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English in academic and professional contexts
Editorial

Maria Kuteeva, Stockholm University

This special issue of Nordic Journal of English Studiesexploresa
number of themes related to the spread of English as a global language in
academicand professionatomains. Thisspread isclosely linked to
global trends in technological development, population mobility,
transnational business organization, and education, which is increasingly
driven by market forces (e.g. Ek, Ideland, Jonsson and Malmbéarg
press) and neo-liberal ideologies (e.g. Block, Gray and Holborow 2012).
As English is being used in international business and other professional
contexts, therés also agrowingdemand forEnglish-mediumeducation
which is now being offered in countrieutsidethe English-speaking
world (e.g. Mok2012). Thistrend can beobserved in post-Bologna
Europe, wherehe Netherlandsand theNordic countriesprovide the
largestnumber of English-mediumprogrammesand coursegWachter

and Maiworm 2008). Such rapid changes the linguistic landscape
place additional strains on students, teachers, and business professionals,
who areexpected to operaia bilingual or multilingual settings. Atthe
sametime, in reaction talobalization, languagpoliciesregulatingthe

use of English in high-stakeslomainshave been implemented on the
governmentaland locallevel, includingthe parallel languageuse of
English and localanguage(s)n the Nordic states(e.g. Kuteeva2011).
Thesepolicies do notalways match practicedut they inevitably have
consequences for teachers and researchers of English working at schools,
universities,and otherinstitutions.Thus, furtherresearch intdhe actual

uses of English in educational and professional contexts is needed.

The papers published in this special issue reflect the current status of
English in academi@and professionatontexts, abovall as a lingua
franca of international communication in science, education, and
businessThe first part dealswith English inprofessionaresearch and
businesscontexts. In theopeningpaper,Anna Mauranenexploresthe
phenomenon ofesearch bloggingpcusingon thecurrentperception of
science blogs by the research community, theiplace in research

Kuteeva, Maria. 2013. “English in academic and professional
contexts: Editorial.'Nordic Journal of English Studies 12(1):1-6.
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dissemination, and their hybrid genre featurehindontext of academic
writing traditions. The article problematizes tloerof science blogging
in relation to research publication practices:ldogs a vehicle for public
outreach or for the discussion of serious findingsawing on a wide

range of genre research, including English for 8ijgePurposes, New
Rhetoric, and Systemic Functional Linguistics, Mawen analyses two
science blogs, one in theoretical physics and therdn microbiology.

She concludes that science blogging reflects teasiesulting from the
dramatic changes in ways to ensure high reseaamdatds and fast
online communication and public engagement. Scigmcemmunicated
online to very heterogeneous audiences, who, iin tivn, contribute to

knowledge construction in various ways. Englishofsen used as a
lingua franca in such online contexts, which hasmpact on what is
considered acceptable in terms of linguistic norms.

Inspired by the work of Bakhtin (1981, 1986), imstuality has
been a central concept both in literary studiesdiscburse analysis. For
example, in the field of English for Specific Pusps, intertextuality in
academic writing has been explored with a focuplagiarism and on
what is considered original text (e.g. Pecorari@0®lowever, business
writing conventions are very different from thosethe academy, and to
this day they have not been documented to the saieat. Philip Shaw
and Diane Pecorari examine a corpus of chairmataiersents from
annual reports by 36 companies, most of which wisted on the
London FTSE 100 in 2012 and therefore represemtdatd English
norms. The authors analyse signalled and unsighaiigertextual
relationships in the selected texts and concludg ihtertextuality is
indeed a pervasive feature in chairman’s stateméots it differs
substantially from academic genres. Thus, chairmatatements refer
primarily to earlier utterances of the chairman $eth and other texts
produced by the company in question. This inwadkilog citation
practice is in sharp contrast with the expectatiomsosed by academic
writing conventions, which require writers to inporate multiple voices
from a broad range of external sources. The figliog this study
suggest that students whose future profession&itganay involve this
type of corporate writing in English should be @egal to use templates,
promotional referencing style, and other featurfeprofessional writing
which seem to be at odds with academic writing eottions.
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The third article in this special issue introduties theme of English
used in combination with the local language. Drgaom genre analysis
(e.g. Bhatia 2004) and advertising research, MigGarcia Yeste
describes how English is used in Swedish print dibireg: which
rhetorical moves include English words and phreemed what values
these English expressions evoke. His findings powards a relatively
low presence of English in the examined sample ef popular
magazines, contrary to the assumption that Enggighbiquitous in all
popular domains.

The second part of this special issue includes rakvpapers
concerned with English-medium education in Scandamauniversities
and other issues related to English for Academigpdéses. Christian
Jensen, Louise Denver, Inger Mees, and Charlottehafepresent the
results of a large-scale survey based on the dsabfsl,700 student
responses to 31 non-native English-speaking letaea major Danish
business school, focusing on the relationship betwperceptions of
English language proficiency and perceptions of egaein lecturing
competence. They have found that the former igrifsiant predictor of
the latter: those lecturers whose English langupgeficiency was
perceived by students as low also received lowescior the evaluations
of their general lecturing competence. The autlamgue however that
this finding largely reflects predominant speeclerebtypes as
demonstrated by previous research on the effecteather accent
variation on student perceptions of competencesacdhl attractiveness.
The article therefore suggests that student evahsto not always fully
reflect the teachers’ competence in their subgeat, the results of such
evaluations should be used with caution in the exinbf English-
medium content courses.

Hedda Sdderlundh’s article examines the use ofigings a medium
of instruction at a Swedish university, showing h&nglish is being
adapted to the local context. Unlike the previotila, Séderlundh’s
study resorts to ethnographic methods and convwensanalysis and
analyses authentic samples of student interactimn. data consist of
ethnographic observations of six university courdeserviews with
students and staff, and video recordings of stitdptsons. Séderlundh’s
analysis focuses on students’ expectations of whenappropriate to
use English and how it is adapted to the Swedisketsity environment.
She observes that Swedish is still used in bothhieg and learning
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situations in English-medium courses, and the Iastatlents establish
norms for when, how, and with whom it is appromitd speak English.
English is perceived as a language that belongsapity to the exchange
students, while Swedes are associated with bothidbngnd Swedish.
Thus, language choice is locally constructed, &weduse of English can
be seen as a transnational strategy.

While Jensen et al. and Sdderlundh focus on lerjuaind spoken
interaction, Spela Mezek’s study is concerned \witidents’ reading in
English at a Swedish university. More specificalipe discusses the
effects of note-taking strategies on learning sttbgpecific terminology
in English. Her study involved an experiment in ghistudents were
presented with new terms and could take notes,hmvis followed up
by a multiple-choice test to measure their learniMgzek found that
students who took extensive notes and engagedtheéthiext more also
learnt more subject-specific terminology.

The last two papers in this issue focus on otheects of English for
Academic Purposes. Pamela Vang shows how Masteidersts can be
motivated to learn academic English through disogpspecific
summary writing. She argues that this approachffiscteve since it
facilitates a critical study of different texts atiteir rhetorical features
and incorporates reading skills with writing, graamnpeer critique and
discussion. Finally, Purificacion Sanchez’'s articdmalyses lexical
bundles in three oral corpora collected at Britishd Spanish
universities, with a specific focus on 4-word bwesdlSanchez examines
the forms, structures and functions of these bdiemparing native
and non-native language uses. She found signifiddf@rences in the
types of lexical bundles used by native (British)l mon-native (Spanish)
speakers and suggests that Spanish students di@elxposed to more
spoken discourse in English.

The articles published in this special issue drawaovariety of
theoretical and methodological approaches to thdysbf English in
academic and professional contexts, including preyiresearch in
English for Specific Purposes (ESP), sociolingasstcorpus linguistics,
professional communication, language education sarfdrth.

All papers have undergone double-blind peer reviemd | would
like to express my deepest gratitude to external peviewers whose
thorough and constructive feedback has been vit#hé preparation of
this special issue. They are, in alphabetical order
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John Airey, Uppsala University and Linneaus UniitgysSweden
David Block, ICREA/Lleida University, Spain

Beyza Bjorkman, Stockholm University and KTH Royastitute of
Technology, Sweden

Anders Bjoérkvall, Stockholm University, Sweden

Mona Blasjo, Stockholm University, Sweden

Alicia Creswell, Newcastle University, UK

Alejandro Curado, Extremadura University, Spain

Britt Erman, Stockholm University, Sweden

Piedad Fernandez, Murcia University, Spain

John Flowerdew, City University of Hong Kong, Holkigng
Carmen Maier, Aarhus University, Denmark

Greg Myers, Lancaster University, UK

Juan Carlos Palmer, Jaume | University, Spain

Carmen Perez-Llantada, University of Zaragoza,rSpai

| would also like to thank Spela MeZek for her gews help in the
preparation and formatting of the final versiongl® manuscripts, and,
last but not least, Karin Aijmer, the chief editmi Nordic Journal of
English Studiesor her interest and support during the prepanatiothis
special issue.
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Hybridism, edutainment, and doubt: Science blogging
finding its feet

Anna Mauranen, University of Helsinki

Abstract

Blogs have become everyday acquaintances in digital life. Although personal,
political, and fashion blogs may be the best known, academics also engage in
blogging about research. With fast-expanding digital publishing of all kinds, we
may have to rethink the status of blogging in relation to our on-going research.
This article discusses the perception of science blogs, and their status as a genre.
It explores some blog threads talking about research blogging: are blogs a great
way to improve outreach, or just dumbing down? Should we use blogs for
publishing serious findings, or brush them aside as edutainment — preferably done
by somebody else? Research blogs are explored in the context of science
communication and research writing traditions, and their old and new features
discussed.

1. Introduction
Blogs haveonly been withus for abouta dozen year®r so, butin this
short time they have established themselves a permanentfeature of
digital life. Politicianshaveadopted theiuse, celebrities, businessmen,
and perfectlyordinary peopleset up their own. Bloggingis a regular
mode of public communication carried ouiy self-selectedndividuals.
Academicsalso blog— butthey have not been atthe forefront of this
development, mangtill appearingo harbourdeep-seated doub&bout
the whole business, asecently illustrated bya blogging course for
researchersat Cambridge University (Parr 2012). Meanwhile, blogs
proliferate, and their functions expand to new domains and topic areas.
The personalblog is undoubtedlythe best known, perhapshe
prototypical representative of the species in public awareness, and it has
also attracted themost research interesiThis may also influence the
common perception dflogsasa ‘non-academicactivity. Butsincethe
blog hasalso maddts way to the academicworld, it is worth acloser
look for linguists, especiallthosewho takean interestin academic
writing: in a world where information-seeking has moved almost entirely
to the web, where do new digital text types fit in, and how do they affect
academia?Academic writing has been thoroughlyanalysed in its

Mauranen, Anna. 2013. “Hybridism, edutainment, and doubt: Science
blogging finding its feet.Nordic Journal of English Studies 12(1): 7-36.
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prototypical forms, above all the research artiftem all angles (e.g.
Swales 1990; Berkenkotter and Huckin 1995; Flgtteimal. 2007).
Popularisations of science have also become aestdblished research
topic over the last few decades (Gunnarsson 1988gaBy and Miller
1998; Koskela 2002; Irwin and Michael 2003). Howevscience
blogging by researchers themselves does not fadl @ither of these
categories (see also Blanchard 2011), and is thrergforth attention.

Universities are increasingly encouraging theiffsia blog. Even
though much of university blogging is concernedhwsébmmenting on
university policies, blogs are increasingly recegdi as a means of
boosting outreach and visibility, both of vital @@nmn to universities in
times of economic austerity and widening debatesiapublic spending.
The London School of Economics boasts of being ang@r in this
activity, having launched its first blog in 2010rfies 2012). The central
mission of their European Politics and Policy blggstated as “to
increase the public understanding of social sciencthe contexts of
European governance and policy making” across Eurbfany other
universities have followed suit; for example the iNénsity of
Stockholm’s Rector in his university newsletterwoh (January 2012)
urged researchers to take up blogging to dissemittair findings.
Obviously, research is the flagship of universitiethe public eye — it is
what rouses curiosity and invites confidence irversities working for
the common good. It is also worth noting that thedbarometer on
Scientific Research in the Media (from 2007: htgz/europa.eu/public_
opinion/archives/ebs/ebs_282_en.pdf) indicates tife majority of
Europeans would rather receive scientific inforimatifrom scientists
than journalists (52% vs. 14%, respectively). Vditjtal publishing now
mainstream, and increasing interest in ensurindipengagement with
science, potentially effective web genres shouldaleentral interest to
academia. Professional science journalists hawg feede their presence
felt on the web, but not so many active researclvéte about science to
the wider population. In the light of public opiniothis situation is not
ideal.

Despite university encouragement, the scientifiencmnity has
been slow to warm to blogging. The question thesearwhy blogging
should be of interest to a linguist. The answerfaes:several reasons.
First of all, as a central domain of digital publizy, blogs provide
excellent data for exploring the effects and litnitas of the medium on
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writing. Second, blogs have been found to posssgister features with
systematic variation (Grieve, Biber, Friginal andcekrbsova 2011),
which shows traces of mixing features of more tradal spoken and
written registers. This register research also make linguistic
contribution to blog typologies otherwise basedcontent analyses (e.g.
Krishnamurthy 2002; Herring, Scheidt, Wright and nBs 2005).
Moreover, blogs develop specific discourse chareties (Myers 2010),
and since written text is typically accompaniedvigual and auditory
material on the web, blogs lend themselves wethidtimodal discourse
analysis. In addition, the web is multilingual, aatthough English
clearly dominates, it is used as a lingua francaemthan a native
language, which makes it interesting not only td~Echolarship, but to
language change more generally. Finally, for disspuand genre
analysts, the blog poses the question of its gematiure — is the blog a
genre, and if it is, on what basis can we idenitifgs one, and does it
challenge our conceptions of what determines gesséaitus?

This paper is concerned with the research blogiduymed by active
researchers who write about their own work, anddbimment threads
that the blog entries generate. It is not concerméth science
journalism, even though science journalism probagounts for the
best part of popular writing on science. The pagues that the blog is
a cluster of genres, some of which are highly r@hévo present-day
academia, and that the research blog has long iogtsnres that relate
to the advancement of science and scholarshigsdt suggests that a
focus on blogs alters the established perceptiogeafes in relation to
communities. Finally, it is argued that research#ogging about their
own work may be heralding new communicative prastim academia,
simultaneously drawing on the very origins of scecommunication in
the process.

The paper focuses on two blog sites kept by reBeesckeenly
involved with some recent scientific controversiebere the discussion
also drifts to the topic of blogging itself. It sthe blog postings and the
comment threads to illustrate the genre changgzragress, and how
they are seen in the research blogosphere. Theviossections discuss
the common types and generic nature of blogs, aftech the example
blogs are shown to give rise to controversy overrdationship between
blogging and science. The final section illustraté® connection
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between blogging and early science communicati@gether with
novelties brought up by the research blog.

2. Blog preliminaries: Typology and the issue afinge

The origin of blogs dates back to the mid-1990senviwebsites with
commentaries and online diaries began to appearregular basis. They
were termedveblog by Jorn Barger in 1997 “to describe the dailydis
links that ‘logged’ his travels across the web” (@& 2007). A recent
definition delineates a blog succinctly like thigs blog, short for a
weblog, is a website containing an archive of radulupdated online
postings.” (Grieve et al. 2011: 303). Terms such “lsks” and
“postings” already reflect the openness of fornbliog texts, and terms
like “daily” and “regularly” point to the centrajit of the frequent
appearance of new items. Both features seem ratistant to the
traditional academic paper.

Early bloggers tended to be designers or prograsnier the
technology industry. It was only around 1999 witdsyto-use editing
tools appearing on the market that the larger puatlopted the blog
medium, and in the first wave of enthusiasm, blogggrew by over
600% from 2000 to 2001. Since then, continuing dcasionally
fluctuating expansion has given the blog a steadlitipn in digital
discourse. At the same time, blogs have diversited it is pertinent to
ask how far we can talk about one type of discowrs® genre — any
longer.

Previous research has identified types among bkigser based on
their content matter (Blood 2000; Krishnamurthy 206ierring et al.
2005), or, less commonly, their linguistic featuf€ieve et al 2011).
The first content-based division comes from thdyedays of blogging;
Blood (2000) was quick off the mark in weblog resbaand found two
major types. One that she recognised as the oftitype, the filter-
style’, which was link-driven, with usually the welger's comments on
the interesting links they had found and wantedaiovey to others. The
other, a later development, she called ‘blog-stylehich was more
varied, but basically an outlet for expressing ppbesonal experiences of
the writer. Slightly later, Krishnamurthy (2002)eitified two styles,
which he labelled ‘thematic’ and ‘personal’, anaraj similar lines,
Herring et al. (2005) distinguished the thematipety(with further
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subdivisions into ‘filter’ and ‘knowledge’ typesdnd the personal, diary-
like blog. In contrast to these content-based caisgtions, a more
recent study by Grieve et al. (2011) adopted a foased approach, and
carried out a multivariate analysis of the regiséatures of blogs. Their
analysis discovered two major types, and one mitleematic and
personal were the major ones, and a minor kindwves they termed an
‘expert blog’. A further blog type distinction wasiggested by Miller
and Shepherd (2009) between the personal blog rendpublic-affairs
blog’. While they did not put forward a completeptyogy, their
categorisation differed from the others in beingdshon typified social
action rather than content or linguistic featuiss] the distinction they
drew includes two types, one of which, again, espkrsonal blog. In all,
despite different approaches, the ensuing types samprisingly
convergent: the principal distinction is drawn beén the ‘personal’ and
the ‘thematic’. Clearly, it is the ‘thematic’ — aon-personal — type that
bears the most relevance to science blogging.

Even though content-based and register-based asatydlude on a
broad typology of blogs, we may still wonder whetbégs constitute
one genre or many. Digital media have rekindledregst in the study of
genres, traditionally already a prominent field difcourse analysis.
Scholars have asked what happens to genres whgrnmigeate to the
web and assume new shapes, and whether the digitaés are really
new, not just new guises for established ones @amd Jacobs 2006;
Giltrow and Stein 2009; Rowley-Jolivet and Campag@al). Instead of
one genre, it might be more reasonable to talk abeveral blog genres
— maybe even an unlimited number, given that newdskiof blogs seem
to crop up sooner than anyone can really hope ¢p kg with. Would
the thematic blog be a genre? Or would some dfutscategories, say,
the political blog, or the science blog, be gemebeir own right?

2.1 Is the blog a genre?

A new medium of communication provides an excellgoportunity to
re-think our established analytical categories #adr basis — such as
genre. Among linguists and discourse analysts, ssci®lars (for
instance Stubbs 1996; Biber 1988) make no distncbetween genre
and register, but use the terms interchangeablig. dduld be taken as a
‘unificationist’ position. Others, again, see genas social action
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(Berkenkotter and Huckin 1995; Martin 1997; Milla®84; Swales
1990), which in principle opens up a possibility lobking at the
linguistic forms of texts separately from their isbéunctions. We might
call this a ‘dualist’ position. The more linguistiand discourse analysis
have moved away from analysing the surface ofdext towards seeing
all text as embedded in social contexts (see,Hytand and Paltridge
2011; Belcher, Johns and Paltridge 2011), the bat@ualist approach
seems to correspond to their research interestss important to
recognise the correlations typically attested betwsituations and their
register features (see, e.g. Biber and Conrad 2@B@% we might do
well to talk about the co-evolution of typified sacaction and the
linguistic features that characteristically go wegrtain social situations.
Nevertheless, register features need not stay stensithroughout a
genre event (cf. Ventola 1987; Biber, Connor andodp2007), and
regarding the social and the linguistic as logicalldependent allows a
more nuanced perspective on their interrelatiorsn tlissuming an
axiomatic relationship.

Thus, we might start our inquiry into the genetiatiss of blogs by
taking a look at the social action they performtHis, we can follow the
lead of Miller's seminal paper (1984) and take getu be a type of
social action recognised in a speech communityootext. Community
recognition of a type of discourse is best in entdein the naming
practices attached to them. Clearly, ‘blog’ is aneathat is widely
recognised for a type of communicative action, eammong people who
never blog themselves. But what in this case wbelthe ‘community’?

Miller and Shepherd (2004) talk about “self-org@adzommunities
that support blogging”. Indeed it appears to bectse that certain blogs
or related (often interconnected) blogs attractvoets of like-minded
people around them. Blood (2000) already talkeduabtoggers in the
personal blog tradition referring to other blogs tteeir liking, and
conversations being carried out between groupslagsb People who
actively follow and contribute to a particular blaeg a set of related
blogs form a kind of self-selected, possibly alstf-erganised, group.
By this token, they would fit into Anderson’s (199limagined
communities’, with members who may never meet flacéace. They
would also fit in nicely with the notion of Commuyiof Practice, or as
Eckert and McConnell-Ginet (1992: 464) put it, ‘@aygregate of people
who come together around mutual engagement in ateasour”.
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However, the self-organised networks or groups around blogs are in
principle completely open, members often remain anonymous, and
blogging does not really seem adse out of these communities. Blogs

in this reading would hardly count as genres in Swales’ (1990) sense of
belonging to, or being possessions of, their discourse communities —
rather, if we accept that a group of regular followers of a blog constitute
a community of some kind, then the relationship would rather be the
other way around: it is the genre that determines the community (as
suggested in Mauranen 1993). This possibility can also be detected in the
notion of ‘context’ or ‘situation’ that Miller (1984) stressed, which seems
a far more suitable point of departure for an amorphous network bundle
such as the Internet. The web is unmistakably a communicative context,
even if not a community. Within that context, ‘blog’ is an identifiable
and widely recognised name for a type of communicative activity. Seen
in this way, the intuitive solution of the blog as a genre is supported. At
the same time, adopting this view is compatible with the notion that
social contexts spawn communities around them rather than being
necessarily embedded in the activities of pre-existing communities.

The question remains whether there is one genre or many. Blogs
have diversified enormously during their dozen or so years of existence,
and despite sharing a generic name, their communicative ambitions can
take different directions, as suggested by the typologies based on content
and language (see Section 2 above). Miller and Shepherd (2009) identify
the personal blog and the public-affairs blog as separate genres, based on
essentially situational concerns — nevertheless leaving open the
possibility of them being clusters of closely related genres. In the end,
whether we call the blog a genre or a supergenre or genre cluster
consisting of separate genres is a matter of the analyst’s decision — in
folk terms, the blog is the prototypical genre name, and all the other
types discussed here result from applying the analyst’'s perspective.

3. Ancestry of blog genres

Starting with the working hypothesis that blogs are genres, it is a good
idea to situate research blogs in the context of other genres. An apposite
point of departure is a historical one, and in this we can benefit from
Miller and Shepherd’'s excellent work (2004) on ancestral genres of the
blog. They drew up a large family tree for blog genres, where the major
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branches were (1) filtering and directory servig@y,commentary, and
(3) journal and diary. Of these, the journal anaryligenres, leading to
the personal blog, seem the least relevant todlemee blog, while the
filtering and directory services (such as the dligpservice and the
edited anthology), together with commentaries (fm@mphlet, the

editorial, and the opinion column) look more promgs | shall look at

the last two briefly, illustrating them with reselarblog examples. The
examples are drawn from one of the two blog siteslusing as data in
this paper (see further Section 4 below), namelymaso Dorigo’s blog

(hereafter TD) on issues relating to quantum plsyfittp://www.science
20.com/profiletommaso_dorigo).

3.1 Filtering and directory services

This set of genres is related to collecting andapizjng information,
such as the edited anthology and the clipping serthat make
information available to others. The edited antggloaccording to
Miller and Shepherd, has its roots in the mediapaakion for collecting
and commenting on texts. The clipping service ta&estep further,
selecting, reorganising and interpreting informatifor others. This
filtering service was also the original blog fuictiidentified by Blood
(2000) in the very early days of blogging, and lgacly constitutes a
major undertaking: the point is not to ‘make infation available’,
because information is already there. It is the émse quantity of
information available to anyone that tends to h@ablem. Thus, what
blogs seek to do is information management worleffact to sort out
information that is relevant for a given purposanirthat which is not, a
task of growing importance in a world where theuwoé of new
information is overwhelming. Information managemisnthereby also a
major source of influence, and possibly of power.

An example of links to related texts from a blote sexplaining
certain properties of the (then controversial amadiscovered’) Higgs
Boson from 2011 illustrates this well (Example The links are chosen
from among a vast range of possibilities by thegbly, and no doubt
provide relevant further enlightenment on the Bosbine selection is
nevertheless small and does not contain interpsatathat question the
existence of the Boson or the legitimacy of thede#or it.
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(1)

RELATED ARTICLES ON SCIENCE 2.0

Plot Of The Week: Improved Projections On ATLAS gtsgReach
The Plot Of The Week - The 327 GeV ZZ Anomaly

New ATLAS Limits On Higgs Mass

Five New Higgs Searches By CMS!

New CMS Limits On Higgs Mas§ D)

3.2 Commentary

The other major ancestral branch on Miller and &kegis tree is the
commentary, comprising genres such as the pampghé&gditorial, and
the opinion column Commentary is manifest not only in blogs
themselves, which typically provide reviews of mtcecience news or
findings, but also in the further comments theydietn this respect, the
great-great-grandchildren have reached far beybeil early ancestors,
as free commentary has become the landmark of widta Example
(2) illustrates a case of research commentary. Hereommentary is the
main purpose of the blog entry, and provides thérirnaext within
which object text is embedded (underlining outdlteweb links is mine
and refers to the language points taken up below).

)

Firm Evidence Of A Higgs Boson At Last!

By Tommaso Dorigd December 13th 2011 07:18 AM | 92 commdrigsint | E-

mail | Track Comment$weet

- Philip Gibbs does a great joas always, at combining -albeit approximatehe
results of different experiments in the Higgs skartle now has even a full
combination of LEP Il + Tevatron + CMS + ATLAS, wieethe signal strength, in
SM units, fits_absolutely bang dar a Higgs mass of about 125 GeV. Please see his
article at the link above; but | cannot resist fret@aling his most intriguing picture
(sorry Phill):
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vidm unofficial global Higgs sagnal plot LHC+ Tevamron=LEP - Dec 2011

108 110 14 148

Higgs bu.l:ﬁruu B
If Phil did his homework correci, the combination fits welthe signal hypothes
and is over three sigma away from the-Higgs hypothesis at that mass... T
reinforcesmy beliel that what we saw today does constitute "firm evi@énMy
opinion, sure.

[...]

Perhapghe most interesting pl by CMS is the following one, showing the k-fit
signal cross section from each individual chanocempared with the one expeci
for aHiggs boson of 124 GeV (blue line): therdull compatibility with the Higgs

B A

(TD)

The text abounds with evaluative language (cf. edmgnston &
Thompson 2000; Mauranen 2002), assessing the inppdine scientific
data @lbeit approximately absolutely bang arthe most interesting plo
full compatibility) the status of the assessmemy belief;my opiniol),
and people’s performancdoes a great job; if ... did his homew
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correctly; his most intriguing pictuje Some of the evaluation has a
hedging effect dpproximately, opinioj some a boosting effect
(absolutely, bang on, greéat Punctuation with exclamation marks,
guotation marks, and sequences of three dots adds to the strong appraisal
effect, distinguishing the interpretations from more scientific passages
and diagram material.

Commentary from the readers on the blog, itself already a comment,
is where blogs take a new departure compared to their ancestry. This
‘metacommentary’ is shown below (Example 3), a sequence of four
consecutive comments selected simply for their brevity, taken from the
first responses to the blog entry above:

3)
 This title will probably backfire.
Thanks for making some of the plots available. The video broadcast was
unfortunately very difficult to follow.
Anonymous (not verified) | 12/13/11 | 09:40 AM

« I'd say things are still fairly inconclusivé&rom the 'looks' of things, we'll need
10fb-1 of data to be comfortable with any yes/no evidence. I'm disappadinted
your uncharacteristic optimism :)

Anonymous (not verified) | 12/13/11 | 09:50 AM

« Atlas has a Higgs signal at 100GeV in gamma-gamma_that looks equally strong
than that at 126. strange
chris (not verified) | 12/13/11 | 10:10 AM

« Put me in the remains to be convinced caWipen either Atlas or CMS gets well
over 4 sigma i'll be persuaded. | believe there have been numerous 3 and even 4
sigma bumps over the decades which end up being background and I'm
uncomfortable witlthe combining of the two datasets. (TD)

The comments give a quite spontaneous feel, since there is little in the
way of politeness conventions, and they are not prefaced by much
orienting material such as metadiscourse (apart fromsay things
are...). It seems from larger samples, though, that dialogic metadiscourse
is used more when something unusual or sensitive appears in the
situation, or around beginnings (Mauranen forthcoming).
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3.3 The conference talk
Besides the ancestral genres of blogs that Miher Shepherd identify, |
would like to add one that is specifically relevamtthe research blog,
namely the conference paper. In essence, manyrcbsbbogs follow
surprisingly closely the typical structure of a f@ence presentation
(Ventola, Shalom and Thompson 2002; Mauranen 2ah8)first stage
is the core element, a prepared presentation, lachext a discussion
section. The latter is optional, but as it indisadeidience interest in the
first part, it is vital to make the whole successfu

Presentations on blogs resemble those at conferetimy are short
and succinct, showing images and diagrams togetlittr associated
textual explanations (Example 4). Their registeliofes largely the
conventions of written academic prose.

(4)

SUSY/Higgs Workshop,
100; Higgs Sensitivity ('98-'99) 3
F Study ('03) ]
[ statistical power only
I (no systematics)

10f ;
/ 50 discovery
1k : 3 l (:;\f< 3
PRELIMINARY 95% CL exclusion]
80 100 120 140 160 180 200

my (GeV)

Let us considepnly the purple band: it shows, as a function igfgh mass, the
amount of data (in inverse femtobarns, on the sartixis) that, if collected by CDF
and DZERO, could be predicted to yield exclusion of the corresponding mass (on
the horizontal axis), at 95% confidence level: &4, @ limitR<1. We can take that
luminosity and compare it fihe luminosity used by CDF to obtain their latesgdsi
limits combination -that of November 2009, whictsimownbelow. [. . .]

As the discussion starts, there is a clear shiftegister towards less
formal features, closer to spoken dialogue (addrgssiterlocutors by
their first names, starting sentences veitit, and so on), with questions
from the audience and answers from the originademter, as below (5):



Hybridism, edutainment, and doubt 19

®)
What aboutombining LHC and Tevatron results? Would that lgiye a chance of
discoveringa low-mass Higgs, say 120 GeV, before the LHC siwi®

Francis Bursa (not verified) | 02/08/10 | 05:0a A

| do not see that happening, Franaisless there is significant evidence on both
datasets._Andhis is highly improbable. There are also othegren“political"
reasons for not doing it.

Cheers

T.

Tommasso Dorigo| 02/08/10 | 05:29 AM (TD)

Blog moderators act as chairpersons of a kind -rof giving out
speaking turns, nevertheless monitoring the dwectf the discussion.
In the next example (6), the moderator passes atuaion on the
relevance of a comment in the thread, rather intthaner a chairperson
in an academic conference might act, even thoughwvtirding obviously
would be different in a conference. Both are unakiably instances of
interactional management talk.

(6)

Dear Leo, off-topic commenPlease no replids it, or | will have to take it down...
Cheers,

T.(TD)

Along with the similarities, there are obvious difnces between the
conference presentation and the research blogpfiheipal one is the
audience. Conference audiences consist of membkrtheo same
discourse community, they are presenters’ peetsitemselves experts
in the field. Blog comments can come from anyosec@nmentaries are
normally open to all users of the Internet. Althbugpmmentators on
science blogs seem generally to have some backgriouthe field, at
least an amateur’s interest, the nature of theudfgon is highly variable,
ranging from peer comments from fellow researcherguestions by
complete outsiders. Nevertheless, the affinitiesvben the conference
talk and the blog are clear enough to warrant alyamsemblance, even
though it would seem hard to try to fit them inbe tsame genre exactly.
But somewhere along the evolutionary line of a aede blog, traces of
the conference talk are detectable.
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3.4 In sum: Blogs and their generic ancestry

In all, then, blogs appear to have a long and tapk lineage, and
research blogs can readily be identified as destdadof the filtering
tradition as well as the commentary tradition. Mwer, as a relatively
recent (post-mediaeval in any case) predecessdmaehe conference
presentation. In contrast to the others, this las¢ is not written
discourse. That is, it is not the published confeegpaper that resembles
blogs; it is the live presentation and the enswlisgussion. This adds a
strand to the much-discussed mixing of spoken aritliew registers on
the Internet.

A fundamental feature of this digital medium is fhassibility — and
active use — of open commentary, as we saw inlibeeaexamples. This
is a genuinely new feature in scientific and schpl&raditions. While
peer commentary has been desirable, the scientifitmunity has been
open to members only, and consequently these disEarommunities
(Swales 1990) have been essentially closed, withvasiety of
gatekeeping practices in place. In blogs, audieacesnultifarious and
heterogeneous; they are not mere observers orveeseof scientific
communication, but active commentators and padidig This also sets
blogs apart from traditional popular science whementists’ and
scholars’ texts were edited with the general publianind (see, e.g.
Russell 2010). In terms of social action, this opgarticipatory
possibility implies a distinct change to the genevature of the blog in
comparison to its ancestry.

Apart from the analyst's perspective on researabgdyl it is of
interest, in the best traditions of genre analy$ss,try to capture
something of the actual communities or users’ paaisge, too. For this
study it seemed a good point of departure to lddk@g site comments
on research blogging itself. Therefore, to getimge of what might be
going on in bloggers’ own view, | turned to two @asch blog sites, and
looked for bloggers and their commentators tallkdbgut blogging as an
activity. At the outset, one might imagine that elgby exploring blogs,
as opposed to, say, interviewing people, thereiig lttle to go on in the
way of comments on blogging. But as it turns outiersce blog
discussions talk a good deal about blogging itgekddition to science.
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4. How do science blogs talk about blogging?
| followed two blogs, both of some duration (two fiee years), and
concerned with well-publicised recent scientifiaitoversies. The main
criterion for selecting these was that they botld ba active scientist
blogging on his or her own on-going research. Thegeblogs were a
pilot for a larger study on research blogging thvals at a preliminary
planning stage in 2011. | wanted to explore thdiaracteristics and
wanted them to be different: they came from différelisciplines,
included a non-native speaker of English as wel aative speaker, and
both genders. The larger research corpus that was planned is
currently being compiled (www.helsinki.fi/fenglaetia/wrelfa.html),
and will enable more extensive investigations mgsearch blogs. | thus
ended up with one blog in theoretical physics (Fi@m which the
examples in the previous section were taken), andthar in
microbiology. The first (Tommasso Dorigo’s blog ‘@uantum Diaries’
Survivor” in Science 2.0), was concerned with tearsh for the Higgs
Boson, engaging in lengthy disputes around itstem¢e. The second
(Rosie Redfield’'s “RRResearch”, hereafter RRR) waacerned with
arsenic-consuming bacteria, a widely publiciseccgief science news
since the publication of a paper on the discovenguxh bacteria in
Sciencein 2010 (Wolfe-Simon et al). Both blogs are keptrbsearcher
scientists involved with the empirical work thenvas, writing about
their own and related research in their fields.tingi therefore represent
more conventional science journalism, where prides$ journalists
report on findings originating in the work of sdists and scholars.
There is a difference, then, between first-han@rs®@ reporting as in
these blogs, and the second-hand reporting of ciovel science
journalism, which is a well-established field ofitimg, and extends from
dedicated newspaper sections to specialised jauarad, increasingly,
websites, podcasts, and other social media channels

Both blogs still continue, focusing on the same egldted topics,
after dramatic turns in the debates. It seems ttleatHiggs Boson has
been getting the most headlines after the deaterati its ‘discovery’ by
the heads of the research communities working oralihough the
arsenic-eating bacteria were a major media eventywars earlier. The
acceptance of the arsenic blogger’s paper on e for publication in
Science took place almost simultaneously with thblip confirmation
of the Higgs Boson, but did not cause an equalirstine public media.
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Although at the time of writing this article (JUA012) both topic threads
thus seem to have enjoyed remarkable triumphssgtttee controversies
are by no means over. No final truths have beetiedebn, but
uncertainties in findings and their interpretatiane claimed, despite the
substantial amount of new evidence that has beanradated — in brief,
a strong resemblance can be seen to how we aretassdierstanding
cyclical progress in science: by research, resgiisstioning, and more
research.

In the following, | focus on the comments that ageed in the blog
threads on the relationship between science arghinlg. | sampled the
blog sites over about two years on these topiaswant on to categorise
the data items according to their stance towardgdohg (whether they
evaluated it positively or negatively in relation $cience), and with
regard to the finer distinctions among science blibgt participants also
made. | show examples to illustrate these categdnen the discussion
threads as well as the actual blog postings, $o eapture the topics that
any active participants in addition to blog writemnsider worth talking
about.

One notable feature in both blog threads is thal tangage in
discussion about science — what it should or shaotdbe, and what it
contrasts with (see (7). Every now and then lowearst for blogs comes
out, as in (8) but also its invigorating potentad an alternative to
traditions that are perceived as having seen baesit days, as in (9).

(7) What bothers me most about that episode is ttiatdiscussion was mostly
about politic§funding, who owns data, ettand not about physi¢3 D)

(8) Yes, | realize that this is just a bldut... (TD)

(9) | concur with your bottom line. | think that mferences have become a rather
sterile ground latetypeople are afraid to speak up, lively discussinaser
arise because the agendas are too tight, and ntodecat out anything that
seems controversial. Fortunately, there is the WERD)

Writers do not shun strongly evaluative, even eamati expressions in
discussing controversies over scientific issues dhbates concerning
the relationship of blogging and science can bectwated, as web
discussions tend to, but conference discussionse marely. The

! My own clarifications or deletions are marked wstjuare brackets.
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following comment, within which an earlier one imteedded, illustrates
the attitude and the tone (10):

(10)

L.M. said...

S. M. saysThis whole thing is grossly inappropriatéou should have sent this to
the journal of record FIRST, where it can be propasviewed. You're not some
advanced hobbyist laymawith a good idea but no standing. You'd almostaiely
be given a full hearing in the appropriate forum.

What planet are you from?

