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ABSTRACT

METADISCOURSE IN EAP CLASSES: A COMPARATIVE ANALYSIS OF
TEACHER DISCOURSE IN ONLINE AND FACE-TO-FACE MODES OF
INSTRUCTION

TURAN EROGLU, Meltem
Ph.D., The Department of English Language Teaching
Supervisor: Assoc. Prof. Dr. Hale ISIK GULER
Co-supervisor: Assoc. Prof. Dr. Betiil BAL GEZEGIN

May 2025, 298 pages

Metadiscourse, which refers to the features used to organize discourse and orient the
audience, has been studied profoundly in written language modalities. By focusing on
spoken academic language, this study attempts to address the research gap by
investigating the metadiscourse functions employed by EAP teachers in both online
and face-to-face (F2F) lessons. In order to identify the similarities and differences in
the employment of metadiscourse functions in EAP lessons, a small-scale teacher
language corpus, which consists of 14 online and 14 F2F lessons, was created. Based
on Adel’s (2023) metadiscourse model, the transcriptions of classroom discourses of
EAP teachers were analysed with a mixed-methods approach, which combines both
quantitative and qualitative corpus-based discourse analysis aided by the UAM Corpus
Tool. According to the quantitative findings, the EAP teachers utilized metadiscourse
primarily to engage and orient the students and to signpost topics and information
flow. The findings also suggest that the requisites of teaching in a digital environment
seem to influence the prevalence of some functions like managing phorics in online

teaching, whereas the physical availability of the audience in F2F teaching might

v



pertain to the intense use of some functions such as managing audience behaviour. In
addition, the study implies that the rapid shift in focus in EAP lessons can lead to an
intertwinement of various metadiscursive functions and categories in an unpredictable
manner, which seems to be connected to teachers’ instructional and pedagogical
decisions in real time. The implications of the study point to the need for a systematic
approach in language teacher training and EAP teacher development that encompasses

metadiscursive skills.

Keywords: Metadiscourse, teacher classroom discourse, EAP instruction, online

mode of teaching, face-to-face mode of teaching



0z

AKADEMIK AMACLI INGILIiZCE SINIFLARINDA USTSOYLEM:
CEVRIMICI VE YUZ YUZE EGITIMDE OGRETMEN SOYLEMININ
KARSILASTIRMALI ANALIZI

TURAN EROGLU, Meltem
Doktora, Ingiliz Dili Ogretimi BSliimii
Tez Yoneticisi: Dog. Dr. Hale ISIK GULER
Ortak Tez Yoneticisi: Dog. Dr. Betiil BAL GEZEGIN

May1s 2025, 298 sayfa

Soylem diizenlemek ve dinleyici yonlendirmek tizere kullanilan unsurlar olarak
tanimlayabilecegimiz listsdylem, yogun olarak yazili dil tiirlerinde arastirilmistir. Bu
calisma, sozlii akademik dile odaklanarak Akademik Amagh Ingilizce (AAI)
ogretmenleri tarafindan ¢evrimigi ve yiiz yiize derslerdeki listsdylem kullanimlarini
inceleyerek bu arastirma ihtiyacina cevap vermeyi amaglamaktadir. AAI derslerindeki
istsdylem islevlerinin kullanimlar1 arasindaki benzerlik ve farkliliklar1 belirlemek i¢in
14 ¢evrimigi ve 14 yiiz yiize dersten olusan kiiciik ¢apl bir 6gretmen dili derlemi
olusturulmustur. AAI &gretmenlerinin  derslerinde kullandiklar1  sdylemlerinin
transkripsiyonlar1 Adel’in (2023) iistsdylem modeline dayali olarak, UAM Derlem
Araci yardimiyla hem nicel hem nitel derlem-temelli sdylem analizi iceren karma
yontem araciligiyla incelenmistir. Sayisal bulgulara gore, AAI 6gretmenleri
listsdylemi temel olarak 6grencileri derse dahil etmek ve yonlendirmek ve konu-bilgi
akisin1 belirgin hale getirmek ic¢in kullanmislardir. Ayrica bulgular cevrimigi
ogretimde dijital ortamin gerekliliklerinin sdylem igi atif yonetimi gibi bazi islevlerin

