders per evaluation
Rate of graders per instance of explicit evaluation
Monogloss as percentage of all strategies
Contractive Heterogloss & Attribution as percentage
of all strategies
Expansive Heterogloss & Attribution as percentage
of all strategies
Instances (excluding citations)

* standardised results

Table 19 Aliénor: Composition in the aesthetic voice by sub-set
Prominence
25

Balance
3

Narrative Device
13

Complexity
13

Table 20 Aliénor: Composition: Prominence: subsets and modes
Prominence
Foregrounding
Explicit Implicit
14
5

Total
Backgrounding
Explicit
6

25

146

Total
54

Table 21 Aliénor: Composition: Narrative Device and Complexity
Narrative Device
Implicit
13

Total
13

Complexity
Explicit Implicit
4
9

Total
13

Balance
Explicit
3

Total
29

Table 22 Aliénor: Valuation in the aesthetic voice: sub-sets, modes and loadings
Loading

Salience

Total

Explicit

Implicit

+
–
=

2
1
11
(1
social)

6

neg
Total

1–
(15)

14

(20)

35

Unexpectedness

Possibility

Impossibility

Explicit

Implicit

Implicit

Explicit

1
(social/
symbolic)

6
1 (social)
4 (social/
symbolic)

2

1
(social/
symbolic)

(1)

(6)

(2)

(1)

Table 23 Naomi and Helen: Valuation in the aesthetic voice: sub-sets and modes
(non-standardised results)
Salience
Explicit

Implicit

Total

Consequence
Explicit

Total

Naomi

4
(2 social)
(2 symbolic)

6
(2 social)
(4 symbolic)

(10)

1 (social)

11

Helen

2 (social)

12
(2 social)
(10 symbolic)

(14)

1 (social)

15

147

Total

10