We're talking about a major press conference desligo promote a study funded by
[xx]. Blogs are the appropriate place to countetsbiehavior. The science in the
published paper doesn't get a free pass whenré&epted as a major news story.
(Or even if it isn't.) Your advice is tantamount sappressing criticism on the
grounds that peer review in science journals isothlg way to counter bad science.
That's_absurdRRR)

The views aired here also show some other typieatufes of the
discussion threads. Highlighting devices (such g®eu case lettering),
extreme evaluative expressiongrdssly inappropriate; absujd or
dramatic counterswhat planet are you from?all remind us of open
public debates on the web, but are rather distamh fusual academic
writing practices. On the other hand, it is comnpoactice in academic
discourse to cite the target of criticism if it dagot immediately precede
the comment. The major dividing line among the cantaries is also
well illustrated in Example (10): blogs tend to &ither constructed as
disrupting best scientific traditions, or as repigcstale practices with
aptly contemporary means. We can discern two opgogiscourses in
the discussions, one that might be termed ‘tradktist’, and the other
‘radical’.

4.1 Blogs are harmful to science

The core of the traditionalist message could bensedhup as ‘blogs are
not real science’ (Extracts in 11): essentiallysthiiew holds that

scientific issues should not be addressed on phatfdike blogs, because
such fora are not serious enough. Bloggers asptdngublish science
should instead resort to mainstream routes foripatibn, go through

peer review and address their findings and questimnthe proper

audience, which consists of their peers, othensisis.
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(11)

(a) you refute work with your own worlor your_published criticismwhich gets
reviewed, not with a blogRRR)

(b) This is what needs to be debathtbugh the peer reviewed procésstead of
on a blog (RRR)

(c) ... I'd like to respectfully voice my opinion that “science by bBlisgsimply not
a good idea. (RRR)

(d) I think you are equally guilty of premature conclusians using the media to
create a circufRRR)

(e) Given that reality, expert public discourse of the type seen on this blog (with
recklessspeculationson scientific agendas and suppression of data) is not
merely unhelpfylit may actually be dangerous and irresponsifit&kR)

The views thus range from comparatively mild rebuttaifly not a
good idea) to warnings about perdapgerous and irresponsi)leand
some also direct bloggers towards the right patgeds to be debated
through...).

4.2 Blogs are beneficial to science

In contrast, the opposing, radical view holds that ‘Blogs are at the heart
of science’ (Examples 12-13). These comments point out that free
criticism is at the core of what science is about, and that publishing and
publicising new results as fast and widely as possible is in everybody’'s
interest.

(12) Blogs are just making this process more pulditd that's good thing.
It's the way science has always opera(BiRR)

(13) The problem is we are in a transitjperiod.
The way it has been for as long as anyone can rentemb@cientist collects
data, analyses data, discovers something, then publishes one definitive account.
The end. That made sense when we were working in paper and ink. Now we
work in digital formats and have a ability to store every draft, every dead end,
every misstep for posterity.

So what does that mean? Scientist collects data, blogs on it get's feedback,
analyses data, blogs about it, gets more feed back, discovers something and
publishes about it (with a pre print on arxiv to show the trackbacks) then people
blog about the finished product. The way things are done now are more akin to
an open source projetttan say the Manhattan project. (TD)

The much-debated flaws in the peer reviewing system were also brought
up, sometimes with intense emotion (14), but also in calmer terms (15).
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(14) ...tantamount to suppressing criticisom the grounds that peer review in
science journals is the only way to counter bad science. That's afisRHR])

(15) If we are looking for a viable alternatit@the current system of peer reviewed
publications, which_often screens IN bad sciemrel screens OUT good
sciencewith null findings,_I think we've found.i{RRR)

(16) | had argued that a number of research findings are fundamentally faed
though they were approved by peer-reviewed prodeshigh timethat some
of the practices in scienceed to be checked and scrutinizZg@RR)

Concern with the quality and ethics of research was also often voiced,
and the danger that attention might be directed to poor quality science
rather than high quality science. In the next example (17), this was linked
to the need for the general public to get first-hand information about
what is going on in science.

(17) Since this story has been so widely reported on in the media (with all the hype
that NASA might have been aiming for), we as scientists now have a moral
obligation to voice our concerns and criticisms in_a publicly accessible
medium, such as this blo(RRR)

The notions that find expression in these comments thus range from
claiming normality for blogging in scientific practice (12 and 13 above)
to the opening up of new possibilities for remedying the perceived evils
that have set in within the world of science, such as the problems of peer-
reviewing (15 and 16). Peer reviewing systems have received a fair
amount of criticism on many scientific fora, and the last couple of years
have seen a revival in the critique again. In this, too, the blog issues
reflect debates very much alive in the scientific community.

4.3 Genre awareness: Making finer distinctions

Comments and blogs from both camps showed a high level of genre
awareness (see, e.g. Johns 2002): whether the writers were for or against
blogging as a form of research writing, they certainly manifested staunch
views of what blogs are. Moreover, many comments also showed
sensitivity to finer divisions, making references to the ‘typical science
blog’ and contrasting it to other kinds, as in Example (18). Similar
distinctions were extended to people: qualified members of the scientific
discourse community were differentiated from just any enthusiastic
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layperson You're not some advanced hobbyist layman with al giea

but no standing RRR), and a serious blogger from ‘some anonymous
physicist blogging’ (19). In this way, writers ihe blogosphere were
discerning fine distinctions not only among blofst even within the
sphere of science blogs. Such commentary suggests gtatus for the
research blog, but not necessarily a unified ofoum genre.

(18) Na your typical science blodout an_‘open science' research bMéatch me
fumbling my way towards understanding how and whgtéria take up DNA,
and getting distracted by other cool questions. (RRR)

(29) | think, [...] society recognizes after morertadecade of blogging that there
are varying levels of that also - ydnlogging is_not the same as some
anonymous physicist bloggingy some physics amateur on the Internet. [. . .]
(TD)

As a further indication of genre sensitivity, dragiithe line between
journalism and research blogging was raised, andéhe two examples
show. Both the commentator in (20) and ‘Armonyouns(21) make a
clear distinction between journalism and scienagding. The writer of
(20) also seeks a differentiating term or conceptlistinguish science
blogging from journalism on the basis of “knowledgdgity” and from
‘just blogging’ on the basis of credibility.

(20) There needs to be an easier distinction betwearnalism, press releases,
blogging and what yogand we- actual blogging is a tiny 4% of our content)
do, because your work is a lot more knowledgedtwm journalismand way
beyond blogging in credibilityWhat is that term? Science 2.0 doesn't work
because you it can't end in -ism or -ing but someewill come up with
something. (TD)

In (21) the commentator indicates disagreement thiéhblogger about
two things: his cavalier disregard of the distiontibetween journalism
and sciencejg@urnalists checking out your blog; journals...wjitey
using ‘catchy’ expression, and the lack of veraoityis messagesimply
not true. The blogger counters this by equating blogginghw
journalism, thus justifying ‘catchiness’, and drawgithe distinction
between his blog and ‘other magazines’ on the wssperior content.

(21) You should be very cautious with titles lilkeat, specially when you know you
have_journalistehecking out your blog.
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What you say is simply not trueut it sure_sounds catchpon't complain
afterward when journals (even as serious as The Economist) write carelessly
about the LHC.

Verified Armonyous (not verified) | 04/12/10 | 15:35 PM

Armonyous,

maybe you fail to realize it, but this is already a form of journalisAnd as

such, sometimes it uses catchy titiésprefer my articles to those of new
scientist or other magazines, which have catchy titles _and_ incorrect content.
Cheers,

T.| 04/13/10 | 02:30 AM (TD)

Clearly, then, there is awareness about the unsettled nature of the
research blog as a genre, and controversy about what this entails. More
importantly, these deliberations around the generic status seem to arise
from spontaneous commentators who are interested in the topic areas,
but only some of whom appear under their own names, or show other
marks of community affiliation, such as references to each others’ blogs,

or being known to each other outside the blogosphere. Therefore,

discussion of the above kind contributes a comment on what might

define genres: it would seem, again, that genres are constructed in
contextualised discourse, not necessarily in a pre-existing community.

5. Unique features of the science blog

We saw above that the research blog is firmly rooted in a long ancestry
of respectable genres, and that despite its modern digital guise, it follows
in the footsteps of its progenitors fairly faithfully. But that is not all:
blogging also brings about new practices. In an intriguing way, doing
science by blogging realises some of the ideals upheld"ircamtury
debates around the foundation of the Royal Society and rising
experimentalism (Shapin and Schaffer 1985), with the ensuing modes of
scientific rhetoric (Gotti 1996, 2003; Gross et al. 2002; Valle 1999).
Blogs involve the collective witness, a group of experts or lay spectators
who observe the experiment with their own eyes and are thereby able to
agree on what constitutes Boyle’s “matters of fact” (Shapin and Schaffer
1985:22). We can see a web-mediated version of this taking place in the
examples below (22- 23), where the on-line immediacy gives blog
followers a sense of seeing how the experiments take place step by step,
and how the results gradually come into view.
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Example (22) sets the scene, with the blogger @xpta what the
current state of the research Bny day now | hope to receive some
preliminary results..). The reporting adopts a narrative styléhought |
should...; | got sidetracked;

(22) Any day nowl hope to receive some preliminary resultem the mass
spectrometry test for arsenic in GFAJ-1 DNA. Ingamation_| though | should
at least attempt to understand the control dadhthe grad student doing the
work sent me a couple of weeks ago. But | got sid&trdby the easier task of
understanding some control CsCl-gradient data he sd¢st. This is a pre-
analysis step, used to further purify the DNA beftire analysis (RRR)

In (23) the narrative moves into free indirect speeas if it were the
writer's stream of consciousned3d we need to also consider). A
passage of consulting Wikipedia&Vbat does Wikipedia say? Nothing
about other ionghas an air of spontaneity, with the bracketedesare
(Ah, the correct term is..) conveying a particularly powerful sense of
immediacy.

(23) [. . .] Do we need to also considmmtaminants that might have banded at a
specific density in the gradient? The centrifugaii® powerful enough to cause
the heavy Cs+ ions to move down in the tube, mighalso affect the
distribution of other ions? What does Wikipediazé4h, the correct ternis
‘isopycnic centrifugation’.) Nothing about othernga CsCl gradients have
typically been used to separate DNAs with differbase compositions from
each other (e.g. nuclear DNA from mitochondrialpdastid DNA); | don't
know if anyone ever used them to separate DNA femtnble contaminants.
Bottom line: If the LC-MS _data showarsenic in the DNA, we can polish up
these DNA purification steps. If it doesmte won't need to bother. (RRR)

The reporting here seems to simulate the kind efvweyness experience
that was sought by early experimentalists like Bowlith collective
observation: groups of experts saw experimentsopegd and were
therefore convinced of the veracity of the resultkearly, the Internet
community is not physically present at the expentnbut the usual gap
between the actual experiment and the written te@w in research
articles, is much narrowed. Moreover, accompanyidgo material adds
to the sense of participation in many cases.

On-line reporting of experiments is akin to the plreability’
tradition, which has become a firmly establishedtdes of scientific
articles. This was also keenly advocated by Bogegn though he
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already saw it was not going to be easy. The fmadis maintained in

research papers to satisfy the academic commuh#y &cceptable
procedures have been followed and in principleetkgeriment could be
carried out by someone else. Actual replicationeeixpents tend to be
rare, and performed only when findings are exceplig controversial,

as in the Cold Fusion case from 1989, or a recas¢ of neutrinos that
were claimed to be faster than light in 2011. Oxangple comes from
one such debate, where the experiments reporte&i are being run in
order to test the claim put forward by Wolfe-Simenal (2010) that
some bacteria can use arsenic instead of phosphsmsutrient.

Internet reporters, with their spontaneous stylaplgs and video
clips, leave out much technical detail, backgropneparations, earlier
mistakes, and so on, just like any report of aneexment. They
nevertheless show, demonstrate, and reflect on dhegoing work in a
way that lets spectators into the process beyogtheng that a finished
product in the form of a published article canragé

Shapin and Schaffer (1985) talked about the utitiga of
‘knowledge-producing technologies’. One was therdity technology,
by means of which the experimental events were nkade/n to those
not directly witnessing them. Here we can see thed \&s a technology
that enables a hybrid to develop between the atitwaperformance of
an experiment on the one hand and writing it ughenother, with the
inevitable distance of the latter from the dematgin. What is specific
to the Internet is that the audiences are poténteiormous, and not
restricted to a locality as in the case of eye-esges, or to a community
of experts as in the case of research articles.

Equally importantly, the audiences are not confitedhe role of
spectators: one of the signature features of thagatlimedium is open
commentary, and this is genuinely new. It has menbpart of scientific
discourse traditions before. The heterogeneousencés are not only
permitted to observe, but they are also invitedaimment, ask questions,
express doubt, criticise, and make suggestionsedims that science
blogs have features that take us back to the twesy science journals
were only about to start: the desire to bring tlvdence right to
interested audiences, almost performing the dexiekperiments under
their own eyes. At the same time, they make usdigifal technologies
in distributing this knowledge-production mechanignwide audiences,
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who can also participate in establishing the pregsenmatter as
knowledge — or rejecting it.

6. Conclusion

This paper has been looking at research bloggimgw-it relates to other
blogs, how it relates to its generic ancestry, hod its traditional and
new features intermingle to produce a recognisdbl¢ type. The
guestion was raised whether the research blog dlmmikeen as a genre
of its own, a subgenre of the ‘blog’ genre, or astégr of genres.
Exploring the generic nature of blogs, it becameacl that the
relationship of community and context needs todmmsidered in order
to settle the question: the new medium does alber terms of
determining genre. It is the context that seemsraate genres, and
communities emerge around them. The concept ofémee-regulating,
pre-existing community does not apply to web-bagmtres.

With regard to the generic status of blogs, it wloskem that the
blog is more like a genre cluster than one genriéseif. The different
purposes and contexts blogs are used in do noamtaar single generic
category. At the next level down the scale, howeitevould seem more
appropriate to take the research blog to constautaasic level’ genre.
Blogs have introduced new practices in academiguage and academic
reporting. As Gilbert and Mulkay (1984) observedheir classic study
of scientists’ repertoires, researchers talk aloeir investigations (the
‘contingent’ repertoire) in ways that differ in imggant ways from the
ways in which the work gets written up (the ‘em@st’ repertoire).
While constructivist analyses of scientific rhetofé.g. Bazerman 1994)
already narrowed the gap between spoken and writfmesentations by
looking at the written report as rhetoric, blogsfgadher. In blogs we see
researchers’ comments on their procedures, raflextiand intentions,
together with reports of what went wrong or did natrk. This is a new
practice, in making the ‘contingent’ public alongtiwthe ‘empiricist’.
Linguistically there is much of the informality asgontaneity of spoken
language.

The unforeseen practice of involving audiencespenocommentary
means that unknown, heterogeneous, and varied raxgdie may
participate in co-constructing research debateis iy not always be a
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blessing (Blanchard 2011), but it provides a neywoofunity of direct
involvement for anyone who is so inclined.

In terms of science publication, the emergencehefdcience blog
reflects tensions in the face of dramatic changesotably between
traditions established to uphold standards, anddfe@mist enthusiasm
to tear down old edifices in the interests of theas that originally
inspired scientific publishing. It also reflectswnehallenges to science
communication when the Internet has become a pamece for all
information seeking: to reach the desired audienedmt is the best
policy for publication? The answer can be ‘boths, @ane possibility
already in use is releasing drafts and rough ideaa blog or on a
personal website first, and then developing theto ia publishable
version submitted to a traditional scientific othslarly journal. We
already discussed one such example above, andsiondctices can be
observed for instance in the humanities (see, f@mple http://tar.
weatherson.org/; http://experimentalphilosophy.pggecom/). One of
the intriguing consequences is that the audienarsbe very mixed, as
we already saw in the examples. Some commentaterpeers, others
interested laypersons.

The blog discourses in this paper reflect manyiomsscurrently in
the air: the growing demand for outreach does itoedsily with all
traditions of expert-based research communitiesl, publicity is not
easily reconciled with the confidentiality that easch ethics today
require. Peer-reviewing traditions to uphold staddare not compatible
with the critique that arises from releasing firgnon the Web. Much
research requires long-term investment of resousoéseffort, which is
at odds with producing reportable findings at shotérvals. Moving
towards blog-type publicity also alters the praetid releasing findings
only when they are ascertained and accepted ajtag ghrough several
stages, shifting the balance towards publicising«im progress.

Researchers offering their own work and findings the web
constitute a fresh alternative not only to academagearch publication,
but also to established science journalism. Sciejoegnalists are
professional mediators, often with an educationatkground in the
disciplinary area they write in; however, they ddnge an extra step
between the research and the wider audience. Thxis, clips, and
programmes can be of high quality and interesteyabut they inevitably
lack some of the immediacy of direct contact betwessearch and the
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interested reader. Even if they invite comments disdussion, it is all
distanced from the primary research.

Scientists are increasingly calling on the wideblmuto engage in
crowdsourcing to help out with data collection aathlysis. Citizen
scientists want to participate as well as satis@rtcuriosity; non-experts
want to hear about new findings from researchetBerathan from
mediators. The ivory tower has long been crumbliagd research
blogging could be one way of building new bridgestween the
interested layman and the professional expert.
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Types of intertextuality in Chairman’s statements

Philip Shaw, Stockholm University
Diane Pecorari, Linngeus University

Abstract

Intertextuality is a pervasive feature of all discourse, but norms and conventions
vary widely across domains. Academic conventions can cause difficulties for
those who have been exposed to, or move on to, domains with other practices.
Academic conventions are well documented; here we examine those of business
writing. We created a corpus of chairman’s statements from annual corporate
reports and searched them for signalled and unsignalled intertextual relationships.
We hypothesise that statements from the same company will be linked by both
repeated phraseology and acknowledged intertextuality.

1. Introduction
Intertextuality, theidea that texts are made of other texts, hasbeen a
commonplacesinceKristeva (e.g., 1980)and Bakhtin (1986). Wenly
know what to say and how to say it because we have heard or read what
othershavesaid or written. Butintertextualitycomesin many different
forms and differentdiscoursecommunitiesuseit for different functions
(Scollon 2004). Teachers languagefor specific purposegLSP) must
facilitate their students’acquisition ofthe communicativepracticesof
their target communities. However, this can be problematic if they differ
substantially from the practices of the academic community. Some of the
problemsthat may arise are due to the rangeof textual practicesthat
students are familiar with from the lifeworld or from other domains, and
that they bring with them into whichever new domain the LSP teacher is
trying to introducethemto. In manyways the practicesto be learned
conflict with thosewhich studentshave been exposed to in schoot
have observed in other, visibland publicdomainssuch agournalism.
The delivery of adequate LSP instruction depends in part on the teacher's
awareness of such potential conflicts. This is, naturally, true of a range of
language features; intertextuality is a case in point.

Intertextuality has notoriously been defined in aumberof ways.
One characteristiooften associated with is polyphony (Ducrot 1984,
Nglke 1994, Flgttum2004), therecognition thatexts contain different
‘voices’ encoded in variousvays. Howevetthere are intertextuallinks

Shaw, Philip and Diane Pecorari. 2013. “Types of intertextuality in
Chairman’s statementsNordic Journal of English Studies 12(1): 37-64.
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among texts that have not been captured by inwitits of polyphony,
and there are polyphonic features that have nottardp with relations
between two texts. Fairclough (1992) provides guistic typology of

what is called discourse representation, a concégste to Ducrot's

polyphony. Discourse representations are dividedthat first level

between boundary-unmarked and boundary-marked. &syrunmarked
discourse representation covers presuppositioratioeg metadiscourse
and irony, cases where the author adopts or implegher voice than
their own in the text. Boundary-marked (‘explicit’discourse

representation is subdivided into direct quotatimalirect speech, and
the use of scare quotes.

We would, however, accept Hohl Trillini and Quag$do(2010:
272) still broader definition: ‘intertextual proces involve, minimally,
an earlier and a later text and an element from fdmeer that is
discernible in the latter’. Further we would argibat in non-minimal
cases there may be multiple earlier texts coningua particular element
to a later text. Given this definition, it is pddsi that not all ‘discourse
representation’ is intertextual, and that neitherail intertextuality
polyphonic. Fairclough’'s (1992) unmarked categorigarticularly
negation, presupposition, and irony, do not in ganeclate to actual
identifiable other texts; in fact they construdtet voices independent of
real texts. Similarly, a text in a given genre egister will have
phraseological likenesses to another text in thmesgenre or register
(e.g. Wray 2002, 2006) which are not intended tokevany other voice
and in fact are intended, if there is any intenttonconfirm that this text
expresses the same collective voice as the othéssdebatable whether
this would be regarded as polyphony. However, H@&05) argues that
our awareness of formulaic language as well asegemd register
conventions, comes from the fact that we have bepeatedly exposed
to conventional forms of expression and thus arengd' to produce
them. In that sense, the influences of the eatégts which are the
sources of exposure make these language featteeextual.

Investigations of intertextuality examining bothesilic earlier and
later texts have included Pecorari (2008) and Haltlini and Quassdorf
(2010). Pecorari focused on academic writing arel ithertextual ties
between dissertations and theses, and their sourdd Trillini and
Quassdorf used a large database of literary, fitesstical, and other
‘later’ texts all referring to the same ‘earlieext, Hamlet and derived
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categories from the relations they found. In bdtdies marking and
modification emerge as central criteria. Marking iiotertextuality, the
latter found, can be done by any or a combinatiothe following: the
name of an author or work, a ‘verbum dicendi oreotmetalinguistic
marking’, a typographical device, a textually ingilimarker such as a
syntactic anomaly, register mix, or anachronisra, réteiving text genre
(such as an anthology), or ‘context’ or of coutseré can be no marking
(Hohl Trillini and Quassdorf 2010:280). Modificaticovers the degree
of verbal or other identity between the two linkedts, on a continuum
from quotation, in which the relationship is bo#txital and semantic, to
paraphrase, in which the only relation is semantic.

In Pecorari and Shaw (2012) we sketched a typolagy
intertextuality for applied language studies, basmd the idea of
identifiable similarity across texts rather thartypbony within a text. It
is based on three primary criteria which emergednierviews with
experienced academic writers about the intertextektionships they
identify in student writing. These are the retriglity of a particular
target text, conformity to community norms in respef modification
and marking, and writer intention.

Ouir first category, which we called indirect inextuality, covered a
range of features found in numerous earlier tendher than a single
specific source. In some cases there is no interiioevoke a separate
voice, as with repetitions of language in discugdime same topic or
realizing the same genre. In others the earligstase not specific ones;
an example is the productive expression ‘x is tee §’, as in ‘pink is
the new black’ or ‘sleep is the new sex’. Even #pecific origin for the
expression can be identified (and O’Connor, 2003esdso), it is
ordinarily used with an awareness of the fact thi& a commonplace
expression, and without an awareness of a spexifjo.

Our second category was conventional intertextyali@overing
acknowledged references and deliberate allusionghwhbonform in
terms of marking and modification to the demandshef community of
practice within which they are produced. Our |asi tategories were (3)
unconventional and (4) deceptive, where contetdrayuage is borrowed
without prescriptively required acknowledgement ,amdspectively,
without or with an intention to deceive. Understagdthese categories
requires an understanding of the demands and et of the
community in question, so that these convention®ine a case in point
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for the sort of awareness of textual features requiof an LSP
professional.

This is all the more necessary because conventiang across
domains. Using Fairclough’s categories, Scollon 080 compares
discourse representation, more or less what we callventional
intertextuality, in academic writing, newspaper adp, and
advertisements. He finds that the same categoaiede applied across
what he calls communities of practice, (adoptinggd.and Wenger’'s
1991 terminology), but there are quantitative andlitptive differences.
Academics use a very wide range of discourse reptation types, with
rather little direct quotation. Journalists usesdirquotation very much
more than academics, but basically restrict th&wocation of other
voices to marked forms—direct quotation and indirespeech.
Advertisers use a very wide range of representstiinfictional and
fictionalized discourse but do not quote the verbattterances of non-
fictional individuals. These differences, Scollongwes, are due to
discourse representation serving widely differeanctions in the
different communities. He gives the three commanitheir own voices:

The academic says: This is what others say. Thidhat the data say. This is what |
say; you should believe me because | am one of us.

The journalist says: This is what the newsmakerssayd isn’t it outrageous.
Certainly | didn’t or wouldn’t say that.

The advertiser says: This is what my client saybyau should believe it and act on
it. (2004:173)

The academic’s position will be the most familiar many LSP
teachers, but as we said initially, it is not thesiion most commonly
encountered outside the academic community. Thigisficant for two
reasons. First, new entrants to that community rbay expecting
something quite different from what they find anded help with
adapting. Second, students completing their stutkes to be aware that
academics’ uses of intertextuality are not likely Ibe what they
encounter outside the academy and they need tdebefaer signs of
expectations in working life. And to the extenttth&P instruction is
intended to equip students with the ability to ey@én communicative
practices in specific domains, the intertextuakpcas of those domains
may well be an element of course content. We tbezefneed
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descriptions of intertextual conventions in a widariety of public
fields, so that teachers can understand and respatddents’ needs.

In this article we examine two aspects of intedalty in a high-
profile business genre with very different convens from academic
writing and from the other text-types examined lopl®n (2004), using
a corpus approach and the definitions and frameyumtkpresented. We
have chosen the genre of the chairman’s staten@8) (vithin the
company annual report. This is a well described rgewhose
intertextuality has not been investigated, and etdies a discourse
which students may well need to use.

Annual reports are documents which are generaligeatjto include
instances of several different genres (de Groot6P0Qith different
registers closely linked intertextually). Chairman’statements (or
management’'s statements) are identified by de Gr@m08) as
components of annual reports alongside ‘corporatefil® and
‘operational review' as other component genres. DeG (2008:73)
identifies the topics of the Chairman’s statement‘@ersonal opinion
about (financial) result, management situationyrieitoutlook”, its aims
as “offering an informative and parental top-lineerview of results,
contextualizing information in succeeding sectiormpviding the
company with a personal face, establishing readiemrelationship”
and its expected readers as a broad audience witlocas on
shareholders.

A key function is impression management (Goffman5%9
Clatworthy and Jones 2006), so chairman’s statesnarg interested
texts like house agents’ details as opposed toegaris reports (Shaw
2006), and are read with the knowledge that theyiaterested. Like
other interested texts, the component genres aiameports make use
of a variety of different discourses (Bhatia 2008yt chairman’s
statements consistently use what Bhatia calls ablipurelations
discourse’. They are public documents and thus beayead or written
with other exemplars of the genre from other cormgsim mind, and can
be expected to share their discourse. They ardullgreroduced, via
multiple drafts, with multiple actual authorshipyea if there is an
individual nominal author (Davison 2011). Chairnmrstatements are
members of (annual) series and thus could be eagetds have
conventional diachronic intertextual links with pi@s members of
series.
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Our aim here is to investigate intertextuality imstgenre, using a
corpus approach. We use the ample documentatiamnestextual links
in academic writing (Thomson and Ye 1991; Charle®362 Swales 1990,
2004; Thomas and Hawes 1994; Hyland 1999) as aistieufor the
investigation of links in this promotional businegenre, where we
expect a different pattern. Thus we ask questiddmutathe form of
reference to the source, the extent of self-citatithe balance of
guotation and paraphrase, etc, as well as aboutuhwer of shared n-
grams and the implications for characterizing theea@lrse. The variety
of intertextual link types revealed by Hohl Trilliand Quassdorf (2010)
means that it is impossible to attempt to descelbetypes in a text
collection of any size. We have selected two tyipestudy, one marked
and one unmarked.

Given the care with which large companies produwr tannual
reports, and particularly this key genre withinrthehe pattern revealed
will be the one which is conventional in the ger®@err interest is in the
way in which this pattern in business writing relato the contrasting
conventions of the academic domain. For examptaeplites, allowing
the same message to be given in the same wordsgferent occasions,
are natural in many domains (e.g., the tax accotmtaxamined by
Flowerdew and Wan 2006, 2010) but their acceptgbiti academic
writing is highly contested. At the same time CSedheo suggest
something unique and essential about the given aomprhe focus of
our investigation is the extent to which these fstgkes, highly crafted,
but also very uniform documents make use of orcagonilar language.

2. Methods
Both quantitative/corpus and qualitative/discoues®lytical methods
were used. A corpus was compiled consisting ofrofem’s statements
from the annual reports of 36 companies, most dthviwvere listed on
the London FTSE 100 as of 15 July 2012 (a full isstavailable in
Appendix A). The statements were gathered fronyé&ss 2000 onwards,
though because the availability of past reportsedamot all years are
represented in the corpus for all companies. Thpusoconsists of 251
statements and just over a quarter of a milliondsor

An integrative approach (Charles, Pecorari and Hums2010) of
corpus and discourse-analytical methods was usedrkdd direct



Types of intertextuality in Chairman’s statements 43

reference was investigated by close reading foltbiwe corpus search.
First, some twenty statements from different congmnwere read
through carefully and notes were taken of all ieteual links marked at
Hohl Trallini and Quassdorf's highest levels: nammeetalinguistic

lexical item, and typography. The items that idedi the intertextual

element were then searched for in the whole corfileese items

included reporting verbs, and the names of spetafits, such as ‘last
year’'s report’. This search threw up a large numtfeexamples and
reading through these suggested further lexicakenarthat could be
searched for. A new list of markers was drawn ug arsecond search
produced a set of KWIC lines representing a higbpprtion of the

instances of marked direct intertextuality in tleepus, which was then
analysed in terms of form of marking and frequeriay. the purposes of
the corpus investigation we did not attempt to ys®lnoun uses
(although, as noted above, we used nouns as seanes) and the focus
of our quantitative study is on instances of imetality with reporting

verbs.

Intertextual relationships among the statement®wearched for by
means of identifying n-grams, that is, strings ofds of lengtm which
appear in more than one text, extracted with th&€CAnc concordancer
(Anthony 2007) Because the statements contain a great deal aiciada
information, the process of cleaning the corpuduied standardising
the use of symbols and words for ‘dollars’ ‘pound€tc., and
substituting numbers with a placeholder, so thaagds such as the one
in extract 1a and 1b could be indentified.

Extract 1a: The Board is recommending a final dinlef 3.35 pence per ordinary
share (Aggreko 2002, p. 1)

Extract 1b: Board is recommending a final dividefi@.d5 pence per ordinary share
(Aggreko 2002, p. 4)

N-grams are not necessarily indicative of a teneplaiting strategy.
They have normally been investigated (e.g., Bidehansson, Leech,
Conrad & Finegan, 1999; Adel & Erman, 2012) to makéher the
opposite point, namely that the very frequent omdsije represented

! Extracts from Chairman’s statements are identiigdthe company name and
the year of the report. Details are in Appendind all are available on line.
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orthographically as multi-word units, have somehaf characteristics of
single lexical items. However, lexical bundles egkatively short units;
most frequently studied are 3- and 4-word bundMsch according to
Biber et al.’s (1999) criteria must occur ten tinpes million words and
across five separate texts to qualify for bundégust Five-word bundles
are so much rarer that the frequency criteria el@xed. If significantly
longer n-grams are found, then that is likely toirmicative of copying,
rather than phraseological status for those tnits

The corpus was searched for n-grams occurringaat kvice, from
100 words (the maximum permitted by AntConc) to@@rds. Since
longer n-grams contain shorter ones, as longergstivere identified, the
statements in which they appeared were removed themsorpus, so that
results for shorter strings were entirely freshe Tsult was a list of
groups of statements with at least one shared chtitdhguage among
them. These were then analysed manually for siitidarand differences
in content, structure, organisation and phraseology

3. Results
In this section we report the results of our inigegion of marked and
unmarked intertextuality in the corpus.

3.1 Direct intertextuality

Close reading of a sample of statements reveakddettplicit word-for-

word quotation is quite unusual (as it is in acadewriting in many

disciplines). It occurs in occasional citation dbgans to identify
advertising campaigns by retailers (sixteen inganetrieved from the
corpus by our procedure), as in Extract 2.

Extract 2: a relationship summed up so well by'tleeir M and S’ campaign (M &
S 2006)

21t should be noted that no generally applicabteshold exists to indicate the
point at which a string is so long that its presernie two texts indicates
repetition rather than coincidence. However, aleotthings being equal, the
greater the similarity between two texts, the midtely that one is based on
another.
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Otherwise, intertextual reference involved parapbrar simple
naming of documents. The close reading phase shdhagdexplicit
references to other texts were signalled by usiogns referring to a
(folk-)genre or verbs referring to a speech acsafe kind. Some of
these are comparable in level of precision to ezfees to sources in
academic texts. Extract 3 contains both elementa wery complete
form, such that there is unequivocal reference defanite source with a
definite author.

Extract 3: In my half year statement | reportedt tNAME had retired from the
Board on 18 April. (ABF 2007)

In Extract 3My half-year statemenfives the date (six months before
the present) and author (“my”) of the text refertedand in this respect
is equivalent to an academic reference of the NBate- type. One
striking difference is that this example gives fenre of the cited text
along with the citation (rather than showing itconventionalized form
in a reference list). The source author is a sytaonstituent of the
sentence and so in the terms used for academimgviitis an integral
reference (Swales, 1990). However, because thes ggted is given in
the text, the actual referring structure is of fbem “In (X's) 2006
statement, X reported ...” which is not typical oddemic citation.

Sometimes prototypical citations of this kind seennefer to a third
text, as in Extract 4.

Extract 4: In my report last year | detailed ouarplfor restoring the fortunes of
Marks and Spencer (M & S 2002).

Here we are given the genneeforf), author fny) and date last yea)
and a paraphrase of conteoul plan fo)) introduced by a speech-act
verb @detailed. But this content itself refers to somethimag) which
might be a text. A related form is exemplified bytfact 5.

Extract 5: In November we announced our plan td sel European vending
business Selecta As. (Compass 2006)

Here something that might be a teglaf, decisiohis the object of
the speech act verb. The announcement is a citecne if the plan or
decision is to be regarded as a text, the plareocisibn itself is another.
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For the announcement, author, and date informatiergiven, as well as
a paraphrase of content. The genre informatiahaif is what it is, refers
to the text announced not to the announcement fwhizy have been in
the press release genre, for example). Alongsiésetiquite full citation
forms, there are others which only realize partshed ‘full’ form, and
cannot be directly compared to academic refererites.common for
references of this kind to refer to a dated grodiptexts/utterances
(Extract 6):

Extract 6: However, as we said throughout the sedmalf of 2007/08, consumer
budgets are clearly under pressure (Sainsbury 2008)

Others have a reporting verb without either expligénre or date
(Extract 7):

Extract 7: ... providing more delivery choices, somieg customers have said is
important to them (M & S 2011)

Words likedecision, plan, agreement, settlemeften occur without
a reporting verb. Here there is a kind of clinendértextuality. In Extract
5 above, for instancg@lan might refer to a document or it might simply
mean ‘intention’. Sometimes it is likely that whatbeing referred to is a
text. In Extract 8 the wordecisionprobably refers to an instance of the
genre ‘court decision’

Extract 8: the recent appeals court decision tectejhe US federal government’s
US$280 billion claim against the US tobacco induss obviously encouraging
(BAT 2004)

However other cases of the use of the walelsisioncannot be said to
refer to specific texts or utterances. In Extradt i8 not a text which is
regretted although obviously the decision was esq@é in words and in
that sense makes the text polyphonic.

Extract 9: we regret her decision to leave and khher for the significant
contribution. (Whitbread 2007)

Intertextuality permeates all texts and it would ibgossible to
catalogue every possible manifestation in our carfine focus of our
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guantitative study is therefore on instances ofrieituality with
reporting verbs.

Neither the close reading nor the automatised ®orpearch
produced any instances of quotation from literamreother canonical
sources or of phrases lilecording to That is, where a named source
for a statement was given, it was always associaiia reporting verb.
The two remaining categories for investigation wénerefore direct
guotations with some kind of typographical indioatiand ‘reported
speech’ with a reporting verb.

The only direct quotations that could be examined thie corpus
were those presented in quotation marks, and there few of these. A
handful of the statements included a genre-breakewion cast as an
interview with the Chairman and CEO, and ten uttees in one of these
were presented as direct quotations from an otahiiew. Otherwise
nearly all the quotations found were in statemdnisn retailing or
banking companies, and many were used as the nainoesnpaigns of
various kinds, as in Extract 2. Extract 10 givelirgher example from
the sixteen different quotations all of which referphrases which must
have been instantiated in very many earlier acsiagj marketing, and
internal texts (the phrase has 779 hits on Google).

Extract 10: ... running marketing campaigns suchfesd your family for a fiver’
(Sainsbury 2009)

The list of reporting verbs investigated is neitlethaustive nor
uniform: some verbs are clearly signals of intddahty, others more
marginal. Table 1 lists the verbs found in instanoé intertextual and
intratextual reference. (These verbs occurred égquaéquently as
metalinguistic rather than intertextual devicesowlhg evaluative
commentsl am delighted to announce th&uch instances have been
excluded.)
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Table 1 Reporting verbs functioning intertextually foumdthe corpus

announce 161
say 51
report 39
agree 35
publish 29
welcome 28
state 22
write 19
discuss 15
ask 12
sign 10
tell 8
submit 7
note 5
inform 3
amend 2
observe 2
quote 2
express 2
TOTAL 452

Table 1 shows that the corpus search for verb fdomsd 452 cases
where there was clear reference to another texth@rvast majority of
cases) or to another part of the Annual Reportuestjon. While there
are probably a comparable number of intertextufdreaces where the
indicator of intertextuality is a noun and some wehe verb not searched
for is used, one of the main findings of our surisythat explicit
intertextuality is relatively infrequent in thesexts. Instances marked by
one of the verbs chosen occur at an average ratessfthan 2 per
statement (0.84 per thousand words), and overalhs3ances per
statement (about 1.5 per thousand words) wouldreasonable estimate
of frequency, confirming the impression from thesd reading. By
contrast Hyland (1999) found 10.7 citations (of iledent form) per
1000 words of running text, as an average for igiglines, in his RA
corpus.

The sample is dominated by the fairly general venrsounce, say,
and report Instances of these verbs make up more than heltdtal
found. Since each verb has idiosyncratic uses ansbime (likeagreg it
is not clear when the reference is intertextual ahen it is not, it is
these three which are examined more closely t@a ggiantitative picture
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of explicit intertextual reference in this corpugable 2 classifies the
instances according to the presence or absencepcese date which
would enable retrieval of the text referred to, daydthe source cited —
the logical subject of the reporting verb. Threstamces ofeport and
ten of saysare omitted because they were intratextual, riefgrnn the
cases of report to other sections of the AnnualoRegnd in those of
saysto ‘speakers’ in the genre-breaking text preseatedn interview.

Table 2 Instances of intertextuality with reporting verliyy source of utterance and
dating type

Specified date Vague or unspecified date
In-company source| 140 (of whiche=81) 91 (of whichwe= 44)
Outside source 2 14

Table 2 shows that intertextual reference in Chairs)Statements is
overwhelmingly to texts produced in-house. The @uside sources are
regulatory organizationghle European Commission, the QFpolitical
actors (Extract 11) or unspecified debaters (Exttay.

Extract 11: this policy was announced by the Chamcelf the Exchequer in the
June budget. (RBSG 2010)

Extract 12: Turning to broader societal issuesreatgdeal has been said in recent
months about the role of bonuses in the bankinggsysLloyds 2008)

It is mostlywe who announceandreport things, whilel is quite often the
subject ofsay. The group, your Boardnd the names of units within the
company are common sources too. The names of thdivicompany
employees occur mainly when they announce theirersént, that is
most achievements are presented as collective.

In academic writing self-citation is also a comnfeature. In a study
of the citations of eight prominent researchersjté/{2001) found that
the author whom each re-cited most frequently wadact him- or
herself. However, there were still many more amagi to the cumulative
works of all the other scholars they cited. In &ddi in academic
writing self-citation often has a self-effacing tjitya first-person
references do occur in academic texts (Hyland, R0BGat it is also
common for a writer to cite him- or herself by samre and in the third
person, precisely as other authors are cited. énptiesent corpus there
are no instances of this type. This differencee#fi not only the genre
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but also the topic—one purpose of the CS is toesgvivhat ‘we’ have
been up to in the last year.

The quantitative analysis (Table 2) confirms thatmajority of
intertextual references are rather specific in gewh source document
date (and therefore retrievability), as in Extracbove. Even where the
date is vague or unspecified the instance ofterrseto specific
documents, very often using phrases like ‘as pushoreported’. Other
instances refer to purported multiple texts (Extfeg):

Extract 13: our aspiration ... remains achievablthoaigh, as we have repeatedly
said, there may be peaks and troughs along the(&ggreko 2010)

As noted above, an outsider such as a reader fr@matademic
discourse community is struck by intertextual egesoin which the the
genre of the source text is specifida ny 2009 reportas in Extracts 3
and 4), and/or the subject of the source texitigred text Ve announced
a planas in Extracts 5, 6, and 7). Although quite notreath cases were
not particularly frequent in the corpus as a whole.

3.2 Lexical similarity

The previous section demonstrated that the chaimsdatements contain
relatively little intertextuality in the form of dict and explicit references
to other texts. However, the analysis of n-grameaked a great deal of
intertextuality in the form of chunks of languag&igh co-occur across
the statements. Units of at least 30 words, shémedwo or more
statements, were found in the annual reports affZie companies (see
Figure 1 for an example). In all cases these werdifferent annual
reports from the same company; that is to saygtiaare no cases of a
chunk of this length appearing in the reports a tlifferent companies.
Here too, intertextuality is an in-house affair.

Using a minimum frequency of two occurrences, thigoas contains
1,196 30-gram types and 2,797 tokens. In other syonéarly 84,000
words, or one third of the running words in thepewy, are part of a 30-
gram which occurs at least twice. When a more iotis minimum
frequency of five tokens is applied, the corpusigmetheless found to
contain 27 types and 198 tokens, or 780 per milieords. This
exceptionally high frequency speaks to the extrgrfwimulaic nature of
this genre.



Types of intertextuality in Chairman’s statements 51

It should be noted that these frequency figures moe truly
comparable with those for lexical bundles found lamger, general
corpora (e.g., Biber et al. 1999). In such corptegical bundles
demonstrate that some multi-word units co-occuhvgitich regularity
that they can be considered to have some of theepres of
orthographic words. When examining texts from atipalar domain,
however, the frequent occurrence of very long gtriaf words does not
attest the word-like nature of the strings; raih@rdicates that the writer
of a given statement was influenced by the east@iements.

Despite the earlier caveat about the difficulty edtablishing a
numerical threshold which can be considered inlieabf repetition
rather than autonomous composition, we maintaihttieapresence of a
string such as the one in Figure 1 below in twdstestrongly suggests
that it was copied (in-house) from one into thesoth

The Group’s underlying profit, which we define aoffi before taxation,
exceptional items and amortisation of intangiblsets was [X] million
pounds compared to [X] million pounds in [year].iShepresents underlying
earnings per share, on a diluted basis, of [X] penc

Figure 1 A 42-gram, found in ABD 2006, 2007, 2008

To the extent that this part of the investigatioaswdesigned to
understand whether earlier chairman’s statemeetsised as templates
for later ones, that inference was fundamental. fHoe that there are
many, long shared strings of text, and that theynmise a large
proportion of the corpus as a whole is, we arguslemce for templates
and repetition in the production format for themed.

This conclusion is supported by a qualitative asialyof the
statements. Across companies, the statements shawsiderable
regularity of content and rhetorical structure,gesgjing that it is a well
established and relatively clearly defined genneadidition, within the
same company, similarity of topic, structure andaghology can be
seen. A comparison of successive years’ statensboiss signs of clear
development from one year to another. For reasapate constraints,
we will illustrate this common pattern with refecento the chairman’s
statements of a single company.

Aggreko is a FTSE-100 company which ‘provides povesrd
temperature control solutions to customers who ribech either very
quickly, or for a short or indeterminate lengthtiofie’ (Annual Report
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2011, p. 7). The Aggreko chairman’s statements khie included in
the corpus date from 2000-2011, inclusive, and areaverage 1421
words in length. During this period, two chairs’nmes appeared at the
end of the statements, one in 2000 and 2001, aadeginning in 2002
through 2011.

The statements for that period are intertextuatiydd by covering a
range of topics typical for this genre as illustthin Figure 2 (see also de
Groot 2008: 73).

Overview of some of the year’s salient activities @rojects
Statement of the company’s strategy and objectives
Summary of financial performance, e.g. trading @entince,
revenue, return on capital

Overview of funding, e.g., debt, capital expendifetc.
Information about dividends and other information $hareholders
Statement of appreciation of the company’s empleyee
Review of changes to the board and senior management
Statement about ethical concerns

. Statement about the outlook for the company irctimaing year
0. Chairman'’s signature and date

Figure 2 Thematic sections in C5s

wn e
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The presence of these topics, the order in whiel #ppear and the level
of detail given to them are regular but not fixéer example, every
statement begins with a paragraph mentioning somtheo highlight
events of the year, but in some statements (e0§2)2this extends to
more than one paragraph and in some (e.g., 20@9}heme recurs after
other subjects have been dealt with. In no case dppreciation of the
company’s employees receive more than one paragaaghit is absent
from several statements. Information about findnperformance can
come at the beginning, middle or closer to the éndtatement about
ethical issues appears only in 2010 and 2011.

Despite this variation, the statements form a aaftebody, as
witnessed by the fact their content falls comfdgtainder the same set
of headings. This generic coherence demonstraseghb writers of the
statements have a clear awareness of the relatsleyp constraints

% Although we are not making a formal genre analysithis paper, it has not
escaped our notice that these rhetorical functaonstheir realisations resemble
moves and steps in a Swalesian sense.
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which dictate appropriate and desirable conterd, suggests that their
understanding of appropriate content is guideddrifez statements.

The second conclusion is supported additionally Hiye
phraseological similarities across the statemefistwis evidence for a
‘template’ composing strategy. Two points about fiteaseological
likenesses need to be made. The first is, simpBt, they are numerous
and occur in all thematic sections: there are miang, identical or very
similar strings of language among the statemem&ughout the texts. In
Table 3 below, the numbers in the left-hand coluefer to the section
of the statement (from the list above) and the yfeam which the
guotation is taken appears in brackets after tltagjon. Italics are used
to highlight differences between the two years, netibey occur. For the
sake of space, only two instancess of each chumgigen; this does not
mean that they appear only twice in the corpus.

The second noteworthy point about the languageettatements is
the evolution across them. As Table 3 shows, samaccurring chunks
of language feature variation. In some cases thdue to the cyclical
nature of the reporting process: a change whicdmiounced one year
may be the subject of evaluation or follow-up itager year. Thus, in
row 8, a change is announced in 2010 (‘the Boasl v taken the
further step...”) and reviewed the following year 44t year the Board
took the further step...’). In other cases, though,dhanges appear to be
motivated more by a desire to vary and paraphraae any need to
adapt earlier phrasings to a new context; in rofioBjnstance, there is
no clear necessity to transform ‘limited visibilityith respect to the
outcome’ to ‘limited visibility of the likely outtirn’.
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Table 3 Examples of repeated chunks

1

Introduction

| am pleased to report that Aggreko h
delivered another strong set of resul
[2010]

Introduction
a$ am pleased to report that Aggrek
shas  delivered another  stron

performance in 2011.[2011]

As a company Aggreko is totall
committed to enhancing sharehold
value by delivering consistent growth i
quality earnings through an eve
expanding range of added value servig
focused on  solving  customer
increasingly complex temporary powg
temperature control and oil fre
compressed air requirements around
world. [2000]

As a company Aggreko is committe
eto enhancing shareholder value |

rthrough an ever expanding range
eadded value services focused
ssolving customers increasingl
rcomplex temporary powe
e temperature control and oil fre
heompressed air requirements arou
the world.[2001]

hdelivering growth in quality earnings

nd

Amongst our businesses, Internatio
Power Projects once again perform
extremely well: trading profit grew by
69.6% in constant currency on reven
which was 26.2% ahead on the sa
basis excluding pass-through fiel
[2009]

edPower Projects grew revenue |
constant currency and excludin
@assthrough fudl by 8%, and

intake in its history[2010]

ahmongst our businesses, International

neecorded the highest level of order

Net debt increased to £102.9 millio
(2004: £82.1 million), largely as a resu
of increased capital expenditure

£80.2 million (2004: £56.1 million).
Over 90% of this capital investment w3

nNet debt increased to £205.2 millio
[t(2005: £102.9 million), largely as
fresult of the GE Energy Rental
acquisition and increased capit
sexpenditure. Around 90% of thi

spent on our rental fleet to support thecapital investment was spent on o

strong growth in the business. Lookin
ahead we estimate that fleet capit
investment in 2006 will be around £12,
million. [2005]

grental fleet to support the stron
agrowth in the business. Looking aheg
Owe estimate that fleet -capitg
investment in 2007 will be aroun
£140 million.[2006]

Dividend

Dividend

The Board is recommending a fin

dividend of 5.02 pence per ordinanydividend of 6.28 pence per ordinar
share which, when added to the interimshare which, when added to th
dividend of 3.04 pence, gives a total forinterim dividend of 3.80 pence, give]
the year of 8.06 pence, a 20.0% increasa total for the year of 10.08 pence,

on 2006 [2007]

25.0% increase on 200[2008]

IThe Board is recommending a final

y

e
S
a
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Table 3 continuedExamples of repeated chunks

6

Employees

Once again | have been extremelyOnce again |

impressed by the commitment arn
professionalism of all our employee
especially in this challenging econom
environment[2008]

Employees
have been extreme
dimpressed by the commitment an
5,professionalism of all our employee
cespecially in this challenging econom
environment[2009]

oo

At the start of the new financial year
number of new senior manageme
appointments were made. On 1 Janug
2001 Phil Harrower was appointe
Group Managing Director.[2000]

aAt the beginning of 2001 we announce
nh& number of new senior manageme
argppointments including that of Phili

[2001]

dHarrower as Group Managing Directof.

D

Ethics Committee

Integrity and honesty in all ou
business dealings are central
Aggreko’s reputation and long tern

Ethics Committee

Integrity and honesty in all our busine
tadealings are central to Aggreko’
nreputation and long term success. H

success. For many years the Group hasany years the Group has had a clg

had a clear and robust ethics polic
and strong related procedures; t
Board has now taken the further step
establishing a committee [2010]

yand robust ethics policy, and stron
heelated procedures. Last year the Bog
ofook the further step of establishing
committee . . [2011]

bS

par

rd

As is always the case at this time
year, we have limited visibility with
respect to the outcome for 200
[2004]

pfAs ever at this early stage, there
limited visibility of the likely out-turn
5.for the current year. [2005]

is

Thus, even as the similarities between statemeatslear, so is their

evolution, with the result that while points of peeological identity or
similarity can be found between any two years, 20%fatement differs
substantially from 2000’s. This evolution is shownTable 4, which
shows the formulations used to hedge the predgtion the coming
year.

What this analysis demonstrates is such a high edegof
interrelatedness among the CS as to suggest a gtimuistrategy of
using one year’s statement as a template for the hethe academy a
strong emphasis in teaching student writing is gdiaon autonomous
expression (Pecorari 2008). On the basis of thasinfjs, that is not the
common working practice of writers in the workplace at least not
those called upon to produce this particular genre.
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Table 4 Evolution in hedging statements

2003 | at this early stage of the year and subjegx¢hange rate variations...

2004 | As is always the case at this time of year,haee limited visibility with
respect to the outcome for 2005.
2005 | As ever at this early stage, there is limitisibility of the likely out-turn for
the current year...
2006 | ...soitis always difficult at this early stagepredict the year’s performance.
2007 | Looking ahead, at this early stage it is abiuagrd to come to a definitive view
of the outcome for the year as a whole, and pdatitjuso when faced by the
current level of uncertainty about the future dimt of the various
economies...
2008 | It is always difficult at this early stage ¢come to a definitive view of the
likely outcome of the year, and never more so timathe current economig
environment.
2009 | It is always difficult at this early stage come to a definitive view of the
likely outcome of the year, and never more so timathe current economig
environment.
2010 | The current instability in some countrieshia Middle East and Africa make
the task of predicting the outcome for the yearartban normally difficult;

2

It must be acknowledged that in this section weehased textual
evidence of similarity among the statements to dedan intertextually
influenced writing process. Sceptical readers maljebe that some or
all of the similarity documented here is coincidgntdue to these
statements’ common purpose, necessarily similartecdn discourse
community-specific language, and in some casestiwdé authorship.

While acknowledging that, by virtue of our methddanalysis, the
evidence for a template writing strategy presemig is circumstantial,
we also believe it is strong. However, a more rat\point may be what
intertextual similarity tells us about the naturetloe written product.
Writing demonstrably produced with a template sggt would
presumably exhibit a degree of intertextuality appnately equivalent
to that found here; therefore a template strategulavappear to be a
useful one for writers aspiring to (learn to) produwexemplars of this
genre, whether or not such a strategy has actioeéin used here.

4. Discussion

The present investigation examined two sorts a@riaktuality—explicit
reference and recycled phrasing—in an importaniniess genre. While
revealing that intertextuality is a pervasive featof this genre, the
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findings have also demonstrated that in termssofréquency, form and
the inferred process, this genre differs substiytimom academic
genres.

Academic texts make prolific use of direct, ideatife references to
earlier texts, and writers are expected to dematesthat they have read
widely on their topic, something which—despite irevalence of self-
citation—means incorporating other voices than théhor's own.
However, in the CS, other texts referred to arenarily the earlier
utterances of the chairman himégeH text produced by the company, or
a first person plural source which is or must bteried to be the
corporate body. The references in these stateraeattherefore inward-
looking in a way which would not be conventionabirademic writing.

The format in which citations are made is rigidljctdted by
convention in academic writing, with broad similea$ across academic
texts and absolute uniformity required within a gn publication.
Bibliographic information is detailed, in orderpermit readers to verify
the claims writers make on their source authorialfe Here too the CS
has a different profile. While many of the referesidn this corpus
provided information similar to that found in acede texts—
authorship, date, genre—the presentation of thi®rimation was
simultaneously less detailed and less conventisedlin presentation.

A further important difference lies in the procesbg which some of
the intertextual relationships must be presumedaee come about.
Evidence was presented above suggesting that ayw@’'s statement
serves in many cases as a starting point for pingube current year’s.
This is directly at odds with expectations for agadt writing. Authors
who recycle portions of their earlier publicaticar® frowned upon. For
example, in a guide prepared for the Office of Rede Integrity, a part
of the US federal government, Roig (nd) placespifaetice of recycling
a description of research methods from one papantther under the
heading “Borderline”/unacceptable cases of texiyecling’ (p. 23) and
cites an editor of an academic journal who chareete such a template
approach as self-plagiarism.

Researchers who publish the words ather authors without
explicitty marking them as quotation and identifyithe source are

* We use the masculine pronoun advisedly here, lasfahe chairmen who
signed the statements making up this corpus wele. ma
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labelled plagiarists. Student writers who engageeither of those
practices in assessment writing may find themselekearged with
collusion or plagiarism. Positive prescriptions foarrying out an
assessment writing task—such as those given bjeesaof English for
Academic Purposes—involve starting with an independ task
conception and creating an original text to mabhehgurpose. A template
approach to academic writing would thus miss thekritaseveral ways.

Descriptions of the features of academic genreg lwdnserved that
the superficial differences have their basis invhkies and substantive
practices of the communities in which they are poedl. For example,
the fact that integral citation is more commonhe humanities than in
the natural sciences is often attributed to the faat the knowledge
claims made in the latter area are (supposed teui@éct to verification
and reproduction, and thus their source is relbtikess important, while
knowledge claims in the humanities tend to be ieh#ty contestable,
and thus can be evaluated more easily when theimmahusource is
identified and taken into account (Hyland 1999).

The intertextual practices found in the chairmastatements can
similarly be interpreted in terms of the texts’ tdvé&cal purposes and role
within the discourse community. For example, anlieipreference in
APA format to ‘feed your family for a fiver’ woullde unnecessary on at
least two grounds—nobody is likely to want to cdhthe source, and it
has been publicised widely enough already to bélitanto readers of
the statement—and, for the latter reason, it wbeldrery difficult, if not
actually impossible, to identify such a thing asoaiginal source.

The objective of LSP instruction is to provide st of knowledge
and skills needed for for the specific communiaatevents which are
characteristic of a particular domain. The LSP ftitiaoer must therefore
possess an awareness of the genres within a daandirthe features
which characterise them. If this awareness is aset on the teacher’s
personal knowledge of the domain, then s/he neetkssa to empirically
based descriptions. This investigation of a wideagr discoursal
feature—intertextuality—in a particular domain—mess texts—is a
contribution to that descriptive project.

The different practices reflect different text ftinos and different
conditions for text production and reception. I ttontext of higher
education, assessment of writing skills is oftemealahrough the
traditional academic genres such as the essayagdessment criteria for
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such texts are well established and quite specifiith regard to
intertextuality, good practice includes reading e@lydand citing a range
of sources to support an independently developgahaent. Students are
instructed in, and expected to develop proficieinciprmal features such
as reporting verbs (distinguishing between ‘Smithtes’ and ‘Smith
suggests’), mechanics (i.e., APA versus MLA, etmp other highly
conventionalised aspects of source reporting. @aigiwork is prized;
unattributed source-dependent work is prohibitedwever, these are
neither the conventions of the lifeworld the studezome from nor those
of the professional worlds most of them go to.

The findings of this study suggest that LSP indtoucin higher
education contexts may present a problematic ngaiound for the
practices of different domains in at least two wagtidents arrive at
university with a great deal more exposure to theegic and discoursal
practices of visible, public domains such as adsiag and journalism,
than they have to those of academia. Some studey$ave experience
of the workplace, and exposure to the communicapvactices of
additional domains. Their beliefs about appropriatgertextuality
practices do not equip them effectively for whagyttwill encounter at
university. The problematic areas may actuallyrtierisified by the fact
that students are not tabulae raghe; knowledge base they bring from
other areas may make it more difficult for themsee the the new
knowledge they are required to assimilate.

A second area of difficulty arises when studentsfof example,
engineering, information technology, or naturaksces have completed
a period of study and go into the workplace arméti what they have
learned about how to write in university contextsiewledge which, on
the basis of the evidence presented here, will eastly transfer to
workplace writing tasks.

This is problematic in the context of the curremphasis that is
placed in western countries on employability asoattome of tertiary
education. The Joint Declaration of the Europeanidtiers of Education
of 1999 (the ‘Bologna Declaration’) proposed ratichanges to the
organisation and administration of higher educatioiurope ‘in order
to promote European citizens’ employability and tmernational
competitiveness of the European higher educatistesy (1999: 3), a
goal which was ratified by the Communiqué of thenfecence of



60 Philip Shaw and Diane Pecorari

European Ministers Responsible for Higher Educatenrecently as
2009:

With labour markets increasingly relying on highskill levels and transversal
competences, higher education should equip stueétitshe advanced knowledge,
skills and competences they need throughout tmefegsional lives. (2009: 3)

Students whose professional work may require tleewrite texts in
an environment like that of the chairman’s stateewould be better
prepared if features such as the use of templattes)otional referencing
style, etc. were placed as foils to academic-wgifratterns rather than
ignored. As noted above, it is likely that studdmiisig with them to the
university intertextuality patterns which clash wacademic norms but
are actually standard elsewhere, and this priomdeage should be
acknowledged and made use of.

We do not wish to suggest that resolving this clashwriting
cultures is the primary purpose of LSP instructioor that doing so
entails abandoning academic genres in favour ofethosed in the
workplace. However, to the extent that such sh#fprdnces have been
shown to exist, effective LSP instruction shouldbased on a conscious
and principled decision about which genres to temuth assess, rather
than an assumption by default in favour of acadeyaitres.
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Appendix A
Company Years (date of report)
Alliance Boots 2011
Aberdeen Asset Management 2004 2011
Admiral Group 2004-2011
Aggreko 2000-2011
Associated British Foods 2006-2010
Barclays 2001-2011
British American Tobacco 2003-2011
BP 2011
BskyB 2005-2011
Burberry Group 2005-2007, 2009-201/1
Compass Group 2006-2011
Diageo 2007-2011
Experian 2007-2012
Fresnillo 2008-2011
GlaxoSmithKline 2002-2011
HSBC 2011
International Tobacco Group 2000-2011
John Lewis Partnership 2007-2011
Kingfisher 2000-2001, 2005-2017
Lloyds Banking Group 2000-2011
Marks and Spencer 2001-2008
Morrisons 2004-2011
Next 2004-2010
Old Mutual 2000-2011
Pearson 2006-2011
RBSG Royal Bank of Scotland Grou 2000-2011
RBSH 2010-2011
RE Reed Elsevier 2008-2011
SAB Miller 2000-2011
Severn Trent 2006-2011
Tesco 2011
United Utilities 2008-2012
Vodafone 2000-2012
Whitbread 2000-2007, 2009
W.H.Smith 2005-2011




The presence and roles of English in Swedish print
advertising: An exploratory study

Miguel Garcia-Yeste, Stockholm University

Abstract

Despite the ubiquity of English in the Nordic societies, little attention seems to
have been paid to the presence of English in advertising texts. Thus, the present
study aims to survey the reality of the use of English in Swedish print advertising.
A sample of advertisements published in Swedish magazines from different
market segments is examined. Drawing on genre analysis and advertising
research, this paper looks at the actual presence of English in this genre, at the
moves that include English words and phrases, and at the values evoked by those
expressions. The results suggest that English may not be so pervasive after all.
Some of the roles and functions performed by English are discussed. Finally,
questions to be addressed by future studies are presented.

1. Introduction

It is generallyacknowledged thdtEnglish hasa specialposition in the

world as a global or international language” (Aijmer and Melchers 2004:
1), and its use in advertising stands out as a common practice worldwide.
This seemgo be motivated bytwo main reasondgrirst, with increasing
internationalisation taking place, audiences are not always homogeneous
in termsof language, and theseof English caterdor thoseunableto
understand thdocal language(Pahtaand Taavitsainen 2004172).
Second, the introduction of foreign words and phrases in the discourse of
advertising has been traditionally resorted to as a means of attracting the
audience’s attention, and it seems that English is particularly effective in
this sense (Berns 2009: 196).

Thus, Englishin commercial communication has been widely
exploredinternationally (e.g. Gerritsen eal. 2000;Yueng-Ying 2000;
Planken etal. 2010; Petéry 2011; Ruellot 2011), particularlyin
connection to the globalisation processes that bring local products to the
global arena. Two main topicsf interesthave been identified, i.e., on
the one hand,the useof English asa facilitating tool for implementing
the samecampaign in differentountries, and, on thether hand, the
combination of English and thelocal language(s)to achievecertain

Garcia-Yeste, Miguel. 2013. “Theresenceand rolesof English in
Swedish print advertising: An exploratory studyobrdic Journal of
English Studie42(1): 65-85.
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effects, for example drawing connections betweetueg typically
associated with the English language and the ptdzhing advertised.

The second issue, i.e. the mix of English and dballlanguage(s) in
a single message, has been explored in relati@everal languages of
the world, such as French, Dutch, Japanese, Spamidkalian. These
studies have focused on two different levels, ngméh) the
microlinguistic level, specifically the morphologi¢c syntactic and
semantic strategies used to incorporate Englisldsvand phrases into
the discourse in the local language; and (b) therofiaguistic level,
namely, how mixing English and the local languaffecés the text in
terms of author, audience, and purpose (Piller 2008-172).

In the Nordic countries, English seems to be paldity ubiquitous,
and some scholars (e.g. Hult 2012; Sharp 2007;ifa@tven and Pahta
2003) claim that English should no longer be com&d a second
language since its use has extended to the intaahtevel, and it is not
uncommon to come across combinations of English el local
languages in different contexts. For instance, ®amnd Taavitsainen
claim that even “those Finns who are not actualtyoived in
international affairs are also heavily subjectedEtgglish through the
mass media, being thus passive consumers of tgadge” (2004: 167).
Nevertheless, the presence and functions of Englishadvertising
messages has not been fully explored yet.

Previous studies have touched upon the integrainmhassimilation
of English words at the microlinguistic level inetiNordic region (e.g.
Stalhammar 2004; Sharp 2007). However, it seentsthiastudy of the
role of English at the macrolinguistic level hasaieed less attention,
and only a few publications have tackled the is$iu. instance, Pahta
and Taavitsainen (2004) carried out a diachronigstof the use of
English in advertisements from the yellow pagesHelsinki over a
period of fifty years. Their main findings indicatieat English is often
used to incorporate connotations of modernity andimgh living-
standards. Furthermore, their results highlightfdet that some of the
expressions used by Finnish advertisers imitateli@fndout do not
comply with the conventional ways of expressingsthadeas as used by
native speakers. In the case of advertising in 8wetlarson explored
job advertisements concluding that English is nyairded as a carrier of
certain values that make the job “sound more apgeahd challenging”
(Larson 1991: 368). However, it seems that litttergtion has been paid
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to the actual presence of English in purely comiaértexts, i.e.
advertisements for goods and services, considetitegg seemingly
substantial influx of English in the Nordic soceti(Gottlieb 2004: 41).

Thus, the present study surveys the presence dedofoEnglish
words and phrases in a sample of Swedish printrasements. More
specifically, the following research questions addressed:

1. How much English is there in Swedish print advertisnts?

2. Which part(s) of the message are more likely tdaarEnglish?

3. Which values are attributed to the products throaglish
words or phrases?

2. Material and method
For the purposes of this investigation, a corpus roagazine
advertisements collected in 2012 is used. The Shedilagazine
Publishers’ Associatiorsveriges Tidskrifterone of the largest media
organisations in Sweden, has been consulted sw @stdin information
regarding the Swedish magazine market. When camgptlie sample,
two main issues have been particularly relevanmalg, the inclusion of
different market segments and the selection of ipatibns with high
market shares. A variety of publications targetiifierent audiences has
been included so as to gain insight into the sitnah broad terms. This,
in turn, may help identify specific aspects of et for future studies.
Sveriges Tidskriftedists 38 market segments. However, some of
these segments have been found to occupy highlgiadised niches,
while other segments only contain publications vattmparatively low
market shares. Thus, the magazines with the highasket shares in
numbers of copies in 2011 have been identifiedhase were the most
up-to-date statistics at the time. Then, 10 of ¢homgazines have been
selected; they all represent different market sedgsngsee Table 1).
Regarding the theoretical foundations for this gtugty approach
draws mainly on genre analysis and advertisingarete On the one
hand, genre studies provide “a variety of framewanked to analyse a
range of textual genres constructed, interpretedused by members of
various disciplinary communities in academic, pssfenal, workplace
and other institutionalised contexts” (Bhatia 2002). Among those
frameworks, research on move analysis has genei@éito study the
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prototypical moves contained in a specific gensewall as the functions
carried out by them.

Table 1. Magazines selected for this study and tharket segment

Magazine Market segment

Hemma i HSB Home & garden

Dagens Arbete Industry, technology & craftsmanship
Lararnas Tidning Public sector & education
Svensk Golf Sports, exercise & health
ProPensionéren Recreational & cultural
Allers Family

Turist Travel

Motor Motorcycles & cars
Femina Women’s magazines
Dator Computers

Thus, Bhatia’'s work on the schematic structure dafintp
advertisements (2004, 2005) is used in this stilithe model identifies
six moves and their functions (see Table 2), wnety shed some light
on the role of English in each text in the samplar. instance, if used in
the headline, English may catch the readers’ attenhowever, if used
in the copy, English could make the details abbatadvertised product
available to members of the audience who cannoénstahd the local
language. Thus, for each advertisement in the sgrtipp move in which
English appears is documented. The function tylyigerformed by that
move is then considered in the interpretation armtugsion of the
findings. It is important to note that the schematructure identified by
Bhatia is not rigid, and variation can be expectadoarticular, it is not
uncommon to find hybridity or omissions of certaioves.
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Table 2 Schematic structure of print advertisements (Bh2€i04: 59-65; 2005: 213-
225)

The visual elements are generally crucial in teahsatching
people’s attention. These might include photograghswings,
or graphic accessories, such colour backgrounddebs etc.

Move 1: Visuals/
reader attraction

The headline is usually the most important elenadomg with
Move 2: Headline | the visual elements. Typically, it includes the gsio or
catchphrase.

Some adverts include a subhead or lead that begfyands the
Move 3: Lead main headline. Sometimes it becomes the sloganmkm
objective is to justify the product by establishmgiche.

The copy is the main text of the advertisementsThove can
present different realisations, namely:

¢ Detailing the product,

Move 4: Copy «  Establishing credentials,

. Endorsement or testimonials,
«  Using pressure tactics,

¢ Soliciting response.

The signature provides the advertiser’'s details, iogo,
advertiser's name, address, geographical situatiebsite
address, etc.

Move 5:
Signature

Move 6: Coupons and other strategies attract the audieatteistion and
Coupons/ offering ise thei by offeri ; -
incentives may raise their response by offering an incentive.

On the other hand, within the field of advertisiegearch, studies in the
area of content analysis focus on the way certalnes are encoded in
this type of commercial communication. This liner@$earch contributes
to the present study by providing the theoreticatkground and the
tools needed in order to explore whether Englishisied to insert certain
values in Swedish print advertisements. In thissserany patterns
identified in the sample could indicate that certaalues, collectively

associated to the English language, are beingférmed to the publicised

products or services in order to make them moradive in the eyes of
the prospective consumers. Previous studies (algaRnd Taavitsainen
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2004; Larson 1991) have identified this strategy oiimer types of
persuasive communication, which suggests thatinertdues associated
to the English language are sometimes transfemethe advertised
products or services.

In particular, Pollay’'s list of appeals (1983) ised as a model of
analysis in the present paper. This model, debpieng its origins in the
early 1980s, has had a significant impact on athiegt research, and is
still widely used (e.g. Zandpour, Chang & Catald®82; Albers-Miller
& Gelb 1996; Goéllner 2003; Singh & Matsuo 2004; @&ia & Alonso
2005; Lee et al. 2011; Tsai and Men 2012; Zaratioret al. 2012).
Pollay’'s model is formed by 42 categories, eachvbich represents a
value—conceptualised by Pollay appeal—that can be inserted in a
commercial message so as to attach that partigalae to the product
itself with the intention of enhancing the prodactlesirability in the
eyes of the consumer. Appeals are not mutuallyusket, that is to say,
any given advertisement may contain more than ppeal. Each one of
Pollay’'s appeals is presented along with a lisadjectives and phrases
that give linguistic form to that specific valueésexample in Table')3
The terms listed under each appeal belong to thee ssemantic field.
Besides, the model also considers other linguistid visual strategies
that bring these meanings into the message in plicibfashion.

Table 3. An example from Pollay’s list of appeal883)

Appeal Possible realisations

Fitness, vim, vigour, vitality, strength, heartise$o be active, athletic,

Healthy robust, peppy, free from disease, illness, infectiy addiction.

Thus, the study makes use of mixed methods fodat@ analysis, which
is organised in three phases. First, the magazaregxamined, and the
advertisements extracted and classified in thremipgg depending on
language choice, namely: (a) only Swedish, (b) $stednd English,
and (c) only English.

Regarding the second group, the advertisementsewfeglish and
Swedish are mixed, Bhatia’s classification of mofaasprint advertising

! Due to space limitations, only one appeal has Ipeevided as illustration. The
whole model can be found in Pollays’ paper (1983).
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is used so as to identify the location and functibrEnglish within the
message. Then, Pollay’s list of appeals is empldgediscover which
values are expressed in English.

For the latter group,e. those messages written entirely in English,
the scope of the company advertised is considédeds the company
operate on a local, Nordic or global scale? Cahghavide any clues as
to why the whole message is written in English?

3. Results

This section presents the results obtained in tfadysis of the sample.
First, the distribution of English in the samplepiesented. Then, the
messages fully written in English are examined.alyn attention is

drawn to the analysis of the texts where Engliskd &wedish are
combined.

The first stage of the analysis reveals that the meagazines
examined contain 430 advertisements, out of whinly @3 contain
English to some extent. That constitutes 17% ottaoked. From these 73,
nine messages are entirely written in English, @dnix English and
Swedish.

Regarding the nine advertisements written compleiel English,
further examination has revealed that seven oktlsasnpaigns belong to
global companies—e.g. Mont Blanc, Henderson Globalestors,
Deutsche Bank, etc.—, and have been used in seweahtries
worldwide. This seems to indicate that these cagmsaare written in
English merely for practical purposes. In other dgprbecause they are
written in English, the campaigns can be used ffemint countries,
without having to translate or adapt the copy te tlifferent local
audiences. Thus, these companies seem to be engplayiglobal
approach to the promotion of their products.

Besides those seven, two more advertisements fuiijten in
English have been found in the sample; these, hemveaublicise a
Nordic and a Swedish organisation respectively. fiits¢ one of these
advertisements is for a Nordic firm that sells swei@ the different
Nordic countries. Even if the scope of this compengot international,
given that the targeted audiences speak diffeerguages (i.e. Danish,
Finnish, Norwegian and Swedish), the company’'segsais comparable
to that of the previous cases. In other words, iBhgs used as a strategy
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that allows the implementation of the same campaigmore than one
country.

As for the second campaign, the Swedish advertisefmelongs to
Gotland University (see Figure 1). The reasons thigy institution uses
only English may be related to two different aspe@n the one hand,
advertising in English may attract internationaldsnts, which is
currently important for universities in general,dafor this one in
particular, as a visit to their website demonsgatén fact, their
institutional website contains some statements thmgint at
internationalisation as an important componenh@irtagenda:

- Gotland is a very dynamic region that is activatinsupporting education and
collaboration both on the national and internatidene!.

- Do you want a successful career in internationalagamer Attracting students
worldwide the Master in_Internationdlanagement program prepares you for
doing business in the internationalized warfdoday.

On the other hand, the appeals used in their ddeerént include
effectivenes¢‘our former students work at...”, which implies ththeir
alumni have managed to find a job in the areas etted to the studies
they received from this university), and indeperm#e'where doyou
want to go?”, where the use of a different typobsajindicates the
guestion is addressed at an individual member efatldience) which,
combined with the modern image conveyed by theaVislements, could
be used as a strategy to increase the attractivaridbe institution for
the audience.

Moving on to the next phase in the analysis, thaudois on the
moves and the appeals where English is used ift4hadvertisements
that mix both languages, English and Swedish.

Regarding the moves analysis, as mentioned in #thod section,
Bhatia’s model (2004, 2005) is used so as to ifletite location of the
English phrases found. This, in turn, provides tiomale that may
explain the role of English in these advertisements

The analysis of the sample shows that the movectivdtins English
more often is the headline, with 57 instances. Tis/e is usually the
most important element, along with the visual conmgs, in an
advertisement when it comes to attracting the meadattention.
Typically, headlines include slogans or catchplsdkat are designed to
remain in the audience’s memory.
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Figure 1. Advertisement for Gotland University

The second move in terms of frequency in the pesenh English is the
signature, with 43 instances. This move providésrination about the
company, such as its name, contact details, angf ladditionally, the
website address and name of the brand are nornpa#igent too,
sometimes merged with the logo. This move has Heend to be
particularly interesting in the sample. More speaify, it has been
observed that companies often include a phrase sthroet sentence in
English (see Figure 2), along with an image of preduct or the
company'’s logo on the right bottom corner; the fasiof this move is
extremely relevant since, as Kress and van Leey2@06: 183) state,
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the elements that are displayed on the right bottomer are more likely
to be identified by the reader as relevant inforomt thus, these
elements are more likely to be remembered.

Tanden har fem sidor.
Nu kan du borsta alla.

-
Din vanliga tandborste nér bara tre av tandens  Ménga tror att mellanrumsborstar bara ar for
fem sidor. Med en melianrumsborste frén TePe  dem med stora mellanrum. Men véra finns i
fr du riktigt rent &ven mellan t&nderna. Det ar flera olika storlekar och kan dérfor anvéindas
ju déir bakterierna gémmer sig, Och det ar dér av alla. TePes produkter &r utvecklade i sam-
'som béde karies och tandkéttsinflammation arbete med tandlékare och tandhygienister
‘ofta uppstar. och tillverkas i Sverige. Kp dem pé apoteken.

Hela tander. Hela livet.

W care for heathy smiies.

Figure 2. Advertisement for TePe tooth care prosluct

The lead, with 29 instances, has been found t@l¢ively important as
a carrier of English. In fact, this move has beeted to be quite often
written entirely in that language (see Figure 3)e Tunction of leads in
this type of promotional discourse is to expand Headline; leads
sometimes become the slogan. According to Bhatt®4p the main
objective of this move is to justify the productist is done by
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establishing a niche in the market (e.g. pointing aeed the consumers
may have) and then attracting the audience’s ateniowards the
product as the way to fill that gap.

A\ °Y o/
?O. -.Oq
LUCULLUS

Mycket och en nypa salt

- allt som en dkta Sambal Oelek ska besta av.

Sambal Oelek passar till det mesta nér du
vill ha en friisch smak av chili.

www.haugen-gruppen.se

Figure 3. Advertisement for Lucullus sauces

The last move where English has been found in dnepte is the copy.
The copy is the main text of the advertisement,iandntains the details
about the product or service. In the sample, listaclude English in
this move. However, a closer analysis reveals(djahese copies are not
completely written in English, and (b) the preseat&nglish is reduced
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to phrases or short sentences, which often refethéoname of the
product, or the text on the product’s label (sepifé 4).

. A
Upplev det basta s
frén natu“ -

Du hittar oss pa Kronans Droghandel och i Halsofackhandel

www.iloveburt.se

Figure 4. Advertisement for Burt's bees moisturiser

The third stage of this analysis involves the idmation of the

advertising appeals expressed in English in thepkanmis explained
above, the concept of advertising appeal refershéo values that a
message attaches to the advertised product. Théasesvare analysed by
categorising their actualisations—verbal or norbagr explicit or

implicit—according to the semantic field they aeti®. This part of the
analysis has revealed that the most recurrent &ppoeressed in
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English areeffectivenes425 instances)adventure(17 instances), and
distinctivenes$12 instances). This means that the most commetnres
that are attributed to the products through Engtish connected to the
three aforementioned semantic fields. Some examplesn from the
sample include:

Table 4. Examples of appeals in English from the

sample

Appeal Example
More taste.

Effectiveness Toyota, always a better way.
Better sound through research.
Twisty ride.

Adventure

Some like it hot.

o Sublime bronze.
Distinctiveness
Technology and elegance.

In addition, during the analysis it has been notiteat some of the
features observed are sometimes constant amongtiadueents of
similar types of products. For instance, the tgxtsmoting videogames
are an interesting case in that many of them seefollow a common
pattern. These advertisements use English in thadline, lead,
signature, and in the copy to a certain extent, dr@y all contain
references tauntamedand adventureas appeals; besides, Swedish is
used in the copy to provide the details relatethtospecific dates and
retail outlets where the products can be boughées&Hirms are global
brands that seem to use the same campaign globally.

Similarly, in Motor magazine, it has been observed that local
companies in the motorcycle sector—usually officiadtailers of
international brands—tend to use English in themdiines, leads and/or
signatures, in combination with the appealadfzenture However, the
details about the product, service or special affergiven in Swedish.

4. Discussion
This section discusses the significance of the ltesshown in the
previous section, and is organised around the ttesearch questions
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addressed by this study, namely: (a) how much Ehngis there in
Swedish print advertisements? (b) which part(ghefmessage are more
likely to contain English? and (c) which values atéributed to the
products through English words or phrases?

The first question refers to the actual presendengflish in Swedish
print advertising. An interesting aspect that desifyrom the results of
this study is that, only nine out of the 73 pridivartisements analysed
are written exclusively in English, which is a telaly low ratio. While
the inclusion of publications targeting differemipulation segments may
have had an impact on the sample in terms of laygehoice, the low
presence of English is still surprising given théemtion that
globalisation as a phenomenon has received ira8tebuple of decades.
In this sense, a possible explanation might be ectexl to the concept of
glocalisation. This concept, as defined by Robertsefers to “the
tailoring and advertising of goods and servicesi@tobal or near global
basis to increasingly differentiated local and ipatar markets”
(Robertson 1995: 28), and is sometimes summarisethiak globally,
act locally®. Thus, it seems that most companies tend to goafor
glocalised approach to marketing, at least whetoihes to advertising
their products in magazines; this means that tharget different
audiences over the world, and sometimes employaicertommon
elements, such as slogans or catchphrases, bobtbef the message is
adapted to each specific community. In this contexily a few
companies seem to opt for a global approach inlwhisingle campaign
written in English is used in different countridés.fact, the sample as a
whole contains a limited amount of messages wriitdy in English.

It is also worth mentioning that among those nidgestisements
fully written in English there are two campaigns afrather different
nature. One of them is a Nordic company which ssllsets in Denmark,
Finland, Norway and Sweden, and which implemerdgsstime campaign
in the four countries. The second case is that 8wadish university
whose promotional text is English. Considering tlom-going
internationalisation of students and staff at ursies all over the
world, it is easy to understand why some univegsitihoose to advertise
in English as a tactic to attract new students.igsue that would be

2 For further information see Robertson (1994, 1995yensson (2001),
Maynard and Tian (2004).
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interesting to explore in connection to this is wlkamong the four
universities whose advertisements are included him $ample, one
produced a message written exclusively in Swedigh,mixed Swedish
and English, and the third one chose to use ongli§in Unfortunately,
the present study is not able to provide an exgilamafor this

discrepancy, although the reasons could be corthéotelifferences in
the student populations the three institutions ihsuaceive, or expect to
attract.

The second aspect explored in this paper refethddocation of
English within the advertisements. This has beewlistl through the
tools offered by genre studies. In particular, Biiatschematic structure
of print advertisements has been used to surveghmmoves are more
commonly selected as carriers of English elemdriisse, as mentioned
above, have been found to be mainly the headliesignature, and the
lead, while Swedish is resorted to for the copy,esehthe main
information about the product or service is offer@hly some cases
have been found where English is present in the.clbpthese cases,
however, English is mostly used to quote eithemtéu@e of the product,
or the text on its label. Therefore, English may b&ed in the
advertisement as a way to help the consumers fgdehé product when
they see it in the retail outlet.

All in all, the results of the moves analysis setmndicate that
English is used in those moves that, following Bh&§2005: 213-225),
typically seek to catch the readers’ attention, aiitl remain in their
memory as catchphrases and slogans, while the infarmative load—
details about the terms and conditions, the gealiind benefits of the
products, etc.—is conveyed in the local languagehaps to ensure the
audience’s full understanding. This tendency migitconnected to the
aforementioned concept of glocalisation. In otherdg, companies may
be using a strategy that consists of keeping tiemtain-grabbing moves
in English, while adapting the copy for each lamadlience. In that sense,
it would be interesting to explore why English ésorted to as a way to
catch the audience’s attention; a plausible reasay be that companies
use English because, surrounded by Swedish, idst@ut from the main
text—because it idifferent— and will be remembered more easily.

A different explanation, however, may be connededhe third
aspect analysed in this paper, namely, the adveyteppeals realised by
means of English elements. In this sense, the frexpient in the sample
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are effectivenessaadventureanddistinctivenessThe recurrence of these
appeals could indicate some common association wwedSh
advertisements between English and these qualltiesther words, it
might be that Swedish advertising professionals Eeglish as a
particularly successful strategy to activate theeg¢haforementioned
values in the mind of their audience, and to aitelthose values to the
products they are publicising. These ideas are maw, however;
previous studies have pointed in this directiony.(earson 1990; Piller
2003; Pahta and Taavitsainen 2004; Cheshire aneM2840), and have
claimed that English is often used to make cenmoducts or services
more attractive for the reader by associating thgth certain values,
such as modernity or distinctiveness.

An interesting issue that has been revealed bwrladysis is the fact
that in some industries there seem to be commastipea regarding the
use of English in commercial texts. In particukasignificant number of
advertisements for videogames analysed in thisystigplay a similar
strategy; companies seem to create a global campgaigvhich the
attention-grabbing elements are written in Englishd then the local
language is used to provide the information whiobbpbly varies from
country to country, e.g. which retail outlets sbk videogame, or when
the product will be launched (see Figure 5). Ndwadess, more empirical
data that illustrates what is done in other coestrtand maybe even
interviews with advertising agencies—would confiwhether this is a
common strategy used in this specific sector.
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DESTINY
RAGES WITHIN.

£

HAN OTHERS.

il

Figure 5. Advertisements for videogames Syndicaid &ingdoms of Amalur:
Reckoning

5. Conclusions

The present study has explored the presence ared aisEnglish in
Swedish print advertising. The main motivation tbrs research has
been the fact that little attention seems to hasenlpaid in the past to
the incidence of English in Swedish advertiseméots goods and
services, despite the apparent ubiquity of Engfigihe Nordic countries.
In particular, the focus has been on the frequaricgnglish words in
phrases in a sample of Swedish print advertisemgrgsnoves in which
English is used, and the appeals it brings intaitkesage.

Regarding the ratio of English and Swedish in thege, English
has a relatively low frequency, and it is mostlypdmged in combination
with Swedish; campaigns written exclusively in Esiglare quite rare in
the texts analysed. As mentioned above, the sanpbéiuded
publications targeting different population segrsemnwhich may have
had an effect on the results in terms of the pmseof English.
Nevertheless, this has been a rather unexpectedret especially in
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light of previous studies which suggested that Mocitizens are heavily
exposed to English in the media. These findings mdigate that, when
it comes to print advertising, companies tend tefgr glocalisation
strategies by which certain parts of their campsaigre reused—e.g. the
headlines or the slogans—, while the rest of thé iteadapted so as to
consider the idiosyncrasy of each specific audiericewould be
interesting, nevertheless, to see whether researauvertising in other
media yields different results.

As far as the location of English and its role lie imessage, more
often than not English is used in the sample te jivguistic expression
to the moves that seek to attract the reader'sitaite namely the
headline, the lead and the signature. On the dihed, the copy is
usually written in the local language, except fomg instances where
English is used to refer to the product’'s namehertext on its label. A
plausible explanation for this practice may be tBaglish stands out
from the rest of the message as being differentiamafy, therefore,
make slogans or catchphrases easier to remembesevdo the details
about the product or service are usually convepe8wedish; this may
be a strategy companies resort to when they wamhdke sure this
information is easily understood by the local ande In fact, previous
studies (e.g. Gerritsen et al. 2000) claim that,same cases, local
audiences may not fully comprehend the message thiners written in
English.

As for the specific appeals English is more likedyrepresent, the
findings seem to support the results of previowsliss which indicate
that English may be used to make products or sesvitore desirable in
the eyes of the prospective consumers. In factdéta suggests that the
appeals more commonly evoked by Englisheffectivenessadventure
anddistinctivenesswhich are used in a positive manner.

These conclusions may help advertising professsoaatl students,
as well as researchers and instructors workingnénfield of languages
for specific and professional purposes. Howeveg, glesent study was
designed as an initial attempt to survey the cars#tuation of print
advertising in Sweden, and should therefore berdeghas a first
approach to the issue. The findings are, thuscootprehensive enough
to fully explain some related aspects, such as watiwye advertisers
choose to mix English and Swedish, while otheréepr® promote their
products only in one of those two languages. Furtiesearch could
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make use of interviews with advertising professierta try to answer
this question. Another issue that remains unexpthins whether
advertising professionals and audiences are fulyara of the
associations these messages seem to reflect. yiriawill also be
interesting to see how the advertising landscapéres in the future. As
Larson (1990: 368) already indicates, nowadayssitthe younger
audiences who are perceived as more receptiveet&niglish language,
but as time goes by, its presence in slogans aras@és may gradually
become commonplace for wider segments of the pbpaola
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Abstract

This study examines the evaluative reactions of university students to their non-
native lecturers’ English skills in English-medium instruction, i.e. when English is
used as a lingua franca in an academic context. In particular, we examine the
relationship between perceptions of English language proficiency and perceptions
of general lecturing competence (defined here as knowledge of subject and
teaching skills). Statistical analyses of 1,700 student responses to 31 non-native
English-speaking lecturers at a major business school in Denmark revealed that
the students’ perceptions of the lecturers’ English language proficiency is a
significant predictor of their perceptions of the lecturers’ general lecturing
competence and vice versa. We interpret this as a two-way relationship caused by
speech stereotypes similar to those which have been demonstrated in social-
psychological experiments. This effect should be addressed when universities use
student ratings to evaluate teaching in English-medium content courses.

1. Introduction

English isusedincreasinglyasthe mediumof instructionat universities

and businesschoolsaround EuropgVan derWendel996; Wachter&
Maiworm 2008:10). In Denmark, manynstitutionsof highereducation

are offering a steadily growing number of English-mediumcourses,
especially at postgraduatdevel in the natural sciencesand business
programmes, a®videnced bythe curricula at the Danish Technical
University, the Faculty of Life Sciences at the University of Copenhagen,
and at the Copenhagen Business School (CBS). Many so-called “prestige
programmes”, such ashe Copenhagen Mastersof Excellence
programmesat the University of Copenhagen, areonducted entirelyn
English, partlyin orderto be ableto attractthe very bestinternational
students and partly to prepare graduates for a globalised job market (see
e.g. Coleman 2006: 7ff; Wachter & Maiworm 2008: 67). At CBS there is

a surging demand from students for English-medium programmes, and a
proportionatedecreaseén interestin Danish-languagprogrammes, even

Jensen, Christian et al. 2013. “Students’ attitudes to lecturers’ English in
English-medium higher education in DenmarkNordic Journal of
English Studie42(1): 87-112.
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among Danish students (Sven Bislev, vice dean atathn at CBS,
personal communication).

This shift towards English-medium instruction ativemsities has
been attracting attention because of its politieadd educational
perspectives. The political interest mostly reveharound the fear of
“domain loss”, the risk that Danish can no longez hbsed to
communicate scientific knowledge (Haberland etl8B1; Jarvad 2001;
Danish Ministry of Culture2008; Gregersen et al. in press). With regard
to the educational perspective, on the other h#mel,major concern
seems to be what might be termed “content lose’,that learning is
impaired.

To this can be added the related issues of attiundeimage, which
have not received much attention in the literatare English as an
academic lingua franca. Interviews with directofstody and deans of
education reveal that there is no shortage of aesdabout the poor
English skills of some teachers (and students).eRestudies report
similar comments or responses from students ineygrconducted in
Sweden (Bolton & Kuteeva 2012), Austria (Tatzl 2paftd Norway and
Germany (Hellekjeer 2010). There is thus good reésa@itempt to shed
further light on this issue through more systemaditd controlled
investigations of students’ evaluational reactidos their teachers’
English skills and of the potential effects thisynteave on the image of
both individual lecturers and the institution astele.

The issues of content loss and image, or what Leay2008) refers
to as “credibility”, are clearly interdependent. Rigtes that “age, gender,
appearance and nationality each can affect stymenéptions of teacher
credibility, and so too can language proficiencyewhEnglish is the
instructional lingua franca”, and he comments thas difficult, perhaps
impossible, to know definitively how students assesedibility”
(Lavelle 2008: 143). According to Lavelle, repeatedors, such as
consistently mispronouncing terms or expressionkéy concepts in a
lecture, or stigmatised L1 features can “erodeheacredibility” and
lead to students paying more attention to lingeigtirors than to the
message of the lecture (Lavelle 2008: 144). Thiscaurse, must be
expected to lead to content loss and reduced fegarni

This notion of credibility, or image, is consistenith a general
finding in the literature on the social psychologl language. Social
psychological experiments have demonstrated tetgniérs may judge
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speakers negatively both on indicators of socithetiveness and on
indicators of competence, based merely on variatiaccent—not only
with respect to regional accent (e.g. Giles 1980}, also to native vs.
non-native accents (Coupland & Bishop 2007; McKer2008). Such
evaluations are based, at least to some extenstesaotyping, i.e. on
“over generalizations that are applied to any ethgioup member
regardless of his or her individual characteristigGrant & Holmes
1981: 107). In the area of linguistic stereotypiitgyvas shown as early
as the 1960s that listeners make judgements aljedksrs’ social
attractiveness and competence from hearing evdyg $hiort samples of
speech in experimental settings, and that theggejudnts reflect general
attitudes towards the group of which the speakejudged to be a
member (Lambert et al. 1960; Lambert 1967). The esasocial
psychological mechanisms can be expected to haugflaence on how
teachers are perceived in the classroom. In otbedsyit is possible that
variation in teachers’ linguistic abilities may oke stereotyped
impressions of their overall competences and tlyehelye an impact on
whether students perceive them to be competentomigtlinguistically
but also academically and/or pedagogically.

Universities in Denmark are beginning to address iisue of the
lecturers’ English skills in different ways. Onetbkse is to simply ask
the students whether the teachers’ English is adedor the purpose—
typically as part of the course evaluation. Thigvitably raises the
guestion of whether we can actually trust studeassessments of their
lecturers’ English. Do their ratings accurately leef the lecturers’
English skills in that specific context, namely deimg graduate and
undergraduate courses in higher education? Ourctatjmn is that they
do not. Some studies have shown that judgements émyuage can be
influenced by the listeners’ knowledge (whethesdabr accurate) about
the speaker’s “status”, in terms of the speakecsbmplishments in a
number of different tasks and educational or voceti background
(Thakerar and Giles 1981; Ball et al. 1982; Rub#92). And Orth
(1982) found a very low correlation between studeaiings and the
ratings of a group of 12 experienced EFL teachdrshe speaking
proficiency of 10 foreign teaching assistants. Hesve student
evaluations, including evaluations of their lectareEnglish language
skills, are currently used as a measure of suqoedsilure) of courses
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and lecturers at universities. It is therefore intgat to learn more about
the accuracy and potential biases of these evahsti

At least one study, Rubin & Smith (1990), has dest@ted that
when students perceive lecturers’ speech to bdyhigitented, they also
judge them to be poor teachers. This study was ezard with
International Teaching Assistants at North Ameriaamversities—a
subject which has received a lot of attention, least in the 1980s and
1990s (Orth 1982; Brown 1988; Gill 1994; Rubin 1982akans 1997).
In most of these studies the listeners (studemésk#dher predominantly
or exclusively native speakers of (North Americ&mplish. It therefore
still has to be determined to what extent theidifigs are valid for the
English as a lingua franca (ELF) context which wedfin European
universities offering English-medium content costse

Based on the above discussion we have formulatedhiypotheses
which are in fact mirror images of each other:

1) Students’ perceptions of their lecturers’ Engliahduage skills
influence their perceptions of the lectureggneral lecturing
competencéknowledge of their field and teaching skills);

2) Students’ perceptions of their lecturers’ generatturing
competence influence their perceptions of the tecsuEnglish
language proficiency

We suggest that the relationship between perceptioh English
language proficiency and perceptions of generalietw competence is
one of mutual influence. The issue of directioyatié@nnot be determined
by the statistical tests, however, but is treatedsome detail in the
discussion.

In addition to the main hypotheses, we exploreekient to which
the hypothesised relationships between the twabbkas are influenced
by a range of background variables which are linkedeither the
“object” (the lecturers) or the “subjects” (the dduts):

e Student variables: gender, year of study, acadessalts, self-
assessed English skills, L1

* Lecturer variables: gender, age, L1, teaching eepee, job
category
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2. Method

Evaluative reactions to language, most typicallgeat, are traditionally
examined using the matched-guise technique (Laméeral. 1960;
Lambert 1967) or a variant of this design, whidbws for direct control
of the background variables. However, we wantedsée if such
attitudinal effects, specifically the ones listes laypotheses 1 and 2
above, could be detected in a more ecologicallidvahd consequently
less controlled, design that is by and large igdahtvith the method we
normally use to collect student evaluations of sear The aim was to
show that the use of appropriate statistical teqples allows us to test
our hypotheses even under these less controlleditamrs, thus paving
the way for developing and applying a valid proceddior future
research of this type.

A combination of questionnaires and audio recorsliradl collected
at CBS, was therefore used to answer the issudisaslaibove. Audio
recordings were made of 31 45-minute lectures, Imiclv the teacher
gave a 20-30 minute presentation, usually followga brief discussion
or questions from the students. At the end of dacture, separate
questionnaires were distributed to students archtga, who filled them
in on the spot.

The student questionnaire contained 38 items dtuddgs to the
lecture, the teacher, and the teacher's commanHlngfish. The first
three items served to gauge the students’ glolshiramediate responses
to each of these three aspects: they were askedeioon a scale from 1
to 5, (1)this lecture (2) the teacheiand (3)the teacher’s EnglishOf the
remaining 35 items, six were excluded from furtlaralysis (four
because they covered “interaction”, of which thier@ed out to be little,
and two for technical reasons). The final 29 itewere phrased as
statements to which the students were requiredsjpond on a four-point
Likert scale ranging from “strongly agree” to “stgly disagree” (with
an additional option of “don’t know”). The resporssere subjected to
Rasch analysis (Rasch 1960), which confirmed thgihgle scale could
be constructed for each section. These scales landstatements on
which they are based are shown in Figure 1.
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Rasch scale label

Items

Lecture Content.

Statements about the level,
usefulness and general appea
of the lecture/topic

| found the academic level appropriate

| found the content of this lecture difficult

| found the lecture useful in advancing my
knowledge

I learned a lot from this lecture

| found that this lecture improved my knowledge
the area

| found the lecture interesting

Lecture Structure.

Statements about the structuré
and general presentation of th
lecture

| found the lecture well-structured
| found the lecture well-presented
2 | found the lecture well-organised
el found the lecture easy to follow

General Lecturing
Competence.

Statements about the lecturer’
knowledge of the field and
ability to communicate in an
effective and engaging
manner.*

| found the teacher very knowledgeable about th
subject

| found the teacher to be a real expert in thisi fie

s | found that the teacher was good at explaining t

subject

| found the teacher engaging

| found that the teacher kept my interest

| found the teacher enthusiastic about the subjeq

| found the teacher pleasant

D

ne

—

English Language
Proficiency.

Statements about various
aspects of the lecturer’s
English, such as grammar,
fluency, vocabulary and
pronunciation.

| found the teacher’s English fluent

| found the teacher’s English easy to understand

| found that the teacher often struggled to finel th
appropriate words

| found that the teacher was good at re-phrasiag
meaning of key concepts and terms

| found that the teacher had adequate vocabular
describe the subject matter well

| found that the teacher had too many long
hesitations

| found that the teacher had good English gramn

| found that the teacher made basic grammatical
errors

| found that there were too many unfinished
sentences

| found that the teacher has good English
pronunciation

| found that the teacher sounds like a native sgre
of English

th

to

ar

nk

| like the teacher’s accent

Figure 1 Rasch scale labels and questionnaire items
* Originally two separate sections, but they wesenbined into one Rasch scale.
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Most of the statements express positive attitudegh negative
statements only in the scales English Languagedrnéy and (in one
case) Lecture Content. In hindsight it would haeerb better to have
positive and negative statements distributed meealg across the four
scales.

We stress that the scale English Language Profigiamas not
designed to measure the lecturers’ communicativepetence, in terms
of “getting the message across” and interactingogiffely with students
while lecturing in an ELF context. Both the aneedlogvidence of
students’ complaints about their lecturers’ Engl{gicluding student
evaluations) and comments in surveys on Englishiumednstruction
(Klaassen 2003; Bolton & Kuteeva 2012) suggestidsates of language
proficiency can trigger negative attitudes towatdslecturers. The scale
was therefore intended to be a measure of therstisigmerceptions of the
lecturers’ proficiency in English.

The attitude statements were followed by a sedtiitin questions on
the students’ biodata, including age, gender, anadeesults in upper
secondary school, nationality, native languageyipus exposure to
English, and self-assessment of English skillsi{lgneral proficiency
and proficiency in connection with specific academugtivities).

The teacher questionnaire contained questions eetichers’ own
presentations and their perceptions of the studentdivation and
interest in the specific class. They were also distgrovide information
about their preparation for giving the lecture inglish, e.g. checking
terminology, pronunciation and grammar. In additiguestions were
included on whether they thought they would havenbable to perform
better (on a number of parameters) in their ndéimguage. Finally, they
were asked to provide the following background ditla category, age,
gender, nationality, native language(s), experieasgg English in
English-speaking countries, teaching experience satidassessment of
English skills. Only the background data from thadher questionnaire
are included in the analyses in this paper; detdilhe teachers’ self-
assessment can be found in Jensen et al. (2011).

The sample was drawn from 12 English-medium degregrammes
at CBS—six BA/BSc programmes and six MA/MSc prognaes within
the fields of economics, politics, management andsiness
administration. In total, 31 lectures were includadthe study, 21 of
which were at undergraduate level and 10 were atgpaduate level.
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The 31 lecturers comprised seven women and 24 #tmeterms of
nationality, 24 were Danes and seven were non-Danes

Altogether, 1,707 student questionnaires were ciglte but the
actual number of individual respondents is smahlan this, since some
students attended two sessions. All student reggonere anonymous,
and the response rate was close to one hundreckperThis high rate
was achieved because we opted for handing out dlestiqnnaires in
class rather than using online questionnaires. Aumber of responses
per session varied between 20 and 183, with a mefn55.
Approximately 60% of the respondents were Danedistvhe remaining
students came from a variety of other nationalities

The spoken English proficiency of the non-nativeadpng (NNS)
lecturers was assessed by three experienced EFhires, referred to
below as the “EFL examiners”. All three examinersrevtrained EFL
teachers with extensive experience of assessindisBnmm an ELF
context, as teachers and testers of diplomatseaBthool of Languages
at the Ministry of Foreign Affairs and as examinershe CBS Project in
Language Assessment for Teaching in English (PLARKENng &
Hjulmand 2008). They were given access to the atetiordings of the
lectures, but no other information about the lemtsirwas revealed to
them. All three examiners assessed all 31 lectuadiar they had given
their initial ratings independently of each othitiey met and discussed
their assessments before arriving at one jointdommunal”) rating for
each lecturer. The examiners were asked to rdlatedssessment to the
Common European Framework of Reference global SEa-R: 24)
with the added instruction that they should indicavhether a
performance was, for instance, a “high C1” (C1+)Joa C2" (C2-), etc.
These ratings were then coded numerically for sylesst statistical
analysis. The lowest rating was a Bl+ and the Rsighe C2-,
corresponding to the values 9 and 16, respectivatythe numerical
scale.
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3. Results

3.1 Effect of perceived English skills on perceiggmoheral lecturing
competence and vice versa

The effect of perceived English skills on perceivgeheral lecturing
competence cannot be tested directly with our dsitece we did not
control for variation inactual competence (as determined by some
external measuring instrument). Obtaining such aswmee would be
difficult, partly because our variable General ety Competence also
includes statements on the lecturer's “knowledgeualihe subject”.
However, by examining the effect that certain colntvariables, or
independent variables, have on the two dependerdsumes (the
students’ ratings of the lecturer's English and egah lecturing
competence, respectively), it is possible to galirect evidence of the
connection between those variables. We construgtedmixed effects
regression models, one with the students’ ratirfighelecturers’ general
lecturing competence as the dependent variable amel with the
students’ ratings of the lecturers’ English languaayoficiency as the
dependent variable. Mixed effects models allow fbe control of
random variation between the levels of certain dachpariables—in our
case the lecturer and the students’ nationality-etthh the inclusion of
random effects. This means that we can assess fthetseof our
variables of interest over and above such varidbietveen the sampled
variables (Baayen 2008: 241ff). Both models wettedi using thédme4
package in the statistical computing environmentViRe applied a
forwards stepwise approach to fitting the modelslding the models by
adding one variable at a time—starting with the tramtrol-oriented
variables and finishing with the most interestirgiables in terms of the
tested hypotheses. At each step in this processdh&ibution of the
included variables was evaluated. Variables whicbntributed
significantly to the model were kept while those ieth were non-
significant were excluded.
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3.1.1 Predicting perceived general lecturing corepee
The following variables were tested in the orderwhich they are
presented below:

* Random effects: lecturer, students’ nationality

 Lecturer background variables: amount of teachixygegence in
mother tongue (L1), amount of teaching experienceéemnglish,
gender, job category, age

« Student background variables: gender, year of Studself-
reported) academic results before enrolling at C&¥H-assessed
competence in English, language background (L1)

» Students’ responses on other Rasch scales: Lecorgent,
Lecture Structure, and finally English Languagefierency

Most of the above-mentioned student variables haverevious
studies been found to have a significant effect emaluations of
lecturers’ competence. Ling and Braine (2007) foandeffect of year of
study on undergraduate students’ attitudes to NN§ligh teachers in
Hong Kong, and Plakans (1997) found an effect ¢ lpender and “year
of enrolment” on students’ attitudes towards Indgional Teaching
Assistants (ITAs). McKenzie (2008) found an effettboth gender and
self-assessed proficiency in English on perceptiaofs speaker
“competence” in a verbal-guise experiment, sucht ttree female
Japanese informants rated the speakers more pbgithan did the male
informants, and informants who assessed their omgligh higher gave
more favourable ratings to (some of) the speakerthé experiment.
Finally, Carrier et al. (1990, cited in Plakans 7p%und that NNS
undergraduates gave higher ratings to ITAs thannditive English-
speaking students. However, the findings obtained earlier
investigations were not confirmed in the presentigt where none of
these variables were found to have any effect an ghrception of
general lecturing competence.

With regard to the lecturer variables, there waggaificant effect of
gender before job category was included. It shdiddoointed out that
only seven of the 33 lecturers are women, includimgonly two PhD

! This variable refers to the placement of the oeimsthe curriculum, but since
virtually all students follow the curriculum as scluled, it has been included as
a student variable.
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students in the survey. These two female PhD stadeoth received
fairly low ratings, which may be an effect of bdtke gender and job
category variables or some combination of the titowever, in our
data, the variance was explained better by thecptiegory variable.
Adding the job category variable also meant that é#ifect of the
variable teaching experience in English was nodosignificant.

The final model revealed significant effects of rfoexplanatory
variables, namely the factor job category and tbevariates Lecture
Content, Lecture Structure, and English Languagefidiency. In
addition to these four explanatory variables, ramdotercepts were
included for the variables nationality and lecturand random slopes
were included for the variables Lecture Content Bndlish Language
Proficiency. The residuals were inspected for thigal model, outliers
were removed from the data set using a cut-off tpoin2 standard
deviations (6.6% of the responses), after whichrtioelel was refitted.
The final model explains 75% of the variance inttitamed data set.

Table 1 Summary of the mixed-effects analysis of varialgeedicting General Lecturing
Competence. The model also includes random intexdeptlecturer (SD estimated at
0.4125) and students’ nationality (SD 0.0638), bydecturer random slopes for Lecture
Content (SD 0.1447) and English Language ProficiéB&y 0.0830).

MCMC HPD95 HPD95

Estimate pMCMC
mean  lower upper

(Intercept) 1.2544 1.2433 0.9458 1.5213 0.0001
Job cat. (assoc. prof.) -0.1895 -0.1930 -0.5242 4881 0.2618
Job cat. (ass. prof.) -0.7964 -0.7728 -1.1685 1138 0.0006
Job cat. (PhD stud.) -1.8241 -1.8002 -2.3633 -11260 0.0001
Job cat. (part-time ) -0.2483 -0.2563 -0.6217 4624  0.1896
Lecture Content 0.2247 0.2280 0.1702 0.2826 0.0001
Lecture Structure 0.3474 0.3499 0.3116 0.3910 @000

English Language Proficiency 0.1215 0.1229 0.0878 .1598 0.0001

The estimated coefficients and related valuesHerfixed effects in the
final regression model are presented in Table ih wah indication of
significance level as determined by Markov chaimiéoCarlo (MCMC)
sampling (see Baayen et al. 2008). The second cokhmws the mean
estimate for 10,000 MCMC samples, while the thind &ourth columns
show the credible intervals within which 95% ofseeMCMC estimates
lie (corresponding to 95% confidence intervals)r B co-variates, if
the number in thé&stimatecolumn is positive, it means that a higher
score on this variable is associated with a higicere on the dependent
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variable, here General Lecturing Competence. A tiagaestimate
indicates that a higher score on this variablesmoeiated with a lower
score on the dependent variable. For the factor gategory, each
estimate indicates the difference in ranking betwaeeference level, in
this case full professor, and the level of the dacipecified in the
relevant line.

It appears from Table 1 that there was a signifiefect of job
category on General Lecturing Competence. Thiofdaas five levels,
four of which can be ranked. The reference levet lie “full professor”
(not shown in the output), and there was an inimgasegative effect of
job category with each level lower in the hierarchgsociate professor,
assistant professor, PhD student. The differentedan full professors
and associate professors was not significant, $gist@ant professors and
PhD students were rated significantly less favayrathan full
professors. Part-time lecturers fall outside thexdrchy, since they are
generally recruited both among recent graduatesaamohg high-level
executives from the business community; this ikecééd in the fact that
the difference between full professors and parétiecturers is non-
significant.

The measures Lecture Content and Lecture Struetere also both
significant predictors. In other words, lecturerbose lectures were
evaluated more positively in terms of content amdcsure also received
more positive evaluations in terms of their genketiuring competence.

However, the result that we are most interestetieire is the last
row, which shows that there was a significant éfedd=nglish Language
Proficiency on General Lecturing Competence. THecefwas positive,
as expected, which means that lecturers whose dbngtas perceived as
better were also perceived as having higher gendeaturing
competence, even after the other explanatory Vasaad been taken
into account.

3.1.2 Predicting evaluations of lecturers’ English

Having established that students’ perceptions ef létturers’ English
have predictive value for their perception of thectlirers’ general
lecturing competence, we turn to the analysis atlwindividual factors
have an effect on the students’ ratings of theutecs’ English. Most of
the variables which were entered into this modeltae same as for the
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previous model, but a few additional factors wemstdd. Most
importantly, we included the ratings from the EFkaminers as an
expression of the lecturers’ actual, rather thamgieed, proficiency in
spoken English. Obviously, the EFL examiners’ mginare also
subjective, but we believe that the communal ratioiga panel of highly
experienced EFL teachers and examiners providebts possible
approximation to an “objective” measure of actualfigiency. To the
extent that this assumption is valid, the remainiagables in the model
can be expected to capture the variance in theestsidratings which is
not directly related to language skills.

The following variables were tested in the modghia in the order
in which they are presented below:

« Random effects: lecturer, students’ nationality

* EFL examiner ratings

* Lecturer background variables: gender, age, amotineéaching
experience in their L1, amount of teaching expegeim English,
job category, length of stay in an English-speakiogntry

» Student background variables: gender, year of stadgdemic
results before enrolling at CBS (self-reported),pasure to
English, self-assessed competence in English

* Assessment scale variables: Lecture Content, Lec8iructure,
General Lecturing Competence

* Whether the lecturer and the student share the safne
(Lecturer/Student Shared L1)

There was a significant effect of age before jotegary was introduced
into the model. The contribution of job category wasll as that of
Lecture Content became non-significant once Gendratturing
Competence was included. It should be noted thetetlis a fairly
complex relationship between teaching experiencelLln teaching
experience in English and the amount of time spenan English-
speaking country, which will not be examined furtimethis paper.

The model was trimmed in the same way as the malbele, but
using a cut-off of 2.5 standard deviations (remgvin8% of the data
points). The estimates and associated values ofitkd effects that
turned out to be significant in the final model presented in Table 2.
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Table 2 Summary of the mixed-effects analysis of varialgesdicting lecturers’ English
competence. The model also includes random intesdep lecturer (SD estimated at
0.5136) and students’ nationality (SD 0.2051).

MCMC HPD95 HPD95

Estimate pMCMC
mean  lower upper
(Intercept) -2.7439 -2.7465 -3.9043 -1.4661 0.0002
EFL examiner ratings 0.2568 0.2557 0.1526 0.3520 00OQL
Stay Abroad (log) 0.1592 0.1587 0.0418 0.2780 (B007
Lecture Structure 0.2601 0.2601 0.1736 0.3537 @.000
Lecturer/Student Shared L1 -0.3737 -0.3895 -0.5720.1998 0.0001

General Lecturing Competence 0.4423 0.4442 0.37525100. 0.0001

Table 2 shows that the EFL examiner ratings wemnendoto be a
significant predictor of the students’ ratings betlecturers’ English:
lecturers who received a higher rating by the Ekan@ners were also
evaluated more positively by the students. In &alujtthere was a
significant positive effect of Stay Abroad (loghét log-transformed
number of months a lecturer had spent abroad, usimglish as the
working language). This is perhaps surprising ire aespect—if a
prolonged stay in an English-speaking country tesih improved
proficiency in English, then this improvement sltbblve been captured
and explained in the model by the EFL examinerngsti One
explanation may be that such an improvement insluteas which are
not covered well by the CEFR scale or which requiseial contact, for
example greater confidence as reflected in bodguage or facial
expressions, or the use of visual aids such agssl{idecall that the
examiners only had access to audio recordings efldlbtures). The
students’ perceptions of tistructureof the lecture were also found to be
a predictor of ratings of English proficiency, dwtlecturers’ English
was evaluated more positively in lectures whickeiesd higher scores in
terms of their structure.

A significant effect was found for the variable heer/Student
Shared L1, which is a two-level (yes/no) factoridating whether the
lecturer and the student have the same L1. In passts where this is the
case, both have Danish as their L1. The effectneggtive (estimate = -
0.3737), which shows that students who sharedtarbts L1 rated his
or her English lower than when this was not theec@iven that Danish
is the shared L1 in almost all such cases, thdtressentially shows that
Danish students gave lower ratings to Danish lecsur
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Finally, and importantly, the analysis also showgabsitive effect of
General Lecturing Competence, the measure which wgasl as the
dependent variable in the first model. In otherdgothere is an effect in
both directions between the variables English LagguProficiency and
General Lecturing Competence. Lecturers who aréuated positively
on one of these variables are also evaluated yelgition the other
variable. The possible interpretations of thesdlifigs are discussed
below.

4. Discussion

The mixed-effects analyses reveal an effect of geed English skills

on perceived general lecturing competence and vi&sa. However,

owing to the design of our study, this is essegtial correlational

analysis which cannot explain the causality of ¢helects. There seem
to be at least two plausible explanations. The fessibility could be

that the two underlying skills are indeed corradate the sense that
there is a tendency for lecturers with better skil spoken English to
also have higher general lecturing competence, thatl the student
ratings simply reflect this. The second possibiiéyhat all or part of the
effect may be caused by attitudes, or stereotygihgs attitudinal effect

could be monodirectional, in the sense that eitherceptions of

language skills affect perceptions of general Iéotu competence or
perceptions of general lecturing competence affeetceptions of

English skills, or it could be bidirectional so ththere is a reciprocal
influence between the two types of competencehdnfollowing each of

these possibilities will be discussed.

The first of these possible explanations, thatulers with better
English skills generally have higher general ldayicompetence, can be
examined, albeit indirectly and in part, by compgrithe relationship
between the students’ perceptions of the lecturgesieral lecturing
competence and a) their perceptions of the lectukanglish skills and
b) the EFL examiners’ ratings of the lecturers’ Esig skills. The
students’ ratings of English skills and generatdéng competence are
very highly correlatedrfio = 0.791,p < 0.001). If the students’ ratings
reflect a genuine tendency for correlated skillelewhen we would
expect to find a similar correlation if we replabe students’ ratings of
English skills by those of the EFL examiners. Hoereva Spearman’s
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rank order correlation analysis between the examiagngs and the
mean values of the students’ ratings of generduifey competence
reveals only a low to moderate, though just sigaiiit, correlationrfio =
0.363,p = 0.045). The difference between the students tardEFL
examiners strongly suggests that the effect camasoely be a reflection
of a genuine relationship between lecturing slait&l English language
skills. Rather, it is likely that the low, albeitgsificant, correlation
between the EFL examiners’ ratings of English skilhd the students’
ratings of general lecturing competence is caugetthé impression that
the students’ perceptions of the lecturers’ Engsikitis has left on their
perceptions of general lecturing competence. Unfately, as stated
earlier, we do not have an assessment of the &stwactual lecturing
competence with which the EFL examiners’ rating&pfjlish skills can
be compared, and it is not obvious how such ansassnt could be
obtained.

On the basis of the above, we find it reasonableject the first of
the suggested explanations, that the effects thadrged from the
statistical analyses reflect a correlation of alcsidl level within the two
areas, and turn to the second possibility, thatréisellts are caused by
stereotypical attitudes. Here the main problem ds establish the
direction of the effect. By nature of the experitamesign used in this
study, it is not possible to draw any conclusioresda on direct
evidence. However, it seems reasonable to expecteffect to be
bidirectional. The effect of accent variation on rgeptions of
competence and social attractiveness is well-dootedein controlled
(often matched-guise) experiments (Giles 1970; RU992; McKenzie
2008) and has also been documented in a previady sin university
students’ evaluations of the speech of foreignhiggcassistants (Orth
1982). Gill (1994) also found that standard acadi®enerican) students
gave more favourable ratings to standard acceetchéers than to non-
standard accented teachers (British and MalaysiEm. reverse effect
seems to have attracted much less attention, bakerar and Giles
(1981) found that evaluations of British Englisteakers in a matched-
guise experiment varied with the information thepvided about the
speakers (after the informants had listened to rdwording). For
example, pronunciation was deemed to be more “atadiidwhen
informants were provided with “high status” infortie about the
speaker and less standard when they were givensiatus” information
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about the speaker (compared with a control grompp related study,
Rubin (1992) found that expectations of speakeionality can affect

not only evaluations of the speaker’'s language blso listener

comprehensibility. This effect of perception of gpo identity on

evaluations of language is sometimes referred toeasrse linguistic
stereotyping (Kang & Rubin 2009). It is perhaps swtprising then that
the relationship between these factors seems tavdpavay rather than
one-way. If it is based on stereotyping, as werassit is, then it seems
natural that speakers who have been assessedy raghtvrongly, as

particularly competent, based on other evidenceylghbe perceived as
having better English language proficiency.

As we stated in the Introduction, most previougaesh on students’
attitudes to their lecturers’ English has focusedtite North American
situation as a response to native speaker studemigplaint about their
International Teaching Assistants. But the cenfmatlings of those
studies would appear also to be valid for the Eigés a lingua franca
situation that we find in European universitiescluding the one
examined in this study. Students’ attitudes towatlsir lecturers’
general lecturing competence are affected by tperceptions of the
lecturers’ proficiency in English. In the light afcent research on ELF, a
different result might have been expected. Somdirfgs on ELF are
summarised by Jenkins in a recent article entitectommodating (to)
ELF in the international university”, contrastindg.FEwith English as a
Foreign Language (EFL). Jenkins states that “Elkedaadifference
perspective as contrasted with theficit perspective of EFL” and writes
that ELF speakers “innovate in English [...] codetstvi[...] make
skilled use of the accommodation strategy of cogerce [..] [a]nd in all
of this, they prioritise communicative effectiveae®ver narrow
predetermined notions of ‘correctness™ (Jenkins 120 928).
Furthermore, a study of 22 undergraduate physicdests by Airey
(2009) reports that, when asked directly, studeatsthat “there were
very few differences between being taught in Eihgbs in Swedish—
they believed that language played an unimportaetin their learning”;
the students “suggest that the limiting factor floeir learning is the
lecturer’s ability to mediate physics knowledgethe chosen language”
(Airey 2009: 108, 78). (The students’ actual bebawidid not fully
support their claims, though, and varied with thenguage of
instruction.) Finally, Bjorkman (2010) highlightd@ importance of
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frequent use of pragmatic strategies in ELF comuoatiin and refers to
a finding in Hellekjeer (2010) that the “lecturesattkvere rated higher and
reported as ‘most comprehensible’ were those whatth made use of a
number of interactive features, e.g. questionsdBpan 2010: 86). She
adds that *“high proficiency does not ensure comgatiie
effectiveness” (Bjorkman 2010: 87).

The above statements about ELF in higher educaibpoint to
communicative effectiveness as the primary conatder in ELF
interactions in higher education, downplaying theartance of good
language proficiency in the traditional sense afextness according to
standard native norms. Yet, our study shows thatereifter the other
explanatory factors, such as the lecturer's teaclemrperience, age,
gender and the students’ perceptions of lecturéecbiand structure have
been taken into account—students still seem tonfleeinced by their
perceptions of language proficiency as regards use of grammar,
vocabulary and pronunciation. And this is in factline with another
finding in Hellekjeer (2010) than the one mentioradmbve, namely that
“[tlhe perhaps most important source of lecture pmhension
difficulties found in the present study was duaihzlear pronunciation”
(Hellekjeer 2010: 24).

In this study, we have been concerned only withdestis’
perceptionsof their lecturers’ competences; we have not erathi
whether the lecturers were in fact effective comitators and lecturers,
so this remains to be investigated. Two scenar@Emmsto present
themselves depending on the outcome of such arstigagion: either
English language proficiency turns out to be higklyrrelated with
communicative effectiveness, which would justifye thonnection that
has been established here between perceived lamgskils and
perceived general lecturing competence. Or langyeggciency turns
out not to be correlated with communicative effemtiess, which would
indicate that students’ explicit evaluations ofitHecturers’ English do
not provide useful information about the lectureability to teach in
English. In ordinary course evaluation forms, quest about the
lecturer’'s English are usually quite similar to aidhe first items in our
guestionnaire, namely “on a scale from 1 to 5 [hgw would you rate
the teacher’s English?”, which in our study conetaextremely highly
with our measure English Language Proficiency=(0.98, Pearson’s
product-moment correlation). If perceptions of laage proficiency turn
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out to be poor approximations of actual communieatffectiveness
while lecturing, new methods of evaluating lectaréEnglish will have
to be developed and implemented.

To what extent can we expect these results to ghserto other
institutions in other countries? At least two issneed to be addressed to
answer this question: the role of the setting fitiggladuate programmes
at a business school in Denmark) and the compaosifithe sample with
regard to cultural and linguistic background. Tirstfof these issues
would have to be examined empirically by repeatithg study at
universities in other countries. The second woelguire a few changes
to the design of the study, so that variables irgato cultural and
linguistic background are collected in a more colfed and systematic
manner. However, we did collect two variables wtacé relevant in this
context: nationality and first language(s) of bethdents and lecturers.
Student nationality emerged as a significant ran@dfect in both our
statistical models, which indicates that we aravex better estimation of
the observed (fixed) effects when the studentdonatity is taken into
account. However, although about 40% of the respoisdwere non-
Danish nationals, we cannot compare the responsSegoops with
different nationalities because of the way theseewsampled, namely
randomly and with very varying group sizes. We fibuan effect of
language background, though, in the sense thaemstsidvho shared the
lecturers’ L1 rated the lecturer's English lowerarthdid the other
students. Since the shared L1 was almost alwaysbdhis a matter for
future research to determine whether similar efeein be observed for
students from other cultural and/or linguistic bgrckunds.

5. Conclusion

Our study has illustrated that the statistical teghes adopted above
enable us to test the hypotheses formulated in phjger under less
controlled conditions. The students’ perceptiongheflecturers’ English

were found to be influenced by their perceptiongheflecturers’ general
lecturing competence. And perhaps more importamtéy found that the

reverse was true as well, that the students’ ratiofj the lecturers’

general lecturing competence were influenced by fiexceptions of the

lecturers’ English skills. This has potential cansences both for the
individual lecturers and for the academic instdo#. Lecturers whose
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English skills are perceived as problematic byrtlséiidents risk being
downgraded on their general lecturing competence, they are
perceived as less competent teachers, which maye hserious
consequences, for example for lecturers seekingeen

Because of the mutual effect the two factors came lwan each other,
it may be difficult for both the lecturers and féme institution to
determine whether any problems noted by studerits @ither language
skills or general lecturing competence can readlyatiributed entirely to
one of these competences only. Crucially, our tesirdicate that
universities should be aware that the Englishskifltheir teaching staff
will be reflected not just in the students’ peréept of language skills
but also in their perceptions of the lecturers’ ralle lecturing
competence, which may have a negative impact orintpeession the
students have of the academic level of the ingiituas a whole. In
addition, depending on the method used to obtaialuations of
lecturers’ English skills, it is likely that thossraluations will not be a
reliable measure of the actual communicative coemmt which is
required to be a successful lecturer in an Englisha lingua franca
setting (cf. Bjorkman 2010, 2011).

There is evidence that at least some lecturersaar@re of the
consequences that their English skills may havetodents’ perceptions
of their qualifications in general. Tange (20103)Leports how difficult
it can be for lecturers to be ‘subjected to studmiticisms’ and how
some defend themselves by questioning the studabifity to judge
their fluency, while others describe how it has sealithem to drop
several points in student assessments as compattecwvaluations on
the basis of classes conducted in their first laggu Individual lecturers
respond to student attitudes and expectationdfiereint ways, as can be
illustrated by the following two cases. In May 201i@e University Post
the English-language version of the University ofop€nhagen
newspaper, published an open letter written by lstPtecturer to some
of his students after he had received a negatigtiation; he stated that
their criticism was unacceptable and ill-informaace they believed that
when a lecturer's English is not good accordinghigir standards, then
the whole quality of the lecturer's teaching [attig overall educational
dimensions of the course are insufficient and Badiversity Post, 1
May, 2010, http://universitypost.dk/article/docurtaion-letter-students
-sociology-lecturer). This lecturer’'s perceptiontioé situation obviously
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echoes the general finding we have presented Aatiéferent approach,
from CBS, may provide a more constructive way forward iralifey
with situations of this type. Here, a lecturer whias aware of his own
weaknesses with English encouraged his studerssist him in finding
the right words and to ask him to clarify mattersewever something
was unclear. Combined with the lecturer's consiolergpedagogical
skills, this helped defuse a potentially problemattuation and let the
students contribute actively in creating successtiuhmunication and
effective learning. Other researchers have recorde@ndifferent
approaches, not only for the individual, but at itheitutional level. For
example, Vinke et al. (1998) recommend screeninigaifirers’ English
competence, offering courses that focus on the afs&nglish for
teaching content courses, assigning lecturers pvgkiious experience of
teaching in English to EMI courses and easing tbeklwad of lecturers
who start teaching in English. This should imprdkie quality of the
EMI which the students receive. However, while sstfategies would
push the general level of EMI upwards and thereluce the potential
threat to the overall image of the institution (amopefully improve
student learning), they do not address the issustenéotyping. Even if
the general level of the lecturers’ English is edisthere will still be
cases where students are taught by lecturers whiogksh is in some
way “substandard” or non-standard. And althougleaesh in English as
a lingua franca has shown that native speaker atdador norms, are
not particularly relevant in ELF interaction, sunbrms continue to exert
influence on students’ perceptions of the inteoedi It is therefore
advisable that universities—when interpreting tlesuits of a course
evaluation—carefully consider the interplay betweestudents’
perceptions of the lecturer's language skills ahelirt perceptions of
course content and structure and the lecturershteg skills: lecturers
who receive low ratings on language and teachindsskre not
necessarily seen asth poor teacherand as having poor language skills
but are perhaps seen as poor teadbhecausehey are perceived to have
poor language skills (or vice versa).

2 Reported to us by Joyce Kling, University of Copagen, who observed the
classes at CBS as part of the PLATE project (K&nigjulmand 2008).
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Applying transnational strategies locally: English as a
medium of instruction in Swedish higher education

Hedda Sdderlundh, Malmé University

Abstract

Analysing student interaction at an international university in Sweden, this article

investigates how the transnational strategy of using English as a medium of
instruction can be (re)constructed by students in a local context. The analysis
focuses on students’ expectations—or norms—for when it is appropriate to use
English, and shows that English medium-instruction does not necessarily mean
that students speak English all the time. The local language Swedish is used in
connection to teaching and students establish local norms for when, how and with
whom it is appropriate—or inappropriate—to speak English. A conclusion is that

although language choice at the international university is influenced by global

factors, it is still firmly a local construction.

1. Introduction

The currentprocesse®f globalisation bringaboutnew meetingplaces

for peoplefrom different countriesand partsof the world. More people

than everlive and workin placesotherthan wherethey were born and

the numberof studentson exchangés increasing. AsAppadurai(1996)

notes, welive in a “world of flows”, where ideologies, peoplesnd

goods, images, messages and discourses move across national boundaries
and societies. The world of flows affects social relations and, obviously,
“[g]lobalisation is proving to be the salient contextfor an increasing
number of local sociolinguistic experiences” (Coupland 2003: 466).

In this article, | examinehow the transnationalstrategy of using
English asa medium of instruction can bgre)constructed in docal
contextinfluenced byglobal flows, namelysix internationaluniversity
coursesin Sweden. Thawumberof coursesin English hadncreased in
Europe as well as in Asia, aspart of universities’ strategiesfor
internationalising higher education (Ammon and McConneR002,
Wachterand Maiworm2008). Theofficial choice of languageis thus
influenced bytransnationalstrategiesand flows, and thénternational
university seemsto be a fruitful setting for studying how actorscan
handle global flows in local contexts.

Soderlundh,Hedda. 2013. “Applying transnationalstrategieslocally:
English as a medium of instruction in Swedish higher educatiordic
Journal of English Studiek2(1): 113-132.
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I begin with an overview of the international unisity and how
universities function as meeting points for globall local, social and
linguistic processes. The overview places the stirdythe field of
sociolinguistics of globalisation and theories atddies presented by
Appadurai (1996), Pennycook (2007) and BlommaeitL@. | then give
an account of the empirical data and how the traiimmal method of
using English as a medium of instruction can balietliin a local
context through analyses of students’ languagecehioi video-recorded
classroom interaction. | focus on norms for languahoice and how
students can construct norms for when it is apmigror
inappropriate—to use English. The analysis takas départure in
sequences where students or teachers orient towacdgain linguistic
system as an instance of deviance and, therebyltaimeously make
visible norms for language choice (Gafaranga 20003lso discuss
participants’ attitudes to varieties of English dadhe linguistic context.
A conclusion that | will come back to is that lamge choice at the
international university is “obviously influenced lglobal factors, but
still firmly local” (Blommaert 2010: 180).

2. The international university

Universities have always been part of an intermafi@rena. Throughout
history, researchers have collaborated acrosdutistial and national
borders, and students have travelled abroad focatidm. In recent
years, however, universities have made a pointrfieasising the global
character of higher education and formulated grase methods and
goals for internationalisation.

The strategies, methods and goals are often sharet the
internationalisation of higher education appears aagpphenomenon
characterised by transnational influences and floRer instance, a
reoccurring goal of internationalisation in higheducation is that
students should learn about others’ experiencesventt views, be
trained in cross-cultural communication and gaibr@eader perspective
on their own culture (Otten 2003Mobility and exchange of students
and staff is a method used, and meetings acrosgraluand national

! The introduction of English-medium instruction h#so been compared to a
market adjustment and Coleman (2006) observesrtehationalisation also is
a matter of economics.
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boundaries are made possible through the intraslucti a global contact
language, notably English (Coleman 2006). In theywcourses and
study programs in English are part of the procdsmternationalising

higher education, and—just as with other formal eatp of

internationalisation—the choice of language is istbwith influences
from other national and international contexts.hReatthan any other
contact language, it is English that is the officreedium of instruction
across national boundaries in Europe and Asia (Amarad McConnell
2002, Wéachter and Maiworm 2008).

The global spread of cultural forms and languages heen
discussed in terms of homogenisation of world caltdmericanisation
and media imperialism (see e.g. Phillipson 1992)weler, empirical
studies at the international university demonstrht&t the linguistic
environments taking shape are complex and thatuskstg them in
terms of hegemonic lingua franca use is insufficigtaberland et al.
forthcoming). Knight (2004) points out that theemtationalisation of
higher education means different things to differactors in the field,
and Roberts (2008) concludes that there is no yoe of international
university. The above stated goal about inclusiodh l2arning of others’
experiences and world views will take different nfier in different
contexts (see Brookes and Becket 2011). Moreovadies from the
Nordic countries demonstrate that a number of lagga can be used
next to English, depending on the participantsguiistic resources and
proficiencies (Ljosland 2008, Séderlundh 2012, sé&0 L@nsmann
2011). English-medium education n@minally in English, in the sense
that English is the official course language, upractice a number of
languages can be used in connection with teact$ioggriundh 2010).
Thus, the international university seems to be &atrhoth by global and
local influences and flows.

3. Theory and previous research

The relationship between cultural objects in moionl local take-up of
cultural forms is discussed by Pennycook (2007 study of the global
spread of hip-hop. Pennycook argues that transratmultural products
do not necessarily replace local ones, but areslhefaed and given new
meanings. Hip-hop artists all over the world usenilsir patterns of
cultural conduct (including certain English expiess) that make hip-
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hop into a recognizable sub-culture. But wheretvaycturs, musicians
interpret and negotiate the cultural conduct oftop, so that the music
offers potential for local identity (p. 96 ff.). Th, the spread of hip-hop
does not represent a plain distribution of cultdosims, but “a layered
distribution in which local forces are as importast global ones”, as
Blommaert (2010: 19) points out in his comment @emi/cook’s work.
Rather than being a process of homogenisationhdyipis characterised
by a local take-up of cultural forms, as it is mpieted, negotiated and
embedded in local, social relations (Pennycook 26GT).

Transferred to practices in higher education, anderspecifically to
the strategy of using English as medium of instomgtthe theory offers
explanations to studies reporting that a nhumbelaofuages might be
used in connection with teaching (see e.g. Sodéhl@912). The use of
English as medium of instruction is a strategyrahsnational character
in the process of internationalising higher edweratin its written form it
is a strategy of monolingualism, but when applie@ctual educational
contexts participants can negotiate the strategihabother languages
also can be used. As Appadurai (1996: 17) remédiferent societies
appropriate the materials of modernity differentbid globalisation is
itself “a deeply historical, uneven, and evecalizingprocess”.

Similar processes of ‘transculturation’ are shownHult (2012) in
an examination of globalisation of English in Sweds it takes shape in
educational policy and practice. On the evidenceaifonal curricular
documents and observations of English language atois; Hult
(2012: 251) concludes that English has not sim@grbtransported to
Sweden as a lingua franca. Rather, the languagéd®s reconfigured
for local purposes so that it reflects local, Swhdiiews and values. In
the process, English is partly framed for purpaseSwedish society
(such as the Internet, TV, films etc.) and partignied as a language
“through which the local is made global” (p. 238)language “through
which people in Sweden project themselves in thddvof globalized
goods and ideas” (p. 240). The duality highliglmis fact that globalised
linguistic varieties are part of both transnatiomald local processes.
Even though English functions as a worldwide canlacguage, it can
be used and perceived as more than a lingua fiaroaal and national
contexts. When languages circulate around the gltiey become
discursively situated in national and local cordeg@lommaert 2010).
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A central aspect of linguistic globalisation is tiaion of power and
inequality (Blommaert 2010). Linguistic resourcaedex social meaning
in spaces and situations, and, as Blommaert (p.1%82f) observes, they
change meaning, function and value as soon asatteeynoved out of a
local context. English seems to keep its valuehe dontexts discussed
here, but as Blommaert observes, many speakerhef languages will
find their linguistic resources to be of a lowerlua in globalised
contexts. Access to prestigious varieties has awmen a question of
power, but processes of globalisation have creatad and complex
markets for linguistic resources. These are at plathe international
university as well, and | will come back to theussf power at the end
of my analysis.

4. The study

The international university appears as an examipéefocal point in the
world of flows identified by Appadurai (1996). Theharacter of focal
point comes from the very process of internatiaiadj higher education,
which is apparently imbued with some of the mostticeable
characteristics of the era of modernity. Indeedjdescale mobility, the
use of a global contact language and inclusiortludérs’ world views are
concerns that apply not only to the domain of higidtication, but more
broadly to today’s globalised world.

With Appadurai’'s (1996) concept of “world of flowsand
Pennycook’s (2007) study as a starting point, tpeal by analysing how
the transnational strategy of English as a medifinmsiruction can be
constructed locally by students on six coursesatigersity in Sweden.
I focus on norms for language choice and how stisdean construct
norms for when it is appropriate—or not—to use [&iglin actual
teaching settings.By norms | mean shared—explicit and implicit—
expectations concerning social and linguistic bara¥he definition is
based on a discussion by Gafaranga and Torras :(20&] 2002: 10),
and that “any action which has been accomplishest e assumed to
have been made possible by a specific and disdoeeraorm”

2 The analysis makes visible constructions of nowoscerning the use of
English and Swedish in a local academic settinghtndata, other languages
than English and Swedish only occur in the fornisofated words and switches
to languages such as French or Spanish happemarety.
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(Gafaranga and Torras 2001: 198). However, norrasnat necessarily
expressed; rather expected actions are “seen Imatioed”, as Heritage
(1984: 116) writes, and they pass without comment.

The data were collected for a larger projést2007 and consist of
ethnographic observations of six courses at a Shediniversity,
interviews with students and stéaffand video recordings of study
situations. Half of the courses were offered withifiaculty of science
and technology (in the subject areas of engineedand computer
science), half in a social sciences faculty (indhea of business studies).
The majority of the students were Swedish, althotlgdh number of
exchange students varied between the courses. dnetigineering
courses, one in twelve was a student on exchangereas among the
business students the proportion was between otlerée and one in
four. None of the exchange students spoke Swedtbinver outside the
teaching situation, and on no occasion did theywshbat they
understood the language. All teaching staff inctudethe study could
speak Swedish.

The analysis of constructions of norms is basedtlm video
recordings of whole-class teaching situations ia tilourses studied.
From these video recordings (in total 28 hours) aveh extracted
sequences where students or teachers talk aboutmgw@ium of
interaction and/or act as if its medium is deviamtrelation to the
particular situation, or in relation to their voitexpectations regarding
language choice. For instance, students and teaahayht ask for
translations into English from other languages actcas if English is the
only expected language in the context, or they migigue that a
language is inappropriate—or appropriate—to usethis respect |
follow Gafaranga and Torras (2002), who argue timams for language
choice can be witnessed in sequences where pariisipeact towards
the medium of interaction as being deviant. Vidas of the norm are
noticed by participants and make visible to themé-dience to the
researcher—a sociocultural context (Gafaranga amwas 2002: 10).
Thus, the construction of norms for language ch@asot necessarily a
guestion of decisions between discrete languagas, ab discursive

% The project is presented in Séderlundh (2010).

* The interview data consists of 2 interviews wiéladhers, 2 interviews with
students on exchange and 7 interviews with studémtsn Sweden. The
interviews lasted between 60 and 90 minutes.
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construction in which participants point out andeot towards one or
more language as the medium for interaction (Pesoky2007: 136-137,
also see Gafaranga 2000).

As a complement to the analysis of how norms caedretructed
locally in interaction, | describe what attitudesidents and teachers
show towards languages and varieties used in theses and towards
students who speak them. The discussion is basédtemwiew data, in
which students and staff talk about their viewdlman linguistic situation
and the use of English and Swedish. Nine studemntdwo teachers were
interviewed. When discussing general patterns muage choice in the
courses | also refer to ethnographic observafioMy focus here,
however, is on the video-recorded data and how tthasnational
strategy of using English as a medium of instructian be constructed
locally by students in six courses at a univerigitgweden.

5. Constructions of norms for language choice

| first (5.1) exemplify how English is constructed a lingua franca (see
e.g. Mauranen 2003, Seidlhofer 2001) among pasitgwith different
linguistic backgrounds. | then (5.2) point to sodifferences between
the courses included in the study concerning whew, and with whom
the local language, Swedish, can be used. In tsie section (5.3) |
discuss students’ attitudes towards languages la#id $peakers in the
courses studied, given that power relations arenseparable aspect of
linguistic globalisation. The analysis demonstrates dynamic relation
between transnational flows and local take-up othsd@iorms, and
illustrates that language choice at an internationaiversity is
influenced by global factors, yet is still firmlgdal.

5.1 English, a lingua franca in class

My first example of how the strategy of using Esblias a medium of
instruction can be constructed in a local contexhes from a course in
business studies and a seminar on leadership.éthuesce (Example 1)
takes place in whole-class teaching and is path@fordinary teaching.

® The ethnographic study consists of observation8®fvhole class teaching
situations (with an average of 6 occasions — 12dhelper course) and 13 group
work situations (in all 9 hours).
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The teacher has just summarised the seminar andwstalking about
the importance of common sense among businessréedleddenly, the
teacher is interrupted by a student who asks fdraaslation into
Swedish of one of the English words that the teagh@ising, namely
“prudencé&. As will be shown in the analysis, the questi@ads to a
short discussion in which the participants makébigstheir expectations
of the linguistic situation.

The teacher answers the student’s question by iekmpda the
meaning of the worgrudenceand points out—in Swedish—that the
term is relatively unusual. After a few seconds, extchange student
clears his throat loudly in an unnatural mannere(lL5). By doing so, the
student draws attention to the teacher's use of d&he and
simultaneously constructs English as the ‘nornaiguage and Swedish
as an unexpected language in the teaching situaBprswitching to
English and commenting on the language choicetaheher confirms
that English is the language that should be uséaeiparticular context.

Example 1Prudence (BP 0312v). T: Teacher, S: Swedish-spgatudent, X: Exchange
student from Canada.

1 S: what is the Swedish word for

2 prudence?

3T: sorry?

4 S: what is the Swedish word?

5T: e:: omdome(0.5) practical sound judgement (0.5)

6 reason  sunt fornuft alltsa common sense well

7 i den positiva (2.5) in the positive (2.5)

8 °(prudencia) alltsd  ° °(prudencia) thus®

9 1

10T: adetkanman -> duvet < det and that you can- >you know<
11 ar ingen som vet vad det har no one knows what

12 ar for nat (1) observera this is (1) notice

13 (0.5) vad prudence &r & det (0.5) what prudence means
14 ar ingen som vet [O)= no one knows

15 X: [((clear his

16 throat loudly. Laughter in class))

17 T:= &armanfodd (1)itisareyou =are you born (1)
18 [born=

19 X:[hh ((laughter. Laughter in class))

20 now he's starting to speak

21 T: =((shrugs)) ()

22 is it | thought it was (.)

23 ((points at the watch at the wall))

24 after two so | °start Swedish°-

25  ((laughter in class))

26 X:oh [yeah right ((laughter))

27 T: [e: are you born with that o::r how

28 do you develop this and so on (0.5)

29 (obviously some)(.) a big mentor can (.)
30 teach you
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31 (0.5)
32 T:anyway thank you very much (.) it was rather
33  successful (.) although it was a Monday seminar

The sequence is part of the ordinary teaching aad pf an
institutional context. The institutional charactemnot fixed, but depends
on how the participants act and whether they otietdsks and identities
associated with the institution or not (see, folaraple, Drew and
Heritage 1992: 22-25). In Example 1, participanthilgt either a
teacher’s or a student’s perspective, and the tipiiscussion is related
to business studies in the sense that the tramslafithe worldorudence
has relevance for the Swedish students’ understgndi the subject
being taught. Hence, the switch from English to &gk is made in a
sequence of institutional character—a sequenceowftask” talk—and
teacher and students together (re)construct Englshthe expected
language in interactions that are institutiongbimpose.

It is also interesting to note the teacher's exglimm for talking
Swedish. The teacher says—albeit with a humorousttwhat he
thought that it was past two o’clock and, therefdne could speak
Swedish. The explanation suggests a division betwiwe in and
outside class, which corresponds to a patternngiuage choice that was
observed in the ethnographic study. In general, lifilngdominates
whole-class teaching, but Swedish is used in sempseutside class
when Swedes are talking to other Swedish studdrts. Canadian’s
laughter and comment (line 20, “now he’s startiogpeak...”) suggests
that he has noticed the different norms for languatpice in and outside
class.

A second example on how students can construct lomans for
language choice in the ongoing interaction comesmfra group
discussion outside class with students in busisagties. The students’
task is to analyse future problems in the marketi@hing design and to
write a report to their teacher on the subject. Tafdhe students are
Swedes (called S1 and S2 in Example 2), one issBritnd one is Greek
(named X in the transcript).

Example 2 English (M 0212v). S1: Swedish-speaking studer82: Swedish-speaking
student 2, X: Exchange student from Greece.

1 S1:this has ((points at her paper))
2 () I'mean dethér harju med this has to do with
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3 de har att gora ) om man these  things (.) if you
4 man ska anvénda arbetskraft should use labour

5 och tyger  ((turns towards and fabrics

6 S2)) = da blir det lite med then it would be little

7 de ocks& of that too

8 S2:English ((raises her arm and

9 points at S1. X looks up from

10 his papers))

11 Sl:yeah (.) | mean this has this

12 it has yeah | wrote something

13 (.) this is kind of

14  the same thing (.) ((continuous in English))

In line 2, one of the Swedes switches from EngtishSwedish; this

language choice is soon re-adjusted by the othed8&whrough a short,
but forceful comment (line 8). The question of hgslabour and fabrics”
has relevance for all students in the group. Butusis herself towards
S2 when speaking, and she uses a language thatS@niynderstands.
However, S2's comment (“English”) challenges thelesiveness of

S1’s utterance and her choice of language. By gatyia expected code
by its name, S2 makes visible a socio-cultural @dnin which English

is constructed as the normal language for on-tagkractions among
students from different countries.

In a non-institutional setting, similar instancedsdaectness would
perhaps be interpreted as rudeness, or even asedhfeatening act
(Drew and Heritage 1992: 24). In Example 2, howe®dr answers the
challenge without noticeable annoyance and accHps suggested
language by sayingygali before continuing in English. For practical
reasons the participants have to agree upon waigjubge(s) to use, for
otherwise the group discussion will break down @redtask given by the
teacher would not be solved. Hence, the institafiosetting might
explain that S1 accepts the suggested languageowtithoticeable
annoyance.

In Examples 1 and 2, the listeners correct theaghof language and
construct English as the expected medium for conication among
students with different linguistic backgrounds. Hwer, the speaker
may also construct norms for language choice. & wileo recorded
data, this is for example seenlanguage-related episoddsee Swain
and Lapkin 1998: 330) where students ask for hedpstating non-
English words into the English equivalent. The egés normally follow
a three-stage structure in which the student (erleéiturer) in the first
stage interrupts herself, points out that she doé&now a certain word
and then says the word in another language. Insdwond stage,
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someone in class gives the missing word and, inthing stage, the first
person confirms that she has heard the word anshtept in English.
After the third stage participants resume speakibgut the subject
discussed before the language question.

The structure is illustrated in Example 3, whiclwsh a transcript of
a sequence from one of the courses in businesgstuithe teacher and
the students discuss the company IKEA and whethewobits founder
Ingvar Kamprad can be said to personify a gooddead

Example 3 Foundation (BP 0312v). T: Teacher, S: Swedislaisipg student, C:
Students in class.

1T: howis he using ()is he[()

2S: [°he he's®
3 he's compared to i- in Sweden we we e::
4 (0.5) we we think Kamprad is e:: is a

5 good man (0.5) most Swedes do .hh

6 and bu- but he is not paying taxes

7 () actually that (1) the rest of us

8 is are doing he has a stiftelse foundation
9 () °I don't know what it's

10 [it's called®

11 C:[foundation

12 S:foundation in the:: Holland (1) so is that

14  ethical (.) in that sense?

In line 8, the Swedish-speaking student initiatedamaguage-related
episode by switching to Swedish and saying “I ddaibw what it's
called”. The student’s meta-comment clearly sigtlatét he is changing
languages and that Swedish is not expected in dhéext (Gafaranga
and Torras 2001). Most language-related episodatdndata include
switches to Swedish. Exchange students make usthef languages on
only two occasions. Firstly, a Spanish student Ussscompetence in
Spanish, asking for help with the English word fiault”. Secondly, a
student from French-speaking Canada asks for higlpthe production
of English by switching to French.

Similar translations from Swedish, French or Sgamms language-
related episodes maintain a monolingual Englisherattion. By
switching to another language and simultaneouslkings for a
translation, the speaker orients as if the otheguage is an instance of
deviance, and he or she constructs English asnilyeegpected language
for interaction (Gafaranga 2000: 330). Gafaranghs dhe switch a
medium-repairin which a speaker orients towards a linguigéai as an
instance of deviance, and simultaneously demosestrais or her own
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expectations regarding the choice of language. élelanguage-related
episodes show that neither Swedish, nor FrenclpaniSh, is part of the
jointly established norm for whole-class interagticon the task; rather,
immediate translations into English indicate thia¢se languages are
instances of deviance.

In sum, Examples 1-3 show how students construgtiénas the
expected or normal language for on-task discussaomsng participants
with different linguistic backgrounds. The normhusilt up by the very
use of English and by additional constructions tifeo languages as
instances of deviance.

5.2 Restricted use of English

The norm of speaking English does not apply tcisllational contexts
in class, however. The local language Swedish hokgsecial position in
the studied courses, and sometimes Swedes speakisBwastead of

English in whole-class situations. By doing so thepart from the other
consistent norm of speaking a language that altiggaents can

understand, and they challenge the position of iElm@ls a lingua franca
suitable for all situational contexts.

When, how and with whom Swedish is used varies sdrat
between the six courses. In most cases, Swedisgaigl in interactions
or sequences in class that are preparatory toihgaor teaching. The
aim and roles at play in these sequences areuitistial, but the topic is
‘off-task’, in that participants are not talking ali the actual course
subject. For instance, Swedish is used in rollscalestions concerning
group presentations, queries about forthcoming examd so on. In these
specific contexts Swedish is never oriented to eagaaht; rather the use
of Swedish in teaching related contexts seems tpase of students’
jointly established norm. The link to a specifituational context gives
Swedish a function of a contextualization cue (Germ982), pointing
out a certain interaction or sequence as prepgraddhe actual teaching
and learning.

Indirectly, the use of Swedish in a certain contdgb functions as a
restriction of the use of English as a lingua fean@Vhen speaking
Swedish in certain situational contexts, Swededlarige the functions
of English as a lingua franca suitable for all iat#ional contexts. By
speaking Swedish, they highlight the preparatonaratter of the
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context, but they also strengthen the constructtbnEnglish as a

language for on-task interaction in class. Therebg, use of Swedish
sheds further light on how norms for language ahaign be constructed
in the ongoing interaction. English is the expedirdua franca for on-

task interactions in class, yet it is not necebs#ne expected language
for all situations where students from differemtgliistic backgrounds
meet and interact.

The local character of norms for language choicehim courses
studied is also evident in the last course wheredssh does not function
as a contextualization cue. In this course at #uoalfy of science and
technology, students speak Swedish more often antetimes they
make use of Swedish in interactions that are dn-td$ey pose
guestions in Swedish, present their work in Swedisth talk Swedish in
discussions with peers (Soderlundh 2010). By demghey interpret the
linguistic situation in a different way than thélow students, and they
construct norms for Swedish and English slightlijedently. Instead of
constructing English as a shared lingua franca,d@s@ssociate English
with exchange students, while Swedes—who constituitemajority—
can choose between English or Swedish. Thus, thesealemonstrates
that norms for language choice might differ betwksral contexts, and
that norms can be constructed by participants loga course basis. The
use of Swedish in on-task contexts in class doésappear in other
courses studied; rathiéis a firmly local constructiofi.

5.3 Language choice and aspects of power

Similar to other implicit or explicit expectatiort®ncerning social and
linguistic behavior, the construction of norms fanguage choice is
linked to power and inequality. The group of Swhdisudents sets the
agenda and it is, in most cases, their linguistiefggences which

determine how norms for language choice can betieated in the local

contexts. Foreign students only treat Swedish smdeif their Swedish

® In Soderlundh (2010), | explain these differenceith two contextual
circumstances: firstly the number of exchange sitgleand, secondly, the
approach to teaching. Courses at the faculty @hses and technology are to a
higher degree characterised by a traditional, iddizi-based approach to
teaching. The business study courses, on the b#rat, rely largely on group-
based methods, such as seminars and group wothkelfatter context, social
pressure arises regarding language choice and nibtisacceptable to use a
language that not all participants understand.
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peers have already done so (see Examples 1 & 8y. difallenge the use
of Swedish in whole-class teaching interactions #éma on-task, but not
in interactions preparatory to these contexts. Algh the norms put
them at a disadvantage, the exchange students dtp expectations
of the majority, and it is those expectations whiabuld interaction.

With this in mind, the Swedish language stands asita rather
powerful resource in the courses. According tortbem, English is the
expected or normal lingua franca in on-task intéoas in class, but in
certain interactional contexts Swedish constitatésgitimate alternative.
For example, one of the teachers exemplifies thiernwshe gives
instructions before an upcoming exam in businasfies:

The ones (pause) the Swedes are of course allewedte in Swedish and the non-
Swedish speaking people are allowed to write inliEhgor are supposed to write in
English. (Teacher in business studies)

The status of Swedish is established locally ieraxttion but, obviously,
is also related to the broader context of the usityecourses. Swedish is
the language of the surrounding society, and dlsditst language of the
majority of participants.

The special position of Swedish indicates that legg choice rests
not only on the basis of mutual understandingh#interviews, Swedish
students say that the use of English impacts oials@tations with other
Swedes. English is perceived as the exchange dfidanguage and
associated with students from countries other waaden. Accordingly,
Swedes talk English to all exchange students, vendtiey come from
Spain, France or Britain and regardless of theinadinguistic skills.
The Swedes, in turn, are not as clearly associattdd English, even
though their relationship to the language is it familar to that of their
German and French peers. The Swedes are insteadiaisd with
English and Swedish, and this link to two languages rathentbae
separates the Swedes from other foreign or se@gliage users in the
courses.

Accordingly, English functions as a lingua franecathe courses
studied, but it is also a language that indexetaitevalues and views
among the Swedes (Hult 2012). As pointed out by nBlaert
(2010: 33f, 194), the prestige of certain lingwistsources is linked to
spaces and situations, and when linguistic ressusice moved out of a
local context, they change meaning, function ande/aObviously the
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special position of Swedish relates to contextur@umstances such as
Swedish being the language of the majority andhaf $urrounding

society. In other linguistic markets the value @fe8ish would change
and its special position would be questioned.

Attitudes towards Swedish are not the only viewsutating in the
studied courses. Beside the positive attitudes rdsv&wedish, students
show varying attitudes towards varieties of EngliBhe varieties spoken
by native speakers are perceived as prestigiouseacldange students
from Canada, Unites States of America or Australia asked about
English grammar and pronunciation, as exemplifieBxample 4.

Example 4 Egalitarian (BP 0305v). S1: Swedish-speaking estadl, S2: Swedish-
speaking student 2, T: Teacher, C: Students in.cxa€sxchange student from Canada.

1 S1:background to this article is that an ongoing
2 process of (1.5) e:: (.) eg- eg[ala
3 sz [((diggles))

S1:hh | don't really know how to pronounce that

(0.5) e: ega- (1.5) egala- (0.5) tarism
T: ((points at X)) >why don't you ask< ((points again))
S1:how do you pronounce [the e-word
X: [sorry buddy
@

0 X: oh egalitarian?
11 S1: >yeah< the [increasing amount of=
12 C: [((giggles)) ]
13  =e- egalitarian e: theorists (0.5) that
14  implying tha- that leadership based on
15 inequality is unethical

4
5
6
7
8
9
1

In Example 4, the teacher asks an English-speatudent from Canada
how the word &galitariari’ should be pronounced. The question relates
to an oral presentation, in which a Swedish-spepkinident first uses
the word in its written form, but then hesitatesewhe should say it out
loud: “I don't really know how to pronounce thdline 4). The teacher
suggests that the student from Canada should fvalpohpronounce the
word (line 6). Their actions position them as lesmpetent speakers of
English.

Attitudes towards different varieties of Englishpatt on the social
environment of courses. In interviews, native speslof English are
talked about as particularly useful members in grdiscussions and
other tasks given by the teacher, since they chnrten-native speakers
of English to solve language problems in texts aral presentations.
Exchange students with other linguistic backgrouas not associated
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with similar positive values, and their Englishes aot as valuable as
varieties of native English in the local orderdrafexicality (Blommaert
2010: 194). Students from France or Spain havedeepthat they know
the language well enough, but they also have teeptioat they are good
students who can contribute to the group work. Ta¢a thus also
exemplify how linguistic resources change value nviteey are moved
out of a local context (Blommaert 2010: 194). Iotfavarieties that index
native knowledge of English (@mostnative knowledge) appear as the
only truly, non-negotiable mobile linguistic resoes at the international
university.

5.4 Summary and discussion

The analysis exemplifies how the students in thelystcan construct
local norms for languages in English-medium courdeather than
talking English all the time, English is oriented &s the expected,
'normal’ choice of language when the interactioninstitutional in
purpose and when the topic for discussion is bssis&udies or technical
sciences. As has been shown, however, norms fguéae choice can be
constructed differently in different courses, agoatations are taking
place on a local course basis. Swedish is usedoimertion with
teaching in all courses, but when, how and with mhtbe language is
used varies somewhat between the different coulrsggneral, Swedish
is used in interactions in class that are prepardtothe actual teaching,
while oriented to as deviant in discussions that @m-task. The use of
Swedish as a contextualization cue strengthens ctvestruction of
English as a lingua franca for interactions that am-task, and restricts
the use of English in other situational contexts.

Rather than using English in all study situatiottee local norm
seems to be based on calculations of other paatitsh linguistic
competence. Students choose the language that seeshditting to the
kinds of roles and aims that the interaction regsharound, but also in
relation to their own and other participants’ laage skills. Yet mutual
understanding is not the only basis for languadgecten, since Swedes
sometimes speak Swedish in whole-class teachingiosss where
exchange students are present. Particularly, soeialions among the
Swedish speaking majority influence language chaoe—as has been
shown—power relations and aspects of inequality areplay in all
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studied courses. As pointed out, varieties thagxnahative knowledge of
English, oralmost native knowledge, appear as the only truly, non-
negotiable mobile linguistic resource at the indgional university.

In relation to localisation processes, the analgdisws that the
transnational strategy of using English as a medfinmstruction does
not necessarily mean that students speak Englisheatime. Students
can construct local norms for when it is appropritd use English,
Swedish or other languages, and they can recongtradransnational
strategy of English as a medium of instruction Bat tit fits local
expectations, traditions and ideologies. For imtanEnglish is
constructed as a language that first and forenmalehps to the exchange
students, while Swedes are associated with EnglighSwedish. The
associations are constructed locally in interactiand illustrate
Pennycook’'s (2007: 94) observation that transnatigeroducts and
flows can be refashioned and given new meaningslatal setting. The
strategy of using English is transnational; sphtterns of language use
show that students can construct local norms aejtréate language
choice on a local course basis.

The international university appears as a rattagieststructure in the
world of flows. Its rather stable character comesnt the local
negotiations of norms as well as local take-upg&mglish as a medium
of instruction. It places the international univgrsamong other
apparently stable structures, organisations andalsdorms that
Appadurai (2000: 5) identifies in parallel to oligeén motion in the
world of flows. According to Appadurai, these appdly stable forms
function as a structuring force in the world ofvile as they are devices
for handling objects in motion. Indeed, with théemmational university
as a rather stable framework, students and staff(mgconstruct the
transnational strategy of English as a medium sirirction so that it fit
local purposes, through direct comments and negot@(Examples 1 &
2), language-related sequences (Example 3) or usenguages other
than English in situational contexts that are affk

6. Conclusion

Like other internationalising strategies in higheducation, English-
medium courses are characterised by interplay lgtweansnational,
local and national processes and flows. At the Sshedhiversity studied
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here, students handle the world of flows by crgasind recreating local
norms for when, how and with whom English can, eadnot, be used.
The linguistic environment is first and foremostoaal product, even
though students and teachers obviously are infeebriy the official
language choice and by the global function of Efigés a lingua franca.
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Learning terminology from reading texts in English: The
effects of note-taking strategies

Spela Mezek, Stockholm University

Abstract

Student note-taking strategies can provide an insight into how students learn
subject-specific terminology in L2 from L2 reading. This article explores the
relationship between reading, note-taking strategies, and the learning of English
terms among Swedish students. Students participated in an experiment in which
they were presented with new terminology and could take notes. Their learning
was measured with a multiple-choice test. Results show that students who took
more extensive notes and who engaged with the text better learnt more terms.
Pedagogical implications for subject and LSP teachers are discussed.

1. Introduction

Becauseof the increasingly important status of English worldwide,
learning the language is rapidly becoming an aim, if a secondary one, of
many university courses around the world. Typically, English
proficiency is expected of the many students in Europe and in other parts
of the world who attend courses in English instead of the local language.
However, it is not only these students who are expected to learn English
terminology. A growing number of studentstoday attend parallel-
language courses (Josephson 2005), in which they listen to lectures given
in their local language, buteadtextbookswritten in English (Graddol
2006, Kuteeva2011). Thesestudentsare primarily expected to learn
terminologyin their L1. However, thesecondaryobjective of many of

these courses is also the acquisition of terminology in English (Pecorari,
Shaw, Irvine, Malmstromand MeZzek2012), so thesestudentsare
expected to acquirbilingual scientific literacy in their L1 and English
(Airey and Linder 2008). Consequently, ashe subject-specific
terminology taught in the lectures is often in the local language, they are
usually expected to learn ne&nglish terminologyfrom their reading

only. How studentgead English textandlearn terminologyfrom them

is, therefore, ofinterest to both subjectteachersand teachersof
language/English forspecific purposes(LSP/ESP).In this article |
investigatethe relationshipbetween readingnd thelearningof English

MeZek, Spela.2013. “Learning terminology from reading texts in
English: The effects of note-taking strategi@$drdic Journal of English
Studies 12(1): 133-161.
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terms of Swedish students, with a specific focudhenstudents’ note-
taking strategies.

Learning subject-specific terminology in L2 diffdrem learning the
more general L2 vocabulary. In acquiring a new wdethnical or
otherwise, the learner needs to learn the word feneaning, and its
use (Nation 2001). In some cases, such as with mnlowohlevel
vocabulary, learners are able to map the formeftbrd onto a meaning
which already exists in their L1 (Jiang 2002, 2004)other cases, the
learner also needs to acquire the new meaning db WMeis is
predominantly the case when it comes to learningjestrspecific
terminology. Students learning terms in a subjeeaanew to them do
not only have to learn a new form; the conceptfisronew to them as
well. Subject-specific vocabulary is thus a “pafitaosystem of subject
knowledge” (Chung and Nation 2004: 252) acquireddnnection with
that new subject knowledge, both of which are, wieamnt, integrated
into the learner’s pre-existing knowledge (Koda200

In order for teachers to be able to offer adequ&® instruction to
students, we need to know how students learn dufpecific
terminology in L2. One way of investigating thistasstudy the students’
reading notes, as these provide insight into hay tmderstand the text
and the strategies that they employ to learn ttve teeminology. Note-
taking while reading to learn is a very common pcacamong students
(Hedgcock and Ferris 2009), which has been proeemredict test
success in several studies (Peverly, Brobst, Grahath Shaw 2003,
Peverly and Sumowski 2012). Taking notes promotesepd
understanding (Williams and Eggert 2002), sincenitolves several
processes: comprehension, selection, and produfimtat, Olive and
Kellogg 2005). To take notes successfully, studenis first need to
understand a text, after which they need to be @belect information
relevant to their learning goal. Subsequently, thegd to transform that
relevant information into a format that makes thatent of their reading
easily accessible and comprehensible to them. Nmaasthus provide
valuable information about how students attempe&on and what part
of the body of content they understand.

Various factors associated with note-taking havenbshown to
affect learning positively. One of these factorshis amount and type of
notes that students take and do not take. Stugenfisrm better on tests
if they take more notes (Kiewra and Benton 1988&eHg et al. 2003,
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Song 2011). They tend to remember more of the abwutiea lecture or a
text if they take copious notes in terms of the bemof words or
propositions. They also remember more details amgleoform non-note-
takers on tests if they note more high-level id€averly et al. 2003).

How notes are formulated has been shown to afé@ching success
as well. Some studies have looked at the languBgetes and analysed
them based on how close they were to the origadl(Piolat, Olive and
Kellogg 2005, Stefanou, Hoffman and Vielee 2008gf&hou, Hoffman
and Vielee (2008) looked at what proportion of stdnotes was a
verbatim copy, a paraphrase, or the student’'s oantribution. They
found that, unlike students who copied or paragttasformation from
the lecture, those who related it to their own sdparformed better on
the test following the lecture. Their findings seggthat students whose
notes contained unique ideas achieved a deeperstandéing of the
content, because they were able to draw conclusi@igheir peers who
mainly used verbatim copies and paraphrases wergh®to.

The closeness of notes to the original text (eegture) may be
connected with the comprehension of the contentle3its have claimed
that they use verbatim copies “to ensure fidelityvbat was said by the
teacher”, and paraphrases “to ensure that theyrstoodel the teacher’s
explanations” (Bonner and Holliday 2006: 797). $amy, in the context
of assessment writing, students have explained “dahetimes when
you paraphrase something, you just miss the pdititeobook” (Pecorari
2008: 104). These examples suggest that studemfist mge verbatim
copies when they are unsure they have understoedcdntent, and
paraphrases when they do understand. The closefesstes to the
source text may, therefore, indicate whether thdesits understood the
text and perhaps even whether they have reacheeeped level of
understanding of the content.

However, understanding of the content in part ddpemn the time
the students have available to process the corteh® lectures, where
time is very limited, students have reported tlnaytmainly focus on
writing notes and not on understanding (Airey 200B)ne is also a
factor in learning from reading, as reading acadetakts in L2 takes
more effort and time, which results in studentsdieg less (Pecorari,
Shaw, Malmstrom and Irvine 2011). For these regsanss very
important for students to use efficient proceddoedearning during the
limited time they have available.
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Due to the number of students who are today legrfiom L2 texts,
it would be useful to know what kinds of strategibese students
employ. LSP teachers need to be able to help theskents become
more effective note-takers who adopt appropriat&tesjies for the time
they have available. Studies of student notes haoeever, primarily
focused on note-taking strategies from lecturee\iikda and Benton
1988, Song 2011, Stefanou, Hoffman and Vielee 20B8)ver studies
have investigated the effects of notes on learfiioigp reading (Peverly
et al. 2003, Peverly and Sumowski 2012). In paldicustudies of L2
students’ note-taking strategies have mainly foduselistening and not
on reading comprehension (Carrell, Dunkel and Mwill2004, Clerehan
1995, Song 2011). In addition, previous studiegxghlored the effects of
note-taking strategies on the learning of the gdrmmtent in the oral or
written texts, and not on the specific goal of téag terminology. The
effect of students’ note-taking strategies for ihereasingly important
task of learning L2 terminology from written textas thus not yet been
investigated.

2. Research questions

This article will explore the relationship betwesrading, note-taking
strategies, and the learning of English terms oé@sh students. More
specifically, it will focus on answering the folling questions:

1) What are the note-taking strategies of studentsnileg L2
subject-specific terminology from reading?

2) Are different strategies used for different vocalulitems?

3) Do the strategies of successful and unsuccessiiuides differ?

3. Methods

3.1 Participants

The participants in this study were undergradutieents at a major
Swedish university who were in their first termfglish studies. One
hundred and eighty-one (181) students took parthgn experiment,

which was a part of a larger study. A majority loé students (56%) were
21 years old or younger. Almost half of the studgAdB%) were new to
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university studies and 27% of students reportechdbdiilingual in
Swedish and another language. This sample is @pus/e of students
at this institution studying this particular sulijeStudents were aware
that participation was voluntary.

3.2 Materials

This experiment was a part of a larger study expipthe learning of
subject-specific terminology in the parallel-langaaenvironment (e.g.
Pecorari, Shaw, Irvine and Malmstrom 2011, Pecpréhaw,
Malmstrom and Irvine 2011, Pecorari et al. 2012)e Entire experiment
consisted of several parts. Students read an Bnighs on the subject of
rhetoric and listened to a short lecture on theestopic in Swedish. The
reading text presented fifteen terms, ten of whiehne also introduced in
the lecture. In other words, five terms were in teading only. The
students were tested on the terms at three pdietsre the reading and
listening event, immediately after, and after aagedf one week. They
were free to take notes on the reading sheet aa eaparate sheet of
paper which was collected before the immediate-fass$t They only had
access to the reading text while reading. As thislysfocuses on the
note-taking strategies of students learning tertoimofrom reading, the
data considered here are those notes taken oretires which were
presented only in the reading.

3.2.1 Reading text

The reading passage was a textbook-like introdoctio English to

rhetorical devices (see Appendix 1). The text was ®ords long and
students were given 15 minutes to read it, afteichvtime they were
asked to stop reading. They were instructed tolda terms in the text
using their usual learning strategies. Participavése instructed to read
as much of the text as they could, and, in the tetleat they did not

finish reading, to mark the point at which they lséabped reading when
time was called.

11t is important to note that while all of the seids who made a mark in the
reading text can be supposed to have read lessatham the text, those who
made no such marks could include some who readiiode text and some who
did not follow instructions.
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The first paragraph of the text was introductohg test of the text
was dedicated to terminology. The rhetorical temmese grouped into
five groups of three related terms, each group paragraph of its own,
and each group including one term which was inrélaeling only. Every
term group was introduced with a reference to thered group
characteristics. After that, the specific rhetdritgures were elaborated
on. Each term was given approximately similar treait. Each was
defined and exemplified with two to three exampbtdsthe rhetorical
figure, and every description also included someitemhal details. For
example,antimetabolewas described in a group of figures “relying on
repetition” (term group characteristic). It was désed as “involving
presenting terms in one part of a sentence andsiegethem with the
same grammatical function in another” (definiti@amd exemplified with
a famous quote by John F. Kennedy (detail): “Askwigat your country
can do for you, ask what you can do for your cogir(@xample).

In the order of presentation in the text, the tefowsised on in this
study are: oxymoron, prozeugma, antimetabole, parrhesiand
paramythia For details of these terms, see the reading #pgendix 1).

3.2.2 Immediate post-test

This fifteen-minute test was taken directly aftee tearning events. It
consisted of a portion asking participants whethey recognised words
and a multiple-choice component testing their gbith match the fifteen
terms in the text with their definitions. Sincethre target situation the
language of instruction is usually Swedish, evesugfn knowledge of
terms in English is expected, the students werergi definition of a
term in Swedish, and a choice of four terms in Ehglone of which was
the correct answer. The students received one foinévery correct
answer. The maximum score for this study was fiviats.

3.3 Analysis of student notes

The reading passage and notes pages with any t@testudents took
during the reading and the lecture were collectefdrie they took the
knowledge test. The notes were analysed accordirthe quality and
type of information the students had taken notegsetection), and how
they transformed that information into note fornfptoduction). The
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analysis thus focused on two aspects of notethdijypes of information
the students included or excluded from the noted, (&) the level of
language transformation of the original text intoten form. The
categories of analysis for the two aspects emefigad the data under
the guidance of categories in previous studies.

The types of information the students noted wee fibllowing:
‘general information on rhetoric’, ‘term’, ‘term gup characteristics’,
‘definition’, ‘example’, and ‘detail’. These are fileed and exemplified
in Table 1.

Table 1 Categories for the analysis of types of informatiiven

Category Definition Example

General Any information found in the Study of using language
information on  introductory paragraph of the ancient Greeks & Romans
rhetoric reading text Rhetorical skills

Term The name of rhetorical figure antimetabol®

Term group The characteristic the entire group repetition

characteristics  of terms have in common as
specified in the reading text

Definition An explanation of the rhetorical presenting reversing
figure (e.g. what it does, how it is
structured)

Example An example of the rhetorical figure  ask not

Detail Additional information found in JFK

the reading text which was not
necessary for the understanding of
the term
a. Student’s exampleantimetabole = repetition, presenting reversing KJ&sk not)

The notes were also analysed according to theegtest used to
transform the language of the source text. Catsiggrithe relationship
between two texts is inherently problematic. Fois theason, some
research on source use has simply counted worcsnimon rather than
establishing categories (Pecorari 2003, 2008),sammde of the previous
research on notes limited the strategies to varbatiopying,
paraphrasing, and students’ original ideas (e.gfaBbu, Hoffman and
Vielee 2008). This analysis, however, used seeatdgories to be able
to distinguish between levels of transformation.e Tbategories are
defined and exemplified in Table 2.
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Table 2 Categories for the analysis of transformation fthmoriginal text to note forin

Category Definition Example

Zero Word-for-word copy of lexical one verb working in
transformation: words or sequences from the  several clauses

Verbatim copying reading text

Non-lexical Addition or change of non- one verb working in several
additions lexical words (articles, clausesut with different

prepositions, etc.) which do not meaning
add new meaning

Close Transformation of a text by concentration

transformation changing the word class or use(1 verb)diff mean
grammar, abbreviating, using
symbols

Rephrasing Rewriting the text using the  using one verlbo function
students’ own words (e.g. in multiple clauses
synonyms)

Translation Direct translation or the samma verb olika mening
rephrasing of the English text [translation: same verb
into another language different meaning]

Original ideas Students’ own unique ideas notombined diff. meanings...
found in the text w/ verb...collocation?

a. All examples below are transformations pf] a concentrated style by using one
verb working in several clauses of a sentence affitima different meaning [...]
The text transformed using the transformation etyatin question is marked in
bold.

At the top of the table are ‘zero transformatiomé(batim copying’)
and ‘non-lexical additions’, which are strategidsene the changes to the
language of the original text are non-existent arimmal. The strategies
which follow, ‘close transformation’, ‘rephrasingnd ‘translation’, all
involve more originality and effort on the part tife student, as the
changes are more substantial, although still pilyndyvased on the
original text. Last in the table is the categoryasfginal ideas’, which is
the most advanced transformation of the text, asstbhdent establishes
and notes connections not specified in the texpoltant to note here is
that in some of the cases, including the examplesngin Table 2,
students used several strategies to transformiene pf text.

The results of the analysis of note-taking strategivere used to
determine the strategies students used in genedafoa different terms.
Their strategies were also correlated with perforceaon the knowledge
test.
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4. Results

A large majority of students (87%) who participaiacthis study took

notes during reading. The others chose not to takeing notes and
instead only read or occasionally underlined wadrdghe reading text.

Almost all note-takers wrote their notes on a safeapiece of paper;
only four students wrote all or a part of theire®tn the margins of the
reading text, and a small percentage of note-ta{&%) both took notes
and underlined words in the reading text. The nateshe rhetorical

terms focused on in this study were fairly brielh @verage, student
notes on the five terms were only twenty-four wdaig.

4.1 Selected types of information

Not all students who took notes copied the terny ttead about. For
example, while some students took notesorymoron the actual word
oxymorondid not feature in their notes. On average, stisgdgok notes
on four (4.08) of the five terms investigated, ngtia variety of
information about them, with definitions and exaegpimost common
(see Table 3).

Almost all (96%) of the students noted definiti@ideast once, with
the average student noting definitions for ovee¢hterms. Seventy-three
per cent (73%) of students wrote examples with eerame of 2.14.
Other types of information were less common. Owlgrity-four per cent
(24%) of students noted term group characteristics,this type of
information was overall rather uncommon.

Table 3 Percentage of students (n=158) using the givee tf information, and the
mean number of terms described using this typafofination

Definitions % students 96
M n terms 3.41
Examples % students 73
M n terms 2.14
Term group characteristics % students 24
M n terms 1.32
Details % students 15
M n terms 1.08
General information on rhetoric % students 11
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Very few students also noted details (15%) and igdneformation on
rhetoric (11%), probably because they had beenthaidthe terminology
would be the focus of the test. The students, tberechose definitions
and examples as the types of information which thelfeved would
help them learn the rhetorical terms. However, latfefinition and an
example were rarely given for the same term. Omames only one term
(1.04) in the whole set of a student’s notes waeatibive both. Examples
of the three most common types of notes in thidysaure in (1)-(3).

(1) parrhesia = being to direct/insult
Definition only
(2) sweet pain — oxymoron
Example only
(3) paramythia — expressing consolation encouragement
“tomorrow is another day”
Definition and example

4.2 Transformation strategies

Even though the students were writing in their seclmanguage, almost
all of them wrote the notes in abbreviated formlyQwo students used
complete sentences when describing terms (exampletlie rest wrote
the name of the term and then either inserted dslrempty space, or
similar, to separate it from the description of teem, as shown in, for
example, (1)-(3) in the previous section.

(4) Prozeugma is when one verb can be implied in skelnases.

Students used a variety of strategies when takistgsnand they
often mixed them. Table 4 shows the percentagdudfests who used
specific strategies when transforming the text ihtgir notes. The most
common strategy was zero transformation (verbatmpying). The
shortest sequence was one word long, and the Ibtwgesty-one words.
Almost all students used this strategy in theiresptwhich usually
consisted of copying the text word-for-word fronetheading text and
sometimes removing some of the non-lexical wordshss articles.

2 All examples given in the article are the studeowsn writing and no changes
have been made to them.
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Table 4 Percentage of students (n=158) using transfoomatirategies

% students
Verbatim copying 98
Close transformation 75
Rephrasing 46
Non-lexical additions 35
Original ideas 21
Translation 14

The second most common strategy was to transfoertekt so it
still closely resembled the original.

(5) Parrhesia — toaude ordirect.
[original: too directly or rudely insulting]

(6) 1verb— several clauses prozeugma
[original: oneverbworking in several clauses]

Many students changed the word class or the grapmasashown in (5)
where the student changed the adverbs (‘rudelyirectly’) into
adjectives (‘rude’, ‘direct’). Almost all of thesstudents also used
symbols to replace words or to transform the syofake text, which is
something that has previously been pointed out asrg common
strategy (Piolat, Olive and Kellogg 2005). Exam{@g shows the use of
arrows. Abbreviated words were generally less commihan
transforming syntax, as only about a half of thetsglents used them in
their notes.

Other strategies were used by fewer students, blit fairly
common. The strategy of rephrasing the text andguieir own words
was used by about a half of the students (46% nanedexical additions
by about a third (35%). These strategies were #&fyicused in
connection with others, as in (7), where it is sholow a student
rephrased a part of the sentence (‘playing withatuer of words [. . .]
the meaning’), used a close transformation (‘tecersg’) and then copied
the last half of the sentence verbatim (‘with treeme grammatical
function’).
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(7) Antimetabole— Playing with the order of words to reverse¢he meaning/
with the same grammatical function.
[original: presenting terms in one part of a serterand reversing them with
the same grammatical function in another]

Writing original or unique ideas was a strategy ckhnot many
students employed. Only thirty-three students (2h#ied any original
ideas. These were usually student attempts to eurtmarrow the
definition as in (8), or the students’ own examptegh as (9).

(8) Oxymoron — oppositiobut not love-hate
(9) Paramythia —[. . .It's not u, its me.

Only five students provided a mnemonic device.d@mple, in (10) the
student connects the entire form of the term toetaitlfound in the
original text. The student wrote that ‘Kennedy’ t@h, who was known

to useantimetaboleand whose famous quote was given as an example in
the reading text, ‘can’t’ (anti-) ‘metabolize’ (-tadole) ‘anymore’. In
this way the student connected the form of the terthe detail and even

to the example given in the reading text, even ghadie student did not
write it down.

(10) antimetabole = Kennedy can’t metabolize anymorehaiz dead

More students used formatting only for clues tortfeaning of the term.
For example, some students underlined ‘morordxgmoronand wrote
antimetaboleas ‘anti-metabole’.

Only twenty-two students (14%) chose to take sofrtbeir notes in
a language other than English, perhaps surprisiggign that only six
self-reported English as a first language. All loé thon-English notes
were in Swedish except for one in German and or&pamnish. Only two
of the students who took notes in a language dti@r English took the
entirety of their notes in one language, while othestead mixed the
two languages. For example, they would write aniédin in Swedish
and the example in English, as in (11), or they ldiaurite descriptions
of terms in two languages, such as in (12), or $ones vary the
language from term to term.
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(11) prozeugma smening med tvd motsattningar
He took a drink and photo...
[translation: sentence with two contradictions]
(12) (sweet/pain) mutually contradictory terms = oxymofta bort mening genom
motsat9
[translation: remove meaning through contradiction]

4.3 Note-taking strategies for different terms

As has been mentioned before, not all students hodés on all terms.
Table 5 shows that some terms were noted by a higkeeentage of
students than others. The percentage correlatéstit position of the
term in the textOxymoron which was at the beginning of the text, was
written down by most students (90%), wherpasamythia which was at
the end of the text, was noted by 56% of the stisddrhus the further
into the text the term was, the fewer studentsemjtiand made notes on
it, possibly because they were running out of tiarebecause their
interest was waning.

The note-takers used different strategies for diffe terms (Table
5). From a complex pattern, two things stand ouérwh comes to the
types of information the students wrote.

First, the further into the text the term was, tbeer students cited
examples for it, probably because they were runoutgf time. Second,
apart from examples, the information type strate@seich as definitions,
etc.) were used by a similar percentage of studentall terms except
antimetabole For antimetabole a smaller percentage of students wrote
definitions; instead, the percentages of studentsing term group
characteristics and details were higher than ferrést of the terms. The
cause of this could be that the term group chariatite(‘repetition”) and
detail (‘John F. Kennedy’) were more familiar teetbtudents than the
term’s fairly long and complex definition, so moseudents relied on
them instead of on the definition.

Some language transformation strategies were aed by similar
percentages of students for all terms, such asatiarbcopying which
was the most popular, and translation and origithets which were on
average used by the smallest percentages of studdotvever, the
percentages of students using the other transfmmatrategies were
different for different terms.
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Table 5 Percentage of students (n=158) using strategiéadividual terms (in the order
of their appearance in the source text)

Terms
oXy pro anti parr para
Students n 142 137 132 120 89
writing .
term % 90 87 84 76 56
Definitions 84 88 67 90 92
:/0 n ”?ti“g Examples 53 45 36 33 25
eo
iz?ormation Term group characteristics 3 1 24 8 3
Details 1 1 16 3 0
Verbatim copying 91 91 83 86 80
Close transformation 18 37 37 40 30
%nusing Rephrasing 6 31 33 12 11
transformation ) -
strategy Non-lexical additions 6 22 16 5 2
Original ideas 8 10 8 3 10
Translation 6 9 10 7 10

For example, close transformation was used by r@ifgignt percentage
of students for all of the terms buokymoron Apart from this, the
percentages of students who used the differentegtess foroxymoron
were fairly similar toparrhesiaand paramythia The difference in the
use of close transformation could be explained ly fact that in
oxymoronthe definition and examples were two-word phrasééch
many students could quickly write using only theatgigy of verbatim
copying, whereas iparrhesiaandparamythiathey were more complex.
These types of text characteristics may also begason why a higher
percentage of students used non-lexical additiomd @ephrasing in
prozeugmaand antimetabole which had complex and long definitions.
Student strategies therefore appear to be steesedindividual
characteristics of the material to be learned.

4.4 Post-test results

The experiment was designed to present participaitts terminology
which was new to them, and indeed the pre-test stidWwat informants
had a very low level of knowledge of the terms tartswith. In general,
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neither the note-takers nor the non-note-takerfopeed particularly
well on the post-test. On average, both groups vadte to correctly
match the definition and term of fewer than twotohnieal figures (see
Table 6).

Table 6 Post-test results (max=5)

n % all Average test

students | students| score (SD)
All students 181 100 1.87 (1.47
Notes 158 87 1.87 (1.46)
No notes 23 13 1.87 (1.55

Nevertheless, a notable difference could be obderwhen
comparing the distribution of students among scofsscan be seen in
Figure 1, the percentage of note-takers who acHiéve scores zero to
three points did not vary (20-23%), whereas a nlagyer percentage of
students who did not take notes achieved one [§4B%), and a very
small percentage achieved three (4%). When it camélse top scores
(4-5 points), the students who did not take noerfopmed slightly better
than the note-takers. However, as the standarditifavs of both groups
are fairly similar (1.46-1.55), this difference Wween the groups is not
significant. The result of a chi-square test, a#i,weeans that a similar
conclusion needs to be drawyf (5, N=181) = 10.28,p=.07). These
results can only be suggestive though. The rangiheftest was very
small (0-5 points) and the group of non-note-takess small as well (23
students). The Shapiro-Wilk test of normality shdwieat neither of the
groups of students have a normal distribution (@takersp=.000; non-
note-takerg<.01), so parametric tests cannot be used. Théfseedices,
therefore, should not be taken as significantdoly as suggestive.
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Figure 1 Percentage of note-takers and non-note-takeligvac a particular score on
the knowledge test

Low knowledge test scores might be due to the éichieading time.
The students were instructed that if they did nmhglete the reading
passage, they should mark in the text where theypsd reading. None
of the non-note-takers made any such marks. Owttier hand, twenty-
nine (18%) of the students who took notes marketiénext where they
stopped reading, the large majority of whom (2Qdetus) were those
who achieved zero or one point. In addition, theege also many note-
takers who visibly changed their note-taking towgatide end of their
notes. Some students (20%) stopped taking noteshéoterms found
towards the end of the text, and some (6%) who toatks throughout
their reading underlined information in the readitext only at the
beginning of it. Many students, therefore, eithigl mbt manage to read
the entire text, or took less thorough notes towatte end of their
reading.

A comparison was done between the post-test sobraste-takers
who marked in the text that they did not managest all of the text,
and the note-takers who did not make any such mdaike result of
comparison between the two groups shows that tiwbsedid not make
any such marks learnt 41% of the terms they managadad about,
whereas the note-takers who did not finish theadieg only learnt 30%
of the terms they could find in the text markedesesd. This suggests that
perhaps those who read the entire text were ngt faster readers, but
also better learners.

Each of the five terms was learnt by 34-43% of #tedents.
However, there was a difference between note-takais wrote notes
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for certain terms and those who did not. For th& fivo terms, both the
students who took notes on the two terms, and thdse did not,

performed equally well on the questions about thkmias for the last
three terms that there were big differences. Alrhadft of the note-takers
who took notes (44%), but only 15% of those who il take notes on
the final three terms answered correctly. What théans is that at the
beginning of the reading the students were probably attentive to

what they were reading, regardless of whether tireye notes for those
terms or not. Taking notes while learning termshat beginning of the
text therefore did not prove to be an effectivaatsfyy, as not taking
notes proved to be just as effective. Towards te & the reading,
however, the note-takers who did not write notestlfimse terms were
affected negatively. This, again, could be an ¢ffet time. Some

students marked in the text where they stoppedngdmbcause they ran
out of time, so they were unable to learn all af tarms. Some other
students who did not make a mark in the text perhagtead stopped
being attentive and taking notes when they stami@ding out of time

and, consequently, also did not learn all of thenge

4.5 Strategies of successful and unsuccessfuldearn

In order to be able to compare the strategies afcessful and
unsuccessful learners, the students were groupedrdicg to their
knowledge test score. Students who scored zero®mere deemed to
be unsuccessful learners on this multiple-choise ®hose who received
two or three points were classed as intermediatgégs, and those who
achieved four or five successful learners.

There were some differences between the three grofipearners
and the types of information they noted (Table 7).

The first difference is that on average the sudukssarners copied
almost all terms in their notes (4.57), whereas uhsuccessful wrote
fewer (3.78), and, consequently, learned feweheifrt (see Section 4.4).
Thus it seems that unsuccessful learners achieweddores due to their
low-quality reading/learning, and possibly alsowsleeading. Second,
while the percentages of students noting defintisrere similar (95-
97%), unsuccessful learners noted this type ofrinédion for fewer
terms. On average, they wrote definitions onlytfoee terms out of five,
whereas the successful learners wrote them for fohigher percentage
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of successful learners (86%) than unsuccessfuhdesar(75%) also used
examples. In addition, successful learners alsd bséh a definition and
an example slightly more ofterME1.29) than the intermediate and
unsuccessful groups of learners. The group ofrimeiate learners was
typically between the two groups, with a few excam. A noticeably
smaller percentage of these students wrote exanapldsnotes which
touched on the characteristics of the entire grofuthree terms rather
than one specific term. In short, all students Ugu#ose to note only
one type of information for each term, althougls tvas especially true
for the group of unsuccessful learners.

Table 7 Percentage of students from three learner graigisg the given type of
information, and the mean number of terms descritsiayg this type of information

Points on the
knowledge test
0-1 2-3 4-5

n students 69 68 21
Terms written in the notes average 3.78 4.24 457
Definitions % students 96 97 95

M n terms 3.06 355 4.1
Examples % students 75 66 8¢

M n terms 210 222 2.06
Term group characteristics % students 25 22 P9

M n terms 1.29 120 1.67
Details % students 13 16 19

M n terms 1.11 1.09 1.0€
General information on rhetoric % students 14 7 10

There were some differences in the types of tramsition strategies
different groups of learners used (see Table 8).
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Table 8 Percentage of students from three learner grasjpg the given transformation
strategy

Points on the

knowledge test

0-1 2-3 45
n students 69 68 21
Verbatim copying 96 100 10¢
Close transformation 64 84 81
%nusing  Rephrasing 39 49 62

transformation ] -

strategy Non-lexical additions| 35 35 33
Original ideas 25 16 24
Translation 14 10 24

A higher percentage of successful learners thanasessful learners
used close transformations, in particular abbrewiat More of them
also used rephrasing and translation. The detaigtd show that these
differences are also reflected in the types of rm#ttion noted. The
successful learners used the higher-level strategigch as rephrasing,
for the least frequently recorded information typgsneral information
on rhetoric, details, and term group charactessti'riting about term
group characteristics might thus make for deeparlag, which has
been shown in other studies, where noting highHeleas lead students
to achieve better results on tests and to draw twn conclusions
(Peverly et al. 2003). Similarly, successful leasneere more likely to
change and abbreviate examples and definitions ttheuess successful
learners.

Interestingly, in some instances, the intermediesgners deviated
from the position between the unsuccessful andesstal learners here
as well. As can be seen in Table 8, a smaller ptage than the
unsuccessful and successful learners used a lamgihgr than English
and noted their own original ideas. On the otherdha slightly higher
percentage of them used close transformation.

5. Discussion and conclusion

This study investigated note-taking strategies wkdsh students and
how these affected their learning of English terfinesn reading. The
strategies which were investigated included talangiot taking notes,
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the type of information the students chose to ndemguage
transformation strategies they chose the employl sinategies for
different vocabulary items. These different strasgwere then also
related to the students’ test scores.

The first research question sought to explore tlode-taking
strategies of students who are learning L2 sulgpetific terminology
from reading. The analysis of notes focused on wthat informants
selected to write in their notes, and how theydfammed that selected
information into note format. The results show thadst informants
selected definitions and examples to help thermld¢he terminology.
Fewer informants noted general information on rhietadetails, and
term group characteristics, which could be onehef teasons for the
general low scores on the knowledge test, as mempopitions, such as
term group characteristics in this study, have bglown to scaffold
students’ knowledge and help them retrieve lowepgsitions (Peverly
et al. 2003). Few students also used the highet-ldanguage
transformation strategies such as rephrasing, lat@ms and original
ideas. Instead, many students relied on zero tamstion (verbatim
copying) and making slight changes to the languégen-lexical
additions and close transformations). As using didavel
transformation strategies can contribute to undadihg of the text
(Howard, Serviss and Rodrigue 2010), and conselyuaisop learning of
the content, students’ choice of transformatioatstyies may be thought
to have contributed to the poor learning of terrogy under time
pressure as well.

The second research question explored whether regidesed
different strategies for different terms. The natof notes for different
terms was affected by the position of the termhi@ teading text and
probably by the language, complexity, and lengtthefterm description.
The position of the term in the text affected howany students wrote
down terms and examples; fewer students noted teants wrote
examples for the terms at the end of the readixigthe@n for those at the
beginning. The position of the term, therefore, dmt only affect the
likelihood of the student writing notes on the terbmut also the
likelihood of the student writing examples. Langaiamnd complexity of
the term description in the reading text also afféstudent strategies to
some extent. Terms with longer and more complexrg#ions were
often described using several language transfoomadgirategies, and
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term descriptions with words more familiar to thadents tended to be
described with verbatim copies or close transfolonat Students thus
used different strategies for some of the termgedding on the
characteristics of the term description. To my kleuge, this type of
interaction between text characteristics and notenfhas not been
reported previously. The students, therefore, astetegically and did
not only perform routines. However, due to low gsgiit is unclear how
much these different strategies for different teafiscted the learning of
these terms.

The comparison of unsuccessful and successful dearfresearch
guestion 3) produced findings which, as noted iotiSe 4.4, are not
statistically significant but can be consideredi¢ative of a trend. The
findings suggest that certain strategies were usgdmore of the
successful learners than the unsuccessful learfiess.of all, successful
learners tended to write notes on more of the teéhas the unsuccessful
learners, and their notes differed in quality asll.w&he notes of
successful learners had more definitions and ex@snphd more of them
also used the higher-level language transformasimategies such as
rephrasing, translation and original ideas. Quamtitnotes, such as the
number of terms described in the notes and the auwfdefinitions and
examples, therefore, contributed to learning, whiels been shown in
other studies as well (e.g. Peverly et al. 2003)gS2011). Quality of
notes, such as transforming the language of thginati text into your
own, also appeared to contribute to learning, fshbalue to the
students’ higher engagement with the text.

The students who did not take notes on average=\asthisimilar
scores on the knowledge test as note-takers, widsmot been the case
in other note-taking studies (e.g. Peverly et #02 Peverly and
Sumowski 2012). As in some L2 reading research. (8lsaw and
McMillion 2008), one major hindrance to students ftinis study
achieving high scores appeared to be time. Timifigceed whether
students took notes on terms or not, so lower p&rges of students
took notes on terms which were further into the.tRon-note-takers did
not mark that they were unable to read throughetitérety of the text,
whereas some note-takers did. A possible explandtiothis could be
that they did not manage to read the entire teshlbge they were slowed
down by note-taking. In this sense, high achiedhglents who did not
take notes more correctly judged the task and, ezprently, adopted a
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more effective strategy for learning than the rntateers who were unable
to finish reading the text, such as the group dofugnessful learners
where almost a third of them marked that they wamable to finish
reading the text.

Time also affected the intermediate group of leangho learnt two
or three terms. In this group, only some studecksi@vledged that they
were unable to finish reading the text, so theyasarage managed to
take notes on more of the text that the unsucdelesftners. However,
the strategies this group used did not alwaysfid the expected pattern.
Some strategies were in fact used by a lower ptagerof intermediate
learners than unsuccessful learners. A lower peagenof intermediate
learners wrote examples and used higher-level fsamation strategies
such as translations and original ideas. What thésans is that the
guality of the intermediate learners’ notes wasame respects lower
than those of the unsuccessful learners. Thus whigeccessful learners
took notes on fewer terms, they used some of tlagesfies which have
been shown to contribute to learning more tharintegemediate learners.
In other words, the notes of unsuccessful learwerg of higher quality,
but lower quantity, whereas the notes of intermediaarners were of
higher quantity, but lower quality. If the studestmsciously chose this
strategy, perhaps this could be interpreted asrnmdiate learners
attempting to read through more of the text andifsging some of the
guality for quantity, which is something studentpected to read in L2
may find themselves doing, given the limited amoohtime they are
willing to devote to study reading (Pecorari, Shavalmstrém and
Irvine 2011).

In conclusion, my findings show that, in this stuclylture, a large
majority of students learning from reading takeesoteven when they
will not be keeping them. Note-taking can, therefdre seen as not only
a device for future reference, but also as a lagrsitrategy. Student
note-taking strategies are affected by severabfacFirst, the strategies
the students use depend on the characteristidsea$ttident: degree of
engagement with the text, depth of understandimg, #he student’s
assessment of the task. Second, the strategiesaffeeted by the
characteristics of the task and text: the time lalke for reading, and
conceptual and linguistic complexity of the texheTresults also confirm
that the quantity and quality of student notes aiffhe success of
learning subject-specific terminology in L2. Stutkeemvho write more
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complete notes with descriptions of more of themterand their

characteristics, especially the high-level ideashsas definitions, are
more likely to learn the terms. Students who uske-teking strategies
focusing on deeper engagement with the text, suchetormulating

descriptions of terms into their own words, alsmeenber more subject-
specific terminology in L2. The different strategistudents employ,
however, are probably less affected by the chatiatitss of the different
terms and more by how quickly the students are tablead.

The pedagogical implications following from thisudy are that
content and LSP teachers should teach studentstakitg strategies.
However, it is important to highlight that readiagd lectures are very
different situations particularly in L2, and requlifferent strategies and
teacher advice. Teachers need to teach studentsohagjust their note-
taking and reading strategies to the reading/legrobnditions, as well
as their personal learning style. It is importdnattthe students are aware
of the trade-off between time and reading quaditythat they are able to
make informed decisions about whether to take nmtewmt, as they may
sometimes actually benefit from not taking notesadhers should also
encourage their students to take the time to reamigh the entire text
and to take extensive notes on all of the conteey heed to learn (e.g.
Kiewra and Benton 1988, Peverly et al. 2003). Thhguld especially
focus on the advantages of noting the high-levebsd(Peverly et al.
2003), which are, as in this case, usually signblethe structure of the
text and topic sentences. Furthermore, as showisrstudy, there is a
tendency for notes to be limited to the areas aavday the text, with
relatively few students using their notes to retatetopic of the reading
to ideas and experiences that form part of thear gnowledge. Given
the beneficial effects of making such connectiogtefanou, Hoffman
and Vielee 2008), students should be encouragedate them using
their own words, as using their own words may dbute to their better
understanding of the text (Howard, Serviss and igadr2010). Using
their own words is likely to imply a greater use ldf, in contrast to
much earlier note-taking advice. Students manifesied training in
note-taking strategies if they are to go beyond tisd by making
connections to pre-existing knowledge.

While this study has investigated several differkimids of note-
taking strategies, there are others which havebaenh investigated, but
which could provide valuable insight into note-takiand learning (e.g.
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linear and non-linear note-taking, visual elemests,). In addition, it
should be noted that generalisation of the resfltthis study can be
made for this study culture, and that students timero educational
environments might approach note-taking differentign the Swedish
students in this study. Future research should fiheiss on other note-
taking strategies, and aim to investigate and coenpaote-taking
strategies of students in various educational enwiients.
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Appendix 1
Rhetoric: How language works

It's long been known that the way we formulate dooughts helps
determine the likelihood that our words will chantjee way people
think, feel and behave. The study of using languagafluence goes
back at least as far as the ancient Greeks and mmeho valued
rhetorical skills, and developed a set of termsldecribe language use,
and the forms and functions of language.

Many of these terms describe figures of speech hwipeople
recognize easily, even if they don’t know the tetself. We've all heard
jokes based on the idea that some phrasesnlikry intelligenceor
political goodwill are contradictions in terms, or descriptions oklas
sweet pain Such mutually contradictory terms are calde@moron. In
slang and in poetry we want to make our langualgi @ore poetic and
one way is to call something by the name of onitsgbarts, like calling
a carwheels or a new persoa new faceThis is calledsynecdoche
Another device we use every day ligotes; this term refers to
expressions likenot undesirablefor something excellent, omot
unattractivefor a beautiful object, that is referring to sonethas if it
was less than it really is.

Some of the rhetorical figures have to do with lsmmtences, clauses
and phrases are put together, and these can dadtesdul to refer to the
style of various writers. When clauses are assamblgthout
conjunctions (words like ‘and’ or ‘but’), that's lbed asyndeton as in
Churchill’'s famous speech that weWfe shall fight on the landing
grounds, we shall fight in the fields and in theests, we shall fight in
the hills; we shall never surrenddgdn the other hand, when long strings
of clauses are created with conjunctions, thatled@olysyndeton The
writer Ernest Hemingway was fond of this, with sates likel said,
‘Who killed him?’ and he said ‘I don’t know whol&d him, but he’s
dead all right,” and it was dark and there was wastanding in the
street and no lights and boats all up in the towd arees blown down
Many writers create a concentrated style by usimg werb working in
several clauses of a sentence often with a diffemsaning, likeShe
broke his golf-club and his heaotr He took a drink and a photograph.
This kind of concentration is callgntozeugma
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Many rhetorical figures rely on repetition. For eyde, John F.
Kennedy was famous for sayifgk not what your country can do for
you, ask what you can do for your countmyd a folk expression says
You can take the boy out of the country, but ysmitdake the country
out of the boyThat figure of speech, involving presenting teim®ne
part of a sentence and reversing them with the sgraenmatical
function in another, is calleghtimetabole A similar device is using the
same word several times in different grammaticah which is called
polyptoton, like in Brad Pitt’s line frontight Club: The things you own
end up owning yowr the joke Working hard or hardly working?
Another familiar device is repetition of a commoanme with different
functions: once to designate an individual and ohmesignify the
gualities that the individual usually hasoys will be boyswar is war.
This is calleddiaphora.

Some rhetorical figures are not examples of effec8peech, but
rather the opposite. For example, some peopleeer to show off their
learning and pepper their speech with foreign wanad phrases. When
this results in an unattractive mix of too manydaages There’s a
soupcon of the Zeitgeist in his charigmiéis calledsoraismus Another
bad feature that we quite often see in writingatachresis the use of a
word in a context that differs from its proper apation, like usingsight
unseenfor a recording one has not listened to or usirigr when you
meanimply. Parrhesia is being too directly or rudely insulting, which
might not be wise, as in the classic “yo’ mama’gekyo’ mama so old |
told her to act her age and she diedYo’ mama so old that when she
was at school there was no history class.

Other rhetorical terms refer for things that a pief text does, the
functions it performsMempsis is expressing complaint and seeking
help, something some of us recognize from scam Ierfr@m people
who are in trouble and need our help to rescueg thehey or like a
politician who needs our help to mend broken BritAWhen a speaker
expresses happiness or gratitude for good luck-ethie avoidance of
bad luck—that’s callegpaenismus as inHow wonderful everything has
been todayr Thank goodness it didn’t rain on the day of thenjuiclf a
speaker expresses consolation and encouragemeing ghings like
We’'re all with you and it’s sure to get bet@rTomorrow is another day
the term isparamythia. It may seem strange to give formal names to
these ordinary functions of speech, but the anciameks were, and
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modern rhetoricians are, very keen to help us d$weugh what
politicians, or scam email writers, are doing tawpalate us.

Sources: Wikipedia and Silva Rhetoricae (http:Aohie.byu.edu/)






Motivating English language study among Master’'s
students: The case for summary writing

Pamela Vang, Linképing University

Abstract

The internationalisation of university studies has resulted in an increasing use of
English, a language which many students assume they master sufficiently well.
This can lead to resistance to devoting time to language improvement.

The motivation to work with language skills can be promoted by integrating
language classes into discipline specific summary writing. This approach is
showing some potential and incorporates reading skills with writing, grammar,
peer critique and discussion. Summary writing also facilitates a critical study of
different texts and their structure.

1. Introduction

Globalisation and increasingobility have led to asharp risein the
numberof university coursesand programmegiven in English, (Airey
2004, 2006;Bjorkman 2008, Bolton and Kuteew®12, Coleman 2006,
Haastrup 2008, MauraneP006, Milani 2007, Shawand Dahl 2008,
Soéderlundh, 2010), not least in Sweden where the majority of courses at
Master'slevel are now taughtin English.One of the underlyingeasons

for this developmentis the Bologna Declaration (1999)which has
facilitated the movementof studentsbetween universitiesvithin the
European Union in ordao encourageultural and academiexchange.

One of the most salientoutcomesof this exchangds that English has
become the lingua franca of the universities.This is in part due to the fact
that English hasbecomethe overwhelmingly dominant language of
businessand entertainment, bulsoto the fact that academicsuccesss
measured bythe numberof citations in internationaljournals where
English predominategJensen and Thggersen 201illis and Curry,
2010). This hasgiven riseto a numberof problemsof both apractical

and a political level (Kuteeva 2011, Roberts 2008, Voss 2012).

Master's studentscoming to the Scandinavian countriegxpect
tuition in English, and ashey have been admittedassumethat their
language skills are sufficient for the purpose. While for an undergraduate
student, with even aelatively low level of competencen English, a
semesterin Sweden can bextremely beneficial, contributeto their

Vang, Pamela. 2013. “Motivatingznglish languagestudy among
Master’'s students: The case for summary writingdrdic Journal of
English Studied2(1): 163-186.
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cultural understanding and even improve their skillcommunicating in
English, for a student who plans to follow highewvdl studies, the
situation is quite different.

Among the language demands facing Master’s studgnte ability
to navigate their way through large quantitiesitgfrdture and from this,
to extract the wheat from the chaff (Shih 1992)eyimust also be able
to follow lectures given by people with a wide yi of non-native
accents and be able to follow and contribute touwdisions in seminars.
Although direct contact in such situations allowes $ome element of
repair and immediate clarification, written texts anore problematic
and students must be able to write reports andrpayfdch are clear and
unambiguous. Master’s theses are public docum&hts.increases their
need to be clear and without many basic grammatoalrs, as these
have a tendency to undermine the reliability andhanity of a
communication (Bourdieu 1977). Furthermore, studemts should
follow the most important conventions of the figldd genre in which
they are sited. Yet another demand that faces nsamgents is the
phenomenon of the “opposition” which requires mgkim public or
semi-public presentation, and critically reviewigigd commenting upon
the work of a fellow student; this is an aspecacddemic life unfamiliar
to many students.

These are tough demands, even for a native langsegker, and
for a master’s student with perhaps a minimum laveln internationally
recognized language test, can be almost insurmblgntdowever, many
master’s students assume that their language skelsadequate for the
purpose and do not anticipate the need to devhkp.t

This paper is based on the study of a possible odetfor
encouraging and helping students to improve traigliage skills that
was trialed in two short courses given to two défe groups of master’'s
students at a Swedish University. The students vadrefollowing
International Master's programmes at the Faculty Stfience and
Technology. Moreover, in line with the findings aka and Street
(2006), one of the aims stipulated by the Faculig o provide students
with instruction in referencing and avoiding plaigen, an issue which
has become increasingly in focus (Barry 2006, Rec@003). In order
to achieve these aims, a course was developed woithon students
writing summaries of research articles in theitdfid his learner-centred
approach to academic skills would not only givedstis a chance to
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produce texts in English but would also be a mearistroduce them to
the specific discourse community of their discipli(Gustafsson 2011,
Lea 2004). Further, the texts produced could bevesit and useful to
their studies. One objective of the trial was teestigate the extent to
which summary writing did in fact help studentsrtgprove their English
writing skills and raise this to a level that waensidered more
academically acceptable. A second objective wadigoover whether
students themselves felt that working with sumnsawas a valuable and
interesting exercise.

After the courses had ended, the students wera gieopportunity
to provide feedback.

The questions that the trials aimed to address are:

1) How can non-native speakers of English be bestapeepto
meet the demands required by studying for MastBegree
through the medium of English in a non-English esvnent?

2) How can we motivate students to work towards fiirfij these
demands and expectations?

2. The problem of motivation

The question of motivation is highly complex andtire context of
language learning, has been addressed by a nufgehalars, including
Cook 2001, Crookes and Schmidt 1991, Dickinson 198y 2010,

2012, and Ushioda 1998. According to Zoltan Dornyisie only

consensus among researchers is that it concermsdithction and

magnitudeof human behaviour” (2001a:8). He has defined natitiv as

“the dynamically changing cumulative arousal ineason that initiates,
directs, coordinates, amplifies, terminates, andluates the cognitive
and motor processes whereby initial wishes andretesire selected,
prioritised, operationalised and (successfully asuccessfully) acted
out” (ibid:9).

One of the central issues concerning the use ofidbngn higher
education is that for most students, English ispgmhe medium of
study, particularly when the national language @ English. This
instrumental motivation is a weaker motivating frthan integrative
motivation (Henry 2010). The importance of attitule motivation is
well known and documented (e.g. Gardner 1972, @e#lux and
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Doérnyei 2008) and a number of theories try to aotdor this. The
problem is therefore how to motivate master’'s sttsiéo improve their
communicative competence and to develop their laggskills.

Another important issue is that L2 identity conestion often
threatens a learner’'s self-image (Dornyei 2001biniéi and Ushioda
2009). It is therefore important that language wsikuld be organised
in a way which is not face-threatening and whicldents can experience
as a useful and legitimate element of the studmesviich they are
directly engaged. Success and a positive senselfoire important for
motivation, and therefore it might be assumed ithaarticularly difficult
for learners, whose language skills have not preshijobeen questioned,
to not only accept criticism, but also to accept seeming deterioration
in their performance that conscious efforts to iower language skills
often appear to entail (Tarone and Yule 1989:143)1Rurther, lack of
success often leads to “amotivation” or “demotiwati (Sakui and
Cowie 2011) and can thus result in a negative lspirdbehaviour. As
Walter Ong (2002:402) has commented, languagelisnabmpassing
and “seems to touch everything else in you”. Tadfilault with a
person’s language can be likened with finding faulth that person.
Norton & McKinney (2011:78) have pointed out thfi{anguage is the
place where ... our sense of selves, our subjectiigtyonstructed.” This
is a stance which for example Dornyei (2001b:6@)oeses.

Following Markus and Nurius’ (1986) concept of “piBe selves”,
it is therefore important to promote the idea of amademic L2 self
among students in order to endow language study avitnore positive
label and to support and nurture student motivafianthis end, Swales
(1990:75) has posited that activities that are I'glii@cted” are most
likely to be successful. Students should be shoat they need to
belong to the discourse community of their discipland encouraged to
strive towards the goal of learning and conforntmghe norms that this
community shares (ibid: 23-27). As | have previgusliggested, in the
case of students following an English medium ursigreducation in
Sweden, the motivation to work with language isbatady instrumental
or pragmatic, or using the terminology of DdrnyedaOttd (1998), is
“executive”. These issues imply that some sensjtivi the way in which
students are encouraged to develop an academis setfuired.

To encourage students to devote time and energypmoving their
English will best be promoted by a purposeful attiwhich can be seen
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to have a direct connection to their main field ioferest. Horowitz
(1986:446) has insisted upon the importance of“ttemands of the
writer's environment” and summary writing can hefpudents to
understand and learn to adapt to these demandshén words, student
motivation could be strengthened by using langustgdy as a vehicle
for investigating the texts and praxis of their ofield of interest and by
relating language work to a pragmatic study ofrtpeirticular academic
environment.

3. Summary writing
Summarizing skills are essential in an academitnge(Kirkland and
Saunders 1991, Yang and Shi 2003) and writing sumemdased on
discipline-related articles and texts is a prongsioandidate for
promoting self-regulated motivation (Wolters 1998) language skills’
development. Using texts with which students aggeeted to be familiar
will also reduce the issue of “interference”, oranping focus, and
reduce the sense of an activity switch which caw ll|® a motivational
switch (Ddrnyei and Otto 1998).

The multiplicity of skills involved in summary wititg can constitute
a very useful occasioner for “languagihgFurther, summarizing texts
from the relevant field aids vocabulary developmerdreases genre and
language awareness, and also introduces the disaipllearning and
academic literacies required for success (BondD2Dé&a 2004, Lea and
Street 2006, Gustafsson 2011, Samraj 2008), theggbyiding a
gateway to the discourse community which the stulkdepes to join.

3.1 Reading

As Horowitz (1986:446) has pointed out, studentssthe introduced

into the “interpretive community” of their discipi and reading is one
way of bringing about this acculturation. The readiechniques required
for summarizing include first skimming for gist atieen a closer reading
to extract the essentials and to ensure comprairer{§then and Su,
2012). Such a study also provides insight intowlag in which the text

! “Languaging” is a term derived from Vygotskyan isoailtural theory and
encompasses the notion of communication in a védg sense.
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is built up and can raise the awareness of styte gamre, or of what
Hyland (2002:117) terms the “communities in whietts will be used
and judged”.

Reading and understanding academic texts is a exmplocess
(Meijer et al 2006, Negris 2013) and one with whitindents often
require support (Shih 1986). Tarone and Yule (19895) refer to
studies which indicate that it is often the “higherel” skills such as
evaluating, selecting and synthesizing informatitdmat university
students lack, and working with summaries is alsmeans towards
redressing this deficiency (Kirkland and Saund2€91). Not only does
the academic world involve a great deal of readiug,it has been shown
that L2 reading is usually slower than L1 (Shaw acMillion 2008,
2011). Among the reasons that have been suggestexkgiain this
phenomenon are background knowledge, and the depthell as the
size of vocabulary knowledge (Hellekjaer 2009, 3ack 2004, Qian
2002). Extensive reading has been suggested asmadye and
particularly in the case of L2 reading, can leadibgidental language
learning” (Pecorari et al 2011). Moreover, the $etyipical of the field as
well as terms commonly found in academic writinggeneral can be
noted, discussed and acquired in this way.

Thus, studying a text that is relevant to the fiefdstudy and that
ideally, is prescribed literature, can constitute meeaningful and
constructive activity which has a direct connectian the student's
immediate, perceived need. It can also be a stgppione towards
improved linguistic competence as well as to higheel
communication skills in general.

3.2 Speaking and listening

Academic discussion is an area that has until thgdras received only
limited attention (Bjorkman 2008, 2011), and is amatively
demanding (Mauranen 2006). The content-based agipr(&hih 1986,
Snow and Brinton 1988) that summary writing afforéscourages
activities with a focus on relevant content rathieguistic form, and
provides a relatively interesting and unthreatemreans for students to
develop their speaking and listening skills. Morem\the relevance and
familiarity of the topic should facilitate a geneiexchange of ideas and
viewpoints; something which increases the motivatio communicate



The case for summary writing 169

(Dérnyei, 2001a, 2001b). In addition, as subjeavidedge is seen to be
as important as language competence, students rghpeshaps weaker
linguistically will have the opportunity to contribe to the content of the
discussion, thereby strengthening their sense dcadlemic self while
practicing and improving their language skills.

Crawford Camiciottoli (2010) has pointed out tha&anm Erasmus
students have little experience of listening to IEhg which can cause
problems for example in lectures, while Airey (202610) confirms that
even Swedish students experience difficulties I8 ttontext. Talking
about the texts can help students to develop thgnpatic strategies that
are necessary for achieving communicative effentigs (Bjorkman
2011), encourage fluency and lead to a better stalaling and
“jludgment about the “disciplinary” of what is saj{@irey 2010:35).

Using texts in this way, students not only act asual resources for
subject learning (Dornyei and Malderez 1997, Oxfa&@B7), but by
repeating and imitating the frequently recurringegand patterns in the
text, can add them to their own language resouacesthereby make
them available for further use and modification rfem-Freeman
2011:48, Pecorari 2008b). The texts provide a méarnseer scaffolding
of both language and subject understanding.

3.3 Writing
A summary is a condensed, objective account ofnth@ points of a
longer text and has a number of advantages fromaming point of
view. One is that it forces students to concentatéhe essentials and to
say what is to be said both as concisely and diyras possible. While
the language and content of the student text Haadvantage of being
drawn from the input material, summarizing requieeseformulation.
Thus, summary writing helps students to learn t@plarase and thereby
avoid the plagiarism that often results from a latkhe language skills
that are necessary to reformulate often compleasidie their own words
(Barry 2006, Lea and Street 2006, Magyar 2012,e04t980, Pecorari
2003, 2006, 2008a). Moreover, a summary providesgortunity to
work with discipline-specific lexical bundles (Ban@010, Pecorari
2008b).

The relative brevity of the student texts can all@&chers to give
personalized, individual feedback and for studémtse-work their texts.
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Ideally, from such feedback, students should be tbidentify their own
strengths and weaknesses and work to see a sted@poaitive progress
in their writing skills as they move over new cortggee thresholds.
Facilitating and encouraging positive retrospectigt-evaluation allows
and enables learners to take control of their iagrand is conducive to
motivation.

Moreover, from the perspective of scaffolding, suamies can
profitably be written in small groups or pairs,oaling students to
benefit from the strengths of their peers.

3.4 Peer review
As Hyland (2009:30) has pointed out, writing is @nfi of social
interaction and the peer seminar, which is a ford development of
group interaction, (Aguilar 2004) can be a very aeding exercise.
However, as the peer seminar is an independeneg&@wales 1990,
Weissberg 1993) in order for peer review to be ulsafid constructive,
students need training in peer response and in eed¢ng (Hyland
2003). Adriana Bolivar (2011) has described this/ag as the interface
between grammar and pragmatics. By this, she mibanst provides a
resource for learning appropriate linguistic wagsdiscuss alternative
viewpoints and to politely disagree. Peer reviewherefore not only a
tool for languaging, but also provides and fadiitapractical training in
giving and receiving criticism and in using langeaghich is appropriate
to what can easily become a face-threatening ®tu&tudents do not
only need to know what to look for, but also howgtee praise as well
as constructive negative feedback. As Kasper amthisit (1996) have
commented: “mere exposure is insufficient for L2 agmatic
development and therefore instruction is necessaryaise learners’
consciousness of form-function mappings and pertineontextual
variables...” Therefore teacher guidance and invobkminis necessary to
show students how to give criticism in a positivel driendly way and
ensure that feedback is constructive and fulfiisintended purpose.
Moreover, as peer review requires students to aaabach other’s
work for content, structure and comprehensibilit§, can be
constructively used as a tool for improving readsvareness, and
subsequently the structure and cohesion of a texbther words, it
provides a basis for collaborative learning, coapiee learning and
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interaction to support the development of commuidcaand enhance
learning outcomes in the classroom (Oxford 1997yrédup can become
a resource pool, the sum of which is greater thenindividual parts
(Doérnyei and Malderez 1997:67).

4. The trials
In the autumn of 2010, we were given the opporjuhit test these
theoretical benefits of summary writing in two cees, or language
modules, ordered by the Faculty of Science and fA@oly. The
students taking part in these trials had all bedmited to International
Master's programmes in science and technology. ngpwilfilled the
formal language requirements for admission, theiraption had been
that their English was adequate. However, it hambime evident that this
was not necessarily so and that many needed rehiedia

Attendance and the completion of assignments wenedatory, but
credits could not be directly awarded for the laagg modules which
were integrated into existing compulsory courséee first year module
was added to an introductory course three-creditssowhich included
library skills, while for the second year studeiitsyas incorporated into
the master’s thesis requirements.

4.1 Method

Two separate language modules were organized,irstefdr students
writing their thesis the following semester and #szond for students
beginning their master's studies. For the firstugrothe course was
required to have direct relevance to the work dfimg and defending a
master’s thesis while for the latter, it was stgtad that the materials
used should have direct relevance to their diffeqgogrammes. A
further requirement was that all students shouldgiven guidance in
how to avoid plagiarism and practice in referencirgiting and
paraphrasing (Barry 2006, Pecorari 2003, 2006).

4.2 The first trial
The first group trial was allocated 24 hours’ twiti spread over the
autumn semester. The course comprised two lectoiréise whole group
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of about 220 students from all the different engiveg programmes
offered, followed by ten two-hour classes. All tlstudents were
international students and the majority came froountries outside
Europe.

The course plan included the writing of two or theammaries, the
first of which was to be written in pairs, followdxy peer reviews in
class. Presentation techniques and peer review wtrgrated into the
course plan. The final assignment was a short tepom their field
which was to be formally presented in class anddposed by two other
students, following the typical format of the ma'st¢hesis defense. The
assignment should not involve extra unnecessadysand thus students
were encouraged to write about a subject they wensidering for their
thesis or to present a term-paper. They were mptined or expected to
have a complete paper, but needed an overviewand sections. Prior
to the first summary, students worked with a typresearch article in
their field and the teacher led discussions tatdrpin-point the salient
features of the article design, (Swales 1990) &ednmain points of the
actual text.

After each summary assignment, students were askexview each
other’'s work for content, structure and obviousglzage errors. They
were instructed to begin with positive feedback émeh move on to
suggesting and discussing aspects that could beoumgp. Each
summary also received teacher feedback and studemes encouraged
to re-write the summaries after this. Some tradéldanguage teaching,
including vocabulary building, cohesion and mogahtas incorporated
into the classes.

4.3 The second trial

The second group comprised about 90 students, #jeritg of whom
were new to the university, but included a few setcgear students who
had arrived at the university too late to follove tintroductory course in
their first year, or who had missed part of thatirse. These students
either took both the language modules. FourteendBWwd.1 speakers
also participated. These were all female and faldwthe same
programme, together with one male internationadestt. As Bolton and
Kuteeva (2012) have pointed out, Swedes traditipmmaide themselves
on their language competence and it was decidedtiiese students
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would constitute a class of their own to minimizetpsts. The students
following the other programmes were predominantlglanand were

divided into four classes of between 15 and 20igpants, coming

generally from two disciplines.

This module also began with two introductory leetuto the whole
group. The stipulations were that each studentldherte a summary of
a research article in their field, and in pairsgrdical reflection built
upon that article and two papers that they themsehad found in their
library class. The premise was that a subject &rasfould participate in
the final session and give content feedback orctitieal reflection. This
time, the students were only allocated one sedsioaummary writing
and one for the critical reflection. Lessons todé&cp every second or
third week during the semester and included thoety-five minute slots
for feedback sessions and peer review discussiofurther feedback
session was given for students whose assignmetanbdiareached a
level that was deemed good enough. Students wauered to repeat the
assignments until they were “good enough”.

On the completion of this module, students wereemivthe
opportunity to answer a questionnaire. The questiaddressed the
importance of English and how useful they felt thhe different
assignments had been to developing their langu&iks. sParticular
emphasis was given to the potential benefits ofsanzing research
articles.

4.4 The questionnaire

The questionnaire had five questions, two aboutligmgyenerally, one
directly concerned with summary writing and a faugtiestion asked for
free comments about the course. The final questoigerned the critical
essay and will not be discussed here. Just ovethimkof the students,
35 individuals, responded.

Question One:
How important do you think that English is for you
a) studies,
b) career prospects?

Students were asked to rank the importance from 3 with 1 as most
important. Almost all the students who answered #aat English was
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very important and awarded both categories 1 ofte distribution
between studies and career was even. Only one rétugheve the
importance of English a 3 and he did this for bzategories.

Question Two:
What aspects of English do you need most help?with

Table 1 Question 2What aspects of English do you need most help with?

Order of importance 1 2 3 4
Reading academic texts 4 4 1p 10
Listening to lectures 2 7 8 14
Speaking (discussions, presentatiops) 15 8 6 2
Writing 14 11 4 3

The figures in the boxes represent the numberuoliestts.

Question Three was specifically related to différespects of
summary writing and read:

How useful have you found summary writing for:

a) general writing practice

b) a guideline to what aspects of English you rteeslork with,
¢) reading academic texts to extract the essentials

d) understanding how texts are constructed?

Again, respondents were asked to rank the diffeaspiects and were
asked to add any information that they found retéva

Table 2 Question 3: How useful have you found summaryingifor:

Ranking in order of importance 1 2 3 4 5
general writing practice 4 7 5 8 5
a guideline to what aspects pf

English you need to work with 3 4 1 5 6
reading agademlc texts to extrgct 5 2 9 7 7
the essentials

understanding how texts are 6 2 6 11 5
constructed

The figures in the boxes represent the numberualiestts.

The fourth question that will be considered herenceoned
recommendations for future courses and receivedrésponses. These
will be incorporated into the findings of the gueshaire.
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4.5 The findings

Although the questionnaires were anonymous, thearozgtion of the
classes meant that it was possible to see whichbeead filled in by
Swedish students. Although they endorsed the vieat English was
important, the general attitude was that they ditimeed a course. One
commented: “I find it abit unnecessary for Swededake the course
many already are good.” Another Swedish respondemted a test to
precede the course and wrote: “If you fail you htvéake the course, if
you pass its vollantarely”. This student agreed Hraglish was going to
be very important and placed writing and readinthattop of the list of
areas that needed help, but then commented on symwidting
“Already did it lots of times.” This was one of tlew comments that
specifically addressed summary writing, althouglother Swedish
student claimed that it was “already covered byeptbourses in the
programme” and a third commented “| feel that katty have a good
grasp of the points mentioned above.”

It was not possible to identify the internation@ldents, but a couple
agreed with the Swedes that the course should emahdndatory. One
commented, “I would like professor with better Halglduring the class
of the other courses” and suggested that the cosinselld not be
mandatory for students but, “Should instead be adsapy for some
international professors because they speak antke vari very bad
English!” These comments underline the points madéor example by
Haastrup (2008) who points out that lecturers apeeted not only to be
experts in their subject, but also to master &ldabmplexities of English,
a finding that is confirmed by Pecorari et al (201As Airey (2011),
Shaw and Dahl (2008), and Thggersen and Airey (R6dihment, it is
simply assumed that lecturers are to be able thtemEnglish and that
they are happy to do so. However, a number of stsdelt that it was
unfair that they should follow a course to imprdkeir level of English
while in their view, not all of their lecturers hadgood command of the
language.

In general, the international students were muclemositive to the
English module and to summary writing than theireflish counterparts.
Among their comments was as request for “More ngitpractice! |
think with this kind of practice, students can iy their writing which
would be helpful in their studies.” Two commentspairticular interest
from the international students were the followitigaybe it would be
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possible to have topics that are not scientificdfutommon knowledge.
This way it would be possible to focus on writingdaorganizing text
and not about intellectual, academic, scientificrkowhile another
student wrote: “We should have more basic reading &ariting
practice.” Yet another respondent said that “lijpeeyou to gain more
confidence in writing when someone corrects youstakies and gives
reviews.”

The results of the questionnaire show a conserstsBnglish is
important for both studies and a future career.hddigh the
guestionnaires were not always completed in acocoelawith the
instructions, it was apparent that most studeitsgHat they most needed
help to participate in discussions and to writerp8singly, about half of
the Swedish students claimed that they needed hedstwith speaking
and one student said that the areas in which sbgedemost help were
speaking and listening to lectures. This is lineéhwie findings made by
Airey (2009) and Hellekjaer (2010), for example.

The generally negative attitude of the Swedish esttgl might
confirm Airey’'s suggestion (2004) that Swedish std tend to
overestimate their abilities, a view Hellekjaer @) supports for the
Norwegian context.

5. Discussion

Students following a master's programme through thedium of
English must be able to follow lectures (Airey 20p08rawford
Camiciottoli 2010, Heelkjaer 2010), read and aralgsmplicated texts
(Hellekjaer 2009, Jackson 2004, Meijer et al 2088w and McMillion
2008, 2011) synthesize their ideas in writing (2804, Lea and Street
1998) discuss their findings and motivate theinapis (Bjérkman 2008,
2010, 2011, Bolivar 2011).There is no simple solutand no magic
wand. The challenges facing each student are unitglian students, for
example, are unused to writing (Crawford Camicio2010).

The purpose of this investigation was to ascemdinther summary
writing was a potential candidate for enhancinglstis’ language skills.
However, a number of factors need to be takendntwsideration when
interpreting the results of the questionnaire. Titst is that the students
had not elected to follow the course and that tiey not anticipated that
they would have to study English. This in turn imapl that their
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motivation was low and that the sudden requirenmapacted negatively
upon their L2 identities and sense of self (Noraoid McKinney 2011).

Another is that the considerable workload involdidi not generate any
credits and was seen by many simply as an unexpectelen. Further,

no other faculty members joined the final sessipcammented on the
content of the critical essays. The students hadchmreat deal of effort
into this extremely cognitively challenging and éntonsuming task
expecting content feedback, and absence of tugporse may have
impacted on the results of the questionnaires wiviele answered at the
end of the last class. Furthermore, timetablingndithing to suggest that
English was important. Other issues that need tadwesidered when
evaluating these results are that one group did neckive the

guestionnaire due to an administrative error, anat the Swedish
students are over-represented as 10 of the 35iguesires collected

came from this group. These students were generatlynegative to the
idea of having to study English.

Thus, taking into account the far from optimal oirsstances under
which the classes reported in the trials were cotedi) the results of the
guestionnaire and the reports and observations fhentifferent classes
in both the language modules are carefully optimjistnd indicate that
students could appreciate and benefit from languagsruction
organized around summary writing and peer revieudlBy-Evans and
St John (1998:40) have discussed the impact ofyddlaneeds and
immediate needs upon motivation. The needs of itk fear students
are delayed, while for those in the second yeay #lre much more
immediate. Unfortunately, it proved unrealisticask these students to
answer a questionnaire, and so the results of timemsry writing
practice and of the course in general could onlydbduced through
observation and discussion.

Although there is no written documentation to supphis view,
these students in general seemed to respond ratrerpositively to the
introduction of an English language module. Thaselents who were
able to attend class regularly did show an improaeitity to select the
main points of the text and were beginning to Igarparaphrase. They
were also more aware of the importance of structanel basic
grammatical accuracy and were working towards imipig this. Two
even reported that one of the research articlddtieg had been given to
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work with was so interesting that they plannedde it as a starting point
for their master’s thesis.

In both cases, the time allocated for language waag too little to
allow for reasonable process and could only pronastareness of the
needs. Language development requires an investiméime as well as
in effort.

Doérnyei (2001b:27) has asked whose responsibility io motivate
students and to help them maintain their interast, while it is perhaps
reasonable to assume that each individual studsntparsonally
responsible to work and strive towards better cdempe, it is also the
job of a teacher to stimulate interest and to mtevstudents with the
means to achieve these ends. In the case of Engliahy students
assume that their skills are satisfactory and fiirttifficult to accept that
the competence that they have to interact, bogfeison and through the
different social media, is not sufficient or acedpe for academic
studies. It is therefore not surprising that théywwsdd display some
resistance to devoting time and energy to improvimglanguage skills
which they had assumed were adequate. It is atbaléenge to convince
Swedish students who, in many cases consider tiesséo be bi-
lingual (Airey 2004) that they need to develop angrove their English.

6. Conclusion

6.1 Some advantages of summary writing

Because of the immediate relevance of the textsatteasummarized to a
student’s field of academic interest, this practiae provide and help to
sustain the motivation that is necessary for alagg “knower” to cross
competence thresholds. It is also an excellentcgoof feedback and can
confirm that a student has understood a text ctiyreMoreover, a
selection of well-written summaries of articlestive field provides the
writer with excellent material for both revisiondcaresearch.

As Horowitz (1986: 456) has insisted, students mhestable to
encode selected data into appropriate academicisBngbummary
writing is potentially an excellent candidate tdphthem to accomplish
this. Although | am by no means suggesting that wréing of
discipline-related summaries is a panacea, | dpgwe that it is a
potential stepping stone towards the goal of mttigastudents to take
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charge of their own linguistic and academic develept and to help
them to become viable members of their chosen diseccommunity.

6.2 A question of attitude

However, although summary writing can be a usefal in the work of
increasing English language competence among dtidand in
promoting motivation, there are a number of pratticoblems that need
to be addressed (Voss, 2012).

The first of these is the Cinderella Syndrome withich English
language classes are often afflicted (Dudley-Evamsl St John,
1998:38). It is not only the students themselve® wllo not always
understand the necessity of working with their laage, but more
importantly, even the university authorities whowsld be promoting and
encouraging this development do not always seebetéully aware of
the complexity of the issue and of how time consignmlanguage
progress is. Student unwillingness to devote timdéahguage is often
shared by the unwillingness of faculty to alloctiee to this end. When
the importance of English language study seeme tather a matter of
lip service than of conviction, busy students giveow priority. When
faculty is not seen to promote the importance ofjleage, this has a
negative effect on students’ motivation (Dornyé€iQ2a:180).

Although integrating language classes with the igise can
alleviate the problem of motivation, it requireg ttomplete cooperation
and support of the faculty. Language must be giveme status. The
subject teacher and the language teacher mustdve teebe working
together towards the same goal and to be partndafgienterprise. The
language specialist should not appear to be amapge but an integral
part of the whole. Ideally, the subject teacherusth@lso appear in the
language class if only for a few minutes, and joirgroup discussions
(Gustafsson, 2011: 115). This not only demonstrates English is
important, but can also help to ensure that textgehbeen correctly
understood and interpreted. In other words, coliaimn between the
language teacher and the subject specialist ateatém boosting student
motivation to improve linguistic competence.

Ong (2002:396) has raised another central issuefipg out that
“[ulnfortunately, even in the best colleges andvarsities, good writing
is not demanded by everyone on the faculty”. Thia iserious problem
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and one which it is extremely difficult to addresecturers cannot be
assumed to have either the dual competence oriree required to
address the language problems of student papers.

We are expected to encourage our students to “ieartife”. It is
the duty of teachers to empower students and {o thelm not only to
have something to say, but, following Bourdieu (@P3%ay it in such a
way that they will be believed and respected. Sumpmariting is
potentially a means to motivate this struggle forpewerment and is
worth further investigation.
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Lexical bundles in three oral corpora of university
students

Purificacién Sanchez Hernandez, University of Murcia

Abstract
On the basis of previous lexical bundle studies, this paper examines the forms,
structures and functions of 4-word bundles in three corpora of spoken English, one
of them of native speakers of English and the remaining two of non-native
speakers of English, corresponding to university students in their first year of an
English Studies degree and to the same students after two years of university
instruction. The study focuses on three major characteristics: the overall
distribution of bundles, their typical structures and their functions. The findings
show significant differences in the types of lexical bundles used by native and
non-native students, as well as in their structure and function.

Our results support the idea that lexical bundles are important components in
oral discourse. One of the pedagogical implications of this paper is that Spanish
students should be exposed to more samples of spoken language.

1. Introduction

For yearslinguists have been interested in th&udy of frequentword
combinations. “Phraseology{Granger& Meunier 2008; Meunier &
Granger 2007) and “formulaic sequences/languagg(Schmitt 2004;
Wray 2000, 2008) are two termsoften used to refeto varioustypesof
multi-word units. In recenyears, an increasingumberof studieshave
madeuseof corpusdatato add weightto theimportanceof multi-word
units in language.

Recurrent word combinations, clusters, phrasiconsgrams, or
lexical bundles refer to word sequences frequently used and retrieved by
means of a corpus-driven approach considering criteria of frequency and
distribution across the corpus. A lexical bundle is a recurring sequence of
three or more words that appeardrequentlyin naturaldiscourse, either
oral or written (Biberet al., 1999). Thesehunksarefundamentaparts
of discoursewhose research lsecomingvery important in EAP. Cortes
(2004) and Hyland (2008b) have studied lexical bundles associated with
disciplinary variation, and Biber, Conrad and Corté8004) have
explored the role of lexical bundles in university teaching and textbooks.

Sanchez Hernandez, Purificacion. 2013. “Lexical bundles in three oral
corpora of university studentsNordic Journal of English Studies 12(1):
187-209.
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In a series of lexical bundle studies conducted Biger and
colleagues (Biber & Barbieri 2007; Biber & Conra@b9; Biber, Conrad
& Cortes 2003, 2004; Biber, Johansson, Leech, Gb&aFinegan
1999), it was found that conversation and acadepmase present
distinctive distribution patterns of lexical bunslleFor example, most
bundles in conversation are clausal, whereas ideswi prose they are
mainly phrasal. Much of the research publishedexichal bundles has
been carried out on written English texts. Compeedt, spoken English
has not received sufficient attention so far. Bibieal. (2004) carried out
a study on lexical bundles in classroom teaching discussed the
implications of their study for the theoreticaltsgof lexical bundles.

This paper adopts an automated frequency-driverroapp to
identify frequently used word combinations (lexicalundles) in
conversation. The study has been carried out onspe&en corpora of
English of university students from the UniverssfyMurcia (Spain) and
consequently compared with another corpus of spéhkegiish collected
at the Manchester Metropolitan University. The aifithis paper is to
identify and analyse 4-word lexical bundles in these oral corpora,
applying a corpus-driven approach.

2. Background and state of the matter

As previously shown, a lexical bundle is a recuyysequence of three or
more words that appears frequently in natural disssy either oral or
written (Biber et al. 1999). Research on these kéias fundamental
parts of discourse is becoming very important irPEAltenberg, 1987,
Altenberg and Eeg-Olofsson, 1990, Butler, 1997, eBiland Tracy-
Ventura, 2007). Lexical bundles associated wittcigimary variation
have been studied by Cortes (2004), Hyland (2008igl author
(forthcoming). Biber, Conrad and Cortes (2004) haxplored the role
of lexical bundles in university teaching and texiks.

To date, only a few studies have focused on lexmaidles in
conversation. De Cock (1998) analysed highly reegrrword
combinations (HRWCs) in a corpus of spontaneousispégth native
speakers and advanced learners of English. McCarttdyCarter (2004)
researched multi-word strings in a large corpusaoiversational English
to identify the most common pragmatically integdatedusters. They
discussed their functions and concluded that mdogtars are more
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frequent than single words accepted as belongingetaore vocabulary
of English. Biber, Conrad and Cortes (2004) comgpatiee lexical
bundles in classroom teaching and textbooks toetHosnd in their
previous research on conversation and academicepisigting that
lexical bundles serve as discourse framing devidesi and Basturkmen
(2006) focused on the cohesive role of lexical besmth a corpus of 160
university lectures and reported that the majasftyrequently occurring
bundles were found to be used to signal discoweksions. Biber and
Barbieri (2007) investigated the use of lexical dies in a wide range of
spoken and written university registers, and cahetl that lexical
bundles are very common in written discourse mamagé in contrast to
previous research which showed bundles as beindh mare common
in speech than in writing. Furthermore, Tracy-VeatuCortes and Biber
(2007) analysed lexical bundles in Spanish speewh wariting, and
concluded that although lexical bundles are momamoon in spoken
registers than written registers in English, thera much larger set of
lexical bundles used in Spanish academic prose tinarspoken
interviews. Kim (2009) examined lexical bundlesanarge corpus of
Korean texts consisting of academic prose and c¢eatien, stating their
importance as building blocks in discourse. Csomag Cortes (2010)
investigated the relationship between the discofuretions of lexical
bundles found in classroom teaching and their jposiind showed the
existence of a strong relationship between inttaedxinguistic variation
and the corresponding shift in discourse. Adel BEnghan (2012) have
investigated the use of lexical bundles in academniting by native and
non-native speakers, reporting that non-native lsgygaexhibit a more
restricted repertoire of recurrent word combinagitiman native speakers
do.

So far, however, lexical bundles have never beardied in
conversation, taking into consideration oral cogparompiled with
university students. De Cock (1990) carried outual\s similar to ours
from a methodological point of view but she focusadhe methodology
of the study rather than on the results.

3. Research objectives
The main objective of this study is to identify amthlyse lexical bundles
in conversation across three different corporatoflents at university
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level, so that the findings of this work can be tartghg point for
establishing their pedagogical implications. | ananswer the following
research questions:

1) What are the most frequent 4-word lexical bundles i
conversation in the three corpora involved?

2) Are there important differences from the point adw of their
structure between the 4-word lexical bundles usecorpora of
native English speakers and Spanish students smdgn
English degree?

3) What are the functions of the bundles in the tloagora?

4) What are the pedagogical implications of theseiffigs!?

Our final goal is to highlight the importance ofpesing students of
foreign languages to real samples of spoken largguag

4. Methodology

4.1 Corpora used for this study

The present study is based on three oral corporgited between 2005
and 2007. Our learner data (C1) was collected dugi@05 (N= 59,
average age = 19.6). The average number of yeatr¢hibse learners had
spent studying English before starting universigsv8.8. Almost half of
the informants had travelled to English-speakingintoes, 45.8%
spending an average of 1.9 months abroad. All emt(9 male/19
female) were enrolled in the English Studies degvffered by the
University of Murcia. The corpus of English speakarguage (C2) was
compiled using the same structure at the Manchesteiropolitan
University, UK'. The number of informants (12 male/16 female) i C
was 28, all of them native speakers of English f@ye age = 22.25).
This corpus was collected in 2006. Corpus 3 (C3) edlected using the
same structure as C1 and C2 at Murcia Universityndu2007 (N= 18,
average age = 21.6). The 18 informants (5 maledttafe) were some of
the students who had started their degree in 20@h lead been

! Further details can be found at http://cecl.fitr.ac.be/CeclProjects/Lindsei/
lindsei.htm#data
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interviewed for corpus 1, now repeating the exercidter having
completed two years of their English Studies degree

4.2 Data

Native speakers of English led the interviews fibittaee corpora. The
interviews followed the OPI format of thé&ouvain International
Database of Spoken English Interlangud@NDSEI) corpus and were
divided into three parts. First, speakers werergieee topics to choose
from: an experience that has taught them an impbhk&gson, a country
that has impressed them or a film or play whicly tharticularly enjoyed
or disliked. This was the personal narrative congmbrof the interview.
A small part of the interview was then devoted tdeipersonal
communication. Finally, students were given fouwtyries which told a
story and were asked to describe them and offercaaunt of what was
going on. This was the picture description compoéthe interview.

For this study, and in order to have samples soraewbtmparable,
we selected 28 intervie@om the 59 we had in C1 and made a new C1
with the same number of interviews as C2 in ordemaintain an equal
number of interviews. Thus, the total number of dgom the new C1
(considering only the informants’ production) wat320, and the mean
word count was 871.03 per contributor. In the Bhitspeakers’ corpus
(C2), the total number of words considered was 21%Md the mean
word count was 796.62 per contributor. In Corputh8,total number of
words was 18094 and the mean word count per comdrilvas 1005.22.

After transcription by qualified native speakerskofglish, the three
corpora were tagged at the University of Northemizéna under the
supervision of Prof. Douglas Biber. It was impogsiio obtain the exact
number of words from each group of speakers or sabfect; hence in
the final word count we had a few words more ing@oa 1 and 2 than in
Corpus 3 (Table 1).

Table 1 Corpora word counts
Corpus C1 Corpus C2 Corpus CB  Total number of words
24390 21509 18094 63983

2 18 informants were the students who had beenvietged for corpus 3 after
having completed two years of their English Studlegree. The remaining 10
were selected at random.
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4.3 Categorisation of lexical bundles

Biber et al. (1999) considered lexical bundles #fllose word
combinations that recurred over 10 times in a omllivords and were
repeated in five or more texts in the Longman Cerduater, Cortes
(2004), Biber et al. (2004) and Hyland (2008Db) lelstaed the cut-off
point of 20 times per million words for large weitt corpora, whereas for
relatively small spoken corpora a raw cut-off fregay is often used
ranging from 2-10 (Altenberg 1998; De Cock 1998)wdver, the actual
cut-off frequency used to identify lexical bundiesomewnhat arbitrary.

Our study focused on 4-word bundles because they raore
common than 5 or 6-word bundles and offer a wideige of structures
and functions than 3-word bundles which, on thesotieand, are much
more frequent in academic prose (Biber et al., 199®reover, working
with 4-word bundles allows us to establish commanss with other
studies of a similar type (Biber & Barbieri 2007ibBr et al. 2004;
Cortes 2004; Hyland 2008b). A sequence must be msatleast 3 to 5
different texts to be counted as a lexical bundler{es 2004; Biber &
Barbieri 2007). In this context, in the presentdgtethe 4-word lexical
items must recur in at least 3 texts to be consitler lexical bundle. A
smaller number of occurrences could be considetiedyincratic of the
speakers.

A free to use software tool (http://conc.lextutaftaples/eng/) was
used to generate 4-word bundle lists for the tektsach corpus. Some
word sequences containing words identifying thelestis (e.gEnglish,
United Kingdon or any other repeated context-dependent bundéee w
manually excluded from the extracted bundle lists.

The number of types and tokens across the thrgmi@are shown
in Table 2. It is worth mentioning that the lowesimber of lexical
bundles, both in terms of types and tokens, wasstexgd in corpus 2,
collected from British students. The most obvioesluttion looking at
the types (40) and the tokens (131) in C2 is tladitvae speakers tend to
repeat lexical bundles less than non-native spsakeahe language.

Table 2 Number of lexical bundles in the three corpora

Number of lexical

Number of lexical

Corpus bundles (types) bundles (tokens) Type/token ratio
1 44 178 0,24
2 40 131 0,30
3 59 233 0,25
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After comparing the frequencies and patterns adiosslisciplinary
corpora, all the bundles were categorised struityutia terms of their
grammatical types, and functionally, according hieit meaning in the
texts. In this study Biber et al's (2004) classgfion has been used for
the structural and functional analysis, since tiséidy was carried out
considering oral and written samples. Accordinghis classification,
there are three main structural types: a) lexicaidbes that incorporate
verb phrase fragments; b) lexical bundles that rpoate dependent
clause fragments; and c) lexical bundles that o@te noun phrase and
prepositional phrase fragments. The different typad subtypes are
listed in Tables 5 and 6.

5. Results and discussion

5.1 Lexical bundles in our corpora

As shown in Table 2, we found 44 different lexibahdles in C1, 40 in
C2 and 59 in C3, totalling 178, 131 and 233 indmad cases
respectively, which accounts for 0.72% of the tetalds in C1, 0.61%
in C2 and 1.28% in C3. Notably, C1 and C3 havex@cé bundles in
common; however, none of them can be found in C2.

I like very muchlin the first pictureandl | don’t knowwere the most
frequent lexical bundles in C1, C2 and C3 respebtivSurprisingly,
there are no lexical bundles common to all threpp@@. However, as
shown in Table 3, some coincidences exist betwekra@l C3 (both
corpora of non-native speakers of English), whitdérs 9 lexical bundles
(in bold), and between C2 and C3 which share jugtntlerlined). Our
results do not coincide with those reported by Ched Baker (2010)
who found several bundles common to three corpbraative and non-
native academic writing.



194Purificacién Sanchez Hernandez

Table 3 40 of the most common lexical bundles in thedloerpora

Corpus 1 Freq. | Corpus 2 Freq.| Corpus 3 Freq.
i like very much 28 in the first picture 6 i i don't know 9
are a lot of 8 the third picture 4 i would like to 9
there are a lot 8 very happy withit |4 or something like |8
in the in the 7 my mum and dad 4 that
and i don't know 7 i've been to france |4 don't know how to | 7
i don't know i 6 in the morning and | 4 i don't know how |7
like it very much 6 i thought it was 4 in the first picture |7
i don't know what |6 in the fourth picture |4 i think it was 6
or something like |6 and i would say 4 i don't know i 5
that country that i've 4 i don't know the 5
i want to go 6 visited in the second one |5
how do you say 5 it was a bit 3 it's not the same |5
a lot of things 5 she seems to be 3 i don't know if 5
i i want to 5 i think in the 3 how do you say 4
i like it very 5 to go to the 3 idon'tknowand |4
i don't know the 4 it was really good 3 i don't know it's 4
go to the cinema 4 i'd like to go 3 itsait's a 4
no i don't know 4 was a bit strange 3 in in in the 4
don't know whatto |4 don't think i could 3 the second timei |4
i don't know how 4 i don't think i 3 when i was there |4
mm i don't know 4 in the u k 3 know how to say |4
i go to the 4 met a lot of 3 mm i don'tknow |4
a lot of english 4 quite a few times 3 in the in the 4
know what to do 3 doesn't look very 3 would like to to 3
do you say that 3 happy i was there i 3
it's very beautiful 3 look very happy with| 3 don't know if i 3
and 3 happy with what she| 3 i ireally like 3
.and the lastone |3 it's a lot more 3 to go to the 3
iwasina 3 the the the the 3 i think it's a 3
want to go there 3 it looks like he's 3 a lot of things 3
was going to be 3 and then in the 3 a lot of people 3
i don't know but 3 and things like that |3 i don't know 3
for me it was 3 she's showing her |3 because
it's not the same 3 friends a portrait of a 3
similar to spanish o'clock in the 3 in the second 3
people 3 morning picture
the next city we 3 with what she sees |3 she is showing the | 3
in the third one 3 it to her friends 3 so we had to 3
i would like to 3 showing it to her 3 i don't know what |3
doesn't want to it was very different | 3 thereisaa 3
continue 3 i want to go 3 i don't know mm |3
with a lot of 3 and it was really 3 in in the first 3
i went to england 3 she's showingitto |3 i i would like 3
he doesn’t want to begins to draw her |3
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5.2 Structure of bundles

As shown in Tables 4 and 6, the bundles were ceasmgbaccording to
their structure and function (Biber 2004: 381, 384)m the structural
point of view the three corpora offer significarntfetences in terms of
the types of bundles used and in terms of percestéitables 4 and 5).

Table 4 Raw percentages of structural types in C1, C2 and C3

Structural types C1 Cc2 C3
Tokens % |Tokens % |Tokens %
1. Lexical bundles that incorporate 27 6131 21 5050| 32 5423
verb phrase fragments
2. Lexical bundles that incorporate
dependent clause fragments
3. Lexical bundles that incorporate
noun phrase and prepositional 11 25.00| 15 37.50| 16 27.13
phrase fragments
Total 44 100 40 100 59 100

6 13.63 4 10.00| 11 18.64

As the results also indicate, there are importafferénces in the
structural types of bundles used in the three garpbhe figures reveal
that, in conversation, the highest percentages exical bundles
incorporate verb phrase fragments (61.31%, 52.50% 34.24 %
respectively in C1, C2 and C3), whereas Biber e{24l04: 380) report
that 90% of the lexical bundles incorporated vehbape fragments in
their study. The informants in Corpus 1 use a nmhigher percentage of
“Lexical bundles that incorporate verb phrase fragts” than those in
corpora 2 and 3 which share similar rates of usmwvéver, this trend
changes in the use of “Lexical bundles that incaaf@dependent clause
fragments”, because the percentages of the Spapesiikers of C1 are
closer to native speakers of English (C2) than3o®Imilar percentages
of use are shared by C1 and C3 in the employmetfitexfical bundles
that incorporate noun phrase and prepositionalsghiragments”.

No statistically significant differences were foumndien analyzing
the results shown in Tables 4 and 5. In Table detlohi-squared tests
were performed, juxtaposing the results of C1 a@dpevalue = 0.45%
C2 and C3g-value = 0.722, C1 and C3{-value = 0,36%. In the case
of Table 5, the three structural types were subgedb individual
statistical analysis: a chi-squared tgstv@lue = 0.532 was used for
“Lexical bundles that incorporate verb phrase fragth Another chi-
squared test revealed no statistically signifiadifferences for “Lexical
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bundles that incorporate dependent clause fragfgmgalue = 0.82%.
Finally, a last chi-squared test was used for “takibundles that
incorporate noun phrase and prepositional phraggrfents” p-value =
0.196.

For comparative purposes, we will consider Corpas 2he control
corpus, since it was collected from native spea&EEnglish and lexical
bundles are considered expressions “universallgemted as typically
native-like” (Granger, 1998).

A more detailed analysis of these results revdas tas shown in
Table 5, the first structural category, “Lexicalndiles that incorporate
verb phrase fragmeritsregisters the highest number of occurrences with
respect to the other categories. The percentagevakveal that there
are no occurrences in the categories Discourse anevlP fragment;
Verb phrase (with passive veraid_Yes-no question fragmerisany of
the three corpora. This finding seems consisterth whe type of
interviews carried out where students had to spaldut personal
experiences and tell a story by describing a sefigsctures. However,
there are important differences in the use 2" person pronoun + VP
fragmentsince 28.57% of the bundles used by native spsakdgnglish
fall in this category, whereas in the case of thtive speakers of C1 and
C3 the bundles amount to 48.92% and 43.75% respéctiThese data
in corpora 1 and 3 are similar to those describe@iber et al. (2004:
380) who report that approximately 50% of thesackdxbundles begin
with a personal pronoun+verb phrase. Surprisiniglypur corpora, the
Spanish informants followed this trend, whereas tia¢ive speakers
differed strikingly from such finding. Hence, it eses more likely
possible that the less instruction there is ondage, the greater the use
of personal pronouns in oral discourse. As for ¢caeegory % person
pronoun +VP fragmentthe informants of C2 exhibit the highest
percentage of use (38.09%), followed by those weered in C3
(18.75%) and the informants of C1 (14.81%). Thisldde an indicator
that the use of the™3person pronoun + VP fragmeiitcreases after
instruction and resembles the way native informasgsthis grammatical
category.

% | am aware of the implications of ELF paradigm EosAP research (Bjérkman,
2011). However, one of the most important issuesEAP instruction is the
needs and expectations of the specific group. @1Ghinformants are enrolled
in the English Studies degree.
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Table 5 Detailed percentages of structural types in C1,a68@ C3 (actual numbers of
occurrences in brackets)

Stgggt”ra' Subtypes c1 c2 c3
1a. F/2" person
pronoun + VP (13) 48.92%| (6) 28.57% (14) 43.75%
fragment
1b. 3% person pronoun 4 o o o
VP fragment (4) 14.81% | (8) 38.09%| (6) 18.75%
1. Lexical 1c. Discourse marker + B _ B
bundles that VP fragment
incorporate 1d. Verb phrase (with
Vorb Eh oo non_pgssive V(erb) (9) 33.33% | (7)33.33%| (11)34.37%
fragments le. Verb phrase (with _ _ _
passive verb)
1f. Yes-no question _ _ _
fragments
1o fg:;ﬁgrizt'on (1) 3.70% - (1) 3.12%
2a. F/2" person
. pronoun+dependent| (5) 83.33% (3) 75% (9) 81.819
ﬁ' Lsi('catlh t clause/fragment
inL::r(])r eosratea 2b. WH-clause B _ _
de et)]dent fragments
cIaFL)Jse 2c. If-clause fragments - - (1) 9.09%
fragments 2d. To-clause fragment (1) 16.679 (1) 259 (1) 9.09%
2e. That-clause _ _ B
fragment
3a. Noun phrase with
of-phr:fse fragment (3) 27.23% B (4) 25%
3. Lexical 3b. Noun phrase with
bundles that other post-modifier - (1) 6.66% -
incorporate fragment
noun phrase angl3c. Other noun phrase
prepors)itional expressionsp (4) 36.40% (6) 40% (3) 18.759
hrase 3d. Prepositional phrase
?ragments expr%ssions P (3) 27.23% | (8)53.33%| (9) 56.25%
3e. Comparative 0
expressions (1) 9.04% B B

It should be highlighted that the addition of thetegories /2™
person pronoun + VP fragmeand 3 person pronoun + VP fragmeoit

the three corpora show similar results: non-nasittelents concentrate
on the 172" person pronoun +VP fragment, whereas native stadim
not rely as much on their personal experiencesiyagrated below:
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.. the ... how to change lives and how your likd amnd | don't knowand make you
.. well the poverty to .. to make us richer ... @tedquite unfair .. (C1)

.. don't think Ihave a .. specific type of film | like .. like #&fdrent range .. of films
erm (¢,?) ... like probably more: .. action filme any favourite and then like ... (C2)

your .. letter writing you know at your home ermdon't know Idon't know what to
do very long (C3)

As expected, and in good agreement with the redalisribed in the
previous category, in the second group, includibgxical bundles that
incorporate dependent clause fragméntsome subcategories were
absent, namely WH.clause fragmerasd That-clause fragmenThe
subcategory If-clause fragmentsgistered only 1 occurrence, and To-
clause fragmerghowed only 1 occurrence in C2 and C3 respectively
contrast, 172" person pronoun+dependent clause/fragnséawed the
highest percentages of use in the three corporth & 3 and 9
occurrences respectively, suggesting a trend gingelon the use of
more personal pronouns, as the students are lefisigmt in the use of
the language. These results are consistent with nédueire of the
interviews and also with the idea that speakeigeimeral and especially
non-proficient speakers tend to use personal prdocusing the
information on their own world and experiences i@vipusly stated.

the first year you go out all night .. and then yoyou are bored your wdllwant to
be pained (C1)

come back to Manchester for your final year andryldee oh godl want to go
abroad again .. but yeah no definately definatelyoack to both of those places ...
(C2)

.. er (que es er?) he told me ok&you want tobe .. a lecturer | know how to
English is that saying like have you (C3)

The last structural category, comprising “Lexicaunbles that
incorporate noun phrase and prepositional phrasgnfent registers
the highest number of occurrences with respechéodther categories
(Table 5). The subcategory Noun phrase with of-pdfeagmenteveals
high percentages in C1 (27.23%), 25% in C3 and non€2, which
means that only non-native speakers of the langusgét. However, the
most common structure for C2 and C3 is Prepositioplarase
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expressions(53% and 56.25% respectively), which registersyonl
27.23% of the occurrences in C1. This structureoisimonly used to
show logical relationships between prepositionah®nts. It should be
noted that the structure Noun phrase with of-phfesgmentsis one of
the most commonly used in academic prose as repbsteBiber et al.
(2004: 282) who state that “this structure accouots 70% of the
common bundles in academic prose” and also by Hyl@908b: 10)
who informs that “this expression comprises aboguarter of all forms
in his corpora of academic texts”. However, in study, this structure
accounts for almost 10% of bundles in C1 and 4eb# in C3, whereas
native speakers of English in C2 do not use itsTact lends support to
the idea that the spoken production of Spanishkgpeashares some
characteristics of written language. It would setmat their foreign
language instruction may have been based on gramuiesr rather than
colloquial speech.

also you you knowa lot of peopleand that area a good thing .. you know people
from .. (C1)

or ... that's what makes .. them furand things like thaand then that builds up and
.. (C2)

she isn't interested in the mediasomething like that and all .. her classmates .. er
makes (C3)

The remaining categories show no occurrences ommalrones, as
in the case of Noun phrase with other post-modifi@gmentwith only
6.66% in C2.

at the picture. .and | don't think she’s.. mayb¢ very happy with what sheees in
it (C2)

5.3 Functions of bundles

As Table 6 indicates, no important differences wienend among the
functional categories across corpora. However, mmmeninent feature
was the greater concentration of stance expressiotie three corpora,
amounting to 62%, 53.9% and 66.1% in corpus 1,® 3anespectively.

Such results are in good agreement with the firgliof Biber et al.

(2004) and Biber and Barbieri (2007) who reporteat stance bundles
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account for over 60% in conversation. There wereooourrences in
“Special conversational functions” in any of theet corpora and the
category “Discourse organizers” exhibited almoste¢h times more
occurrences in Cl than in C2 or C3. Regarding “Refidal
expressions”, the results seem to indicate thate¢hdency to use them
increases with instruction, since the informant€8fuse them more than
those of C1, although they fail to reach the peiamgas which correspond
to the native speakers of English.

Discourse organizers and referential expressiorscansiderably
less common than stance bundles, which is consigiiéim other studies
on these types of expressions (Biber & Barbieri7200

Table 6 Percentages of use of functional types of lexmatdles across corpora (Biber
2004)

Functional types of lexical bundleg C1l c2 C3
Tokens % | Tokens % | Tokens %

I. Stance expressions 28 63.56| 23 5750 38 64.28

Il. Discourse organizers 5 11.36 2 5.00 3 5.07

lll. Referential expressions 11 2497 15 37.50| 18 30.41

IV. Special conversational functions - - - - - -

Total 44 100 40 100 59 100

If we compare our results with those reported bpeBi Conrad and
Cortes (2004) we can see that our percentagesamit&texpressions
(63.56, 57.50 and 64.28% for C1, C2 and C3 resp#gjiare similar to
their results in conversation (69.05%). Howevegarding Discourse
organizers, the results of C1 (11.36%) are clogghtse described by
these authors in textbooks (11.11%) and in C2 a®doOr percentages
(5.00% and 5.07% respectively) are similar to thaeported for
academic prose (5,26%).

With respect to the third category, Referential respions, the
results of C2 (37.50%) are similar to those foupdBiber et al (2004) in
classroom teaching (38.09%) while the results ofa@d C3 follow the
same trend (24.97% for C1 and 30.41% for C3) aftey years of
instruction at University.

Summarizing the results shown in Table 4 we cowldctude that
the use of Stance expressions in the 3 corpordasacteristic of the
conversation register. The use of Referential esgioms in C2 is
distinctive of the classroom teaching register, nghe in C3, the
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percentages approximate those of C2. It seemghbaise of referential
expressions increases with instruction.

No statistically significant differences were fouimdTable 6; a chi-
squared test was applied, obtaining-salue = 0.557 In Table 7, the
three functional types were subjected to individstakistical analysis: a
chi-squared test performed for “Stance expressjomssociating results
in subtypes A and B (gathering, therefore, subyqést “B1” to “B6” in
“B"), showed statistically significant differencgs-value = 0.003%

Nevertheless, no statistically significant diffeces were found in
the two other functional types, either when perfogna Z-Test for
proportions (confidence level 95%) for “Discourggamizers”, or when
applying a chi-square testp-falue = 0.152) for “Referential
expressions”.

Details pertaining to the percentages allocatedtht® different
subcategories of functional types of bundles aosvshin Table 7.

Table 7 is based on the categories proposed by Bibal. (2004).
However, in the functional type “Stance expressioasd under the
category Attitudinal/modality stance, we have idexd three more
subcategories that were not present in Biber et alassifications,
namelyopinion, like/dislikeanddescription.

“Stance Expressions” provide a framework for theerpretation of
the following proposition. Epistemic stance bundiiexus on the
knowledge status of the information and attitudibaindles express
speaker attitudes (Biber 2004: 389). When considdhie percentages of
“Stance expressions’hne of the most striking differences among the
corpora is the high percentage of opinion bundkesth( personal and
impersonal) in C2 (56.64%), and the low percentage€1l and C3
(3.56% and 5.30% respectively). This may be duthédfact that giving
opinions requires a more elaborate use of language.
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Table 7 Detailed percentages of functional types in C1,a6@ C3 (adapted from Biber
et al. 2004). (Actual numbers of occurrences irckets)

Functional
types

Subtypes

C1

Cc2

C3

I. Stance
expressions

A. Epistemic stance
- Personal

- Impersonal

(11) 39.65%

o

(4) 16.94%

(23)
60.52%

B. Attitudinal/modality
stance
B1) Desire
- Personal
- Impersonal
B2) Obligation/directive
- Personal
- Impersonal
B3) Intention/prediction
- Personal
- Impersonal
B4) Opinion
- Personal
- Impersonal
B5) Like/dislike
B6) Description

(6) 21.46%

(3) 10.71%

(1) 3.56%
(3) 10.71%
(4) 14.28%

(2) 8.600

(2) 8.609

(10) 43.609
(3) 13.04%

o

(2) 8.60%

(5) 13.65

(1) 2.65%

(2) 5.30

(1) 2.659
(1) 2.65
(2) 5.30%
(3) 7.959

1. Discourse
organizers

A. Topic introduction/
focus

B. Topic elaboration/
clarification

(5) 100%

(2) 100%

(3) 100%

lll. Referential
expressions

A. Identification/focus

(1) 6.66%

(2) 11.114

B. Imprecision

(3) 27.7%

(1) 6.66%

(1) 5.559

C. Specification of

attributes

C1) Quantity
specification

C2) Tangible framing
attributes

C3) Intangible framing
attributes

(6) 54.54%

(5) 33.30%

(4) 22.209

D. Time/place/text

reference

D1) Place reference

D2) Time reference

D3) Multi-functional
reference

(1) 9.09%

(1) 9.09%

(2) 13.32%
(3) 19.98%
(3) 19.98%

(3) 16.659
(1) 5.55%
(7) 38.859

%

>~ ©

oY O

(=)

=)

o
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The remaining subcategories also show some diffesenThe most
relevant is the low percentage of personal involeinof C2 (16.94%) in
comparison with C1 (39.65%) and C3 (60.52%). Anofeature of C2 is
the even distribution of percentages in the remgirsubcategories of
Attitudinal modality stance(8.60% desire intention and description,
respectively) in contrast with the irregular peteges allocated to the
subcategories in C1 and C3, whalesiretotals 21.46% and 13.25%
respectively,intention 10.71 and 5.30, andescription14.28 and 7.95.
Surprisingly, there are no occurrences in the segoay like/dislike in
C2, whereas this category registers 10.71 and $13C1 and C3
respectively.

erm one book .. erm ... erm .. Shakespeare ..i@ppeem yeah poems yehHon't
know the naméC1)

Em..it was really hot when | went to Paris..l thibkvas the hottest day they'd had
for about.. twenty years (C2)

which she doesnltdon't know whycos she with the effect of the reality | don't Wno
(C3)

“Discourse organizing bundles” serve the functioak Topic
introduction/focus and Topic elaboration/clarificat In our corpora,
with respect to the “Discourse OrganiZerhere were no occurrences in
Topic introduction/focusAll 100% of the bundles take place in Topic
elaboration/clarificationalbeit with few occurrences.

“Referential bundles'usually identify an entity or highlight some
particular attribute as especially important (Bil#04: 393).In the
percentages allocated t®eferential expressiohsa noteworthy feature
is the high presence of Imprecisiomn C1 (27.7%) in comparison with
6.66% and 5.55% in corpora 2 and 3.

The occurrences of Cl take place _in Specificatibrattributes:
Quantity  specification (54.54%), _Imprecision (27.7%) and
Time/place/text referencavith Place and Multi-functional reference
(9.09%). However, in C2, the percentages are Hdiggd among
Identification (6.66%), _Imprecision(6.66%), Quantity specification
(33.30%), _Place referenc€l3.32%), Time referencg19.98%) and
Multi-functional referencg19.98%). In C3 there are occurrences in all
categories and the percentages of C3 are moreasitnilC2 than to C1,
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which means that the use of referential expressassimproved with
instruction.

and h=here there is a lot of .. there are a lot of.. tourists only tourists and
museums .. em .. (C1)

take your own lessons but here we're told whateagdinna study over theités a lot
morerelaxed like | said (C2)

erm .. er for example in London er there aréot of thingsaround London and |
think (C3)

Perhaps the most important finding resulting frone tanalysis and
comparison of the functional bundles in the threspora is the evolution
that can be seen in the use of “Discourse orgasiizard “Referential
expressions” by C3 informants. This finding refeetihe importance of
instruction in the use of bundles.

6. Conclusions and pedagogical implications
The main objective of this paper was to identifyd eanalyse 4-word
lexical bundles in three oral corpora, applyingogoas-driven approach.
We have shown the overall distribution of suchdekbundles and their
typical structures and functions in the three coafoom native English
speakers and students of English of a similar agge and education.
As has been shown in this paper C1 and C3 (corpioreon-native
speakers of English) offer a larger number of lakicundles than C2
(native speakers of English) contrary to the rastdported by Chen &
Baker (2010), and Adel and Erman (2012) for acadenmiting. There
are important differences in the structural typédundles used in the
three corpora, the lexical bundles which incorponetrb phrase being
those which register the highest percentages ithtiee corpora.
Regarding the functional types of lexical bundlese of the most
prominent features is the greater concentratiostafice expressions in
the three corpora, which coincides with the resoftsther researchers.
As we have shown, the Discourse organizers burstileise more features
with written than with oral registers as descrilbgdBiber et al (2004).
C1 exhibits bundles similar to those likely to ampeén textbooks,
whereas the bundles analysed in C2 and C3 are simitar to those
found in academic prose by the same researcheth. M8pect to the
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Referential expressions, the results show that te@ more resembles
classroom teaching than conversation in C2; as bmarseen, use of
referential expressions increases with instructsmnthat the percentages
found in C3 are more similar to those registeredCiad than those
described in C1. The type of interview carried ooy explain the
results. There was no proper conversation in thees¢hat there was no
dialogue, since the interviewer was only alloweds$# a few questions
and elicit conversation. This could be the reasdty whe informants
made use referential expressions in a way simdathat described in
classroom teaching, which is an intermediate regisetween oral and
written.

Building on previous studies of lexical bundlesth@&i et al. 2004;
Cortes 2004; Hyland 2008b), the aim was to highlifje pedagogical
implications of teaching lexical bundles to studemtf English by
showing the differences between the samples cetledtom native
students of English and learners of English. Bitned Barbieri (2007)
suggest that, as these formulaic expressions afeegoent, we might
assume that students will naturally acquire theah aonsequently, that
there is no need for them to be overtly taught. elaw, it is necessary to
expose the students to more samples of spoken dgegun all
environments and not only to instructional appreachThe findings of
this study show that even though students mighte hirequently
encounter these expressions in their classes, sirmgbosure to the
frequent use of lexical bundles does not resulthim acquisition and
mastery of these expressions by university students

| am aware of the difficulty in introducing lexicalndles effectively
in L2 teaching curricula. Lewis (1993), NattingerdaDeCarrico (1992)
and Willis (1990) proposed three major pedagogifraimeworks,
reviewed by Wray (2000) who found them all inad¢qua some extent.
Following Nation (2009), Byrd and Coxhead (2010)gest that teachers
should draw attention to bundles in class readatass materials and
propose that some explicit instruction should beviged. Then, after the
instruction, keeping track of the bundles preserged studied in the
classroom is also of paramount importance. Coxli2@@4) proposes the
use of vocabulary boxes, Nation (2001) and Sch{®200) recommend
vocabulary notebooks. Revisiting bundles reguladpd creating
opportunities for feedback (Webb, 2007) are alspartant techniques
for the students to acquire them.
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However, there are still two key issues in the héar and learning
of lexical bundles: the selection of the bundlesb® taught and the
activities to be used. More research should be d@onthe criterion for
the selection of the bundles; most studies adapttiterion of frequency
when selecting the bundles to be taught; howevesir tfunction in
discourse could also be a good factor to be takém account. The
sequencing of activities used to teach lexical mother point to be
considered. Further attention should be drawn eselkey points.
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