yogun olarak gériilmesi ile ilgili olabilecegini gdstermektedir. Ote yandan bulgulara
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gore yliz yiize 6gretimde dinleyicinin fiziksel olarak ulasilabilirliginin dinleyici
davranigini yonetme gibi bazi islevlerin yogun olarak kullanilmast ile iligkili
olabilecegi diisiiniilmektedir. Bunlara ilaveten, bu calisma AAI derslerinde sikca
goriilen odak degisiminin iistsdylem islevleri ve kategorilerinin 6gretmenlerin egitim
ve dgretim ile ilgili gercek zamanli kararlariyla baglantili gériinen tahmin edilemez bir
bicimde i¢ ice gegmesine yol agtigini gostermektedir. Caligmanin sonuglart dil
ogretmeni egitimi ve AAI dgretmen gelisiminde iistsdylem becerilerini kapsayan

sistematik bir yaklasim ihtiyacina isaret etmektedir.

Anahtar Kelimeler: Ustsdylem, akademik amacl ingilizce 6gretimi, cevrimigi

Ogretim, yiiz yiize 6gretim
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CHAPTER 1

INTRODUCTION

In this chapter, first, the preliminary theoretical foundations regarding the concept of
metadiscourse are provided as a background to the study. This background is followed
by the detailing of the purposes and significance of this study, focusing on
metadiscourse functions used by EAP teachers in the classroom. After the provision
of the purposes and the significance of the study are given, the noteworthy factors that
are likely to restrict the study in certain ways are explained. Finally, the chapter
concludes with the explanation of the operational definitions for the terms that are

frequently resorted to throughout the upcoming text.

1.1. Background to the Study

Metadiscourse is one of the concepts that has recently gained increasing popularity in
the fields of pragmatics, discourse analysis, and language teaching. The term, coined
by Harris (1959, cited in Beauvais, 1989), is considered an umbrella term used for
linguistic elements that function as organizers of discourse and facilitators of the
interaction with the listeners or readers of the texts generated (Hyland, 2017). In other
words, metadiscourse refers to the features of language which help the authors clarify
what they say in the way they desire the reader or listener to understand and to convey

their attitude toward what they say.

According to Hyland (2010), metadiscourse is considered to have led to a change in
the conceptualization of the scholar’s communication, which was envisioned to be just
a delivery of information, and paved the way for an understanding of communication
which took into account the judgment and attitude of the interlocutor toward the

content they are presented with.



Metadiscourse has been shown to have a significant place in teaching and learning.
The advantages of metadiscourse suggested by researchers have reiterated the
relevance and impact of metadiscourse in teaching. For example, Lemke (1990)
provided an account of the ways in which metadiscourse can help science teachers in
the classroom control the flow of activities as an important strategy for them to manage
classroom discourse. Also, Tang (2017) illustrated in his own study that metadiscourse
could facilitate the teaching of science by enabling teachers to navigate between the
units of interactional and thematic development by means of organizational and
evaluative metadiscourse. In addition, several studies investigating the structure of
lecture discourse have revealed that integrating metadiscourse into EAP materials
could facilitate student comprehension of the lectures (Aguilar, 2008). Utilizing
metadiscourse resources effectively in teaching can have a strong impact on the
successful delivery of lessons by teachers, regardless of their subject matter.
Therefore, it is evident that lecturers can benefit from specialized training in, for
example, sharing the purpose of the lecture, signalling when the lecture is going off

the text, and displaying the structure of the discourse (Vande Kopple, 1985).

Similarly, being familiar with how metadiscourse is used in written and spoken
discourse can undoubtedly be equally useful for the learners. Hyland (2005) proposed
several benefits of teaching metadiscourse explicitly, as they refer to the enhanced
interaction between the writer and the reader. Explicit knowledge of metadiscourse
can benefit students both as a reader and a writer. For instance, successful employment
of metadiscourse may allow a writer to achieve coherence and cohesion in the text,
add a personal presence to the text, or increase the persuasiveness of a text while it
may enable a reader to distinguish between the organizational language/content and
propositional information, understand a writer’s attitude towards a subject or readers,

comprehend and recall the content of a text and so on (Hyland, 2005, pp. 178-179).

Furthermore, being informed about these advantages can help learners of additional
languages in improving their literacy skills in the target language. For instance,
Mokhtari and Reichart (2002) underscored the importance of paying attention to
metadiscourse as a metacognitive reading strategy in order to become a responsive

reader. Also, Crawford Camiciottoli (2003) suggested that when texts contained

2



metadiscourse, the L2 readers’ comprehension of these texts was boosted. When
informed about metadiscourse, L2 learners will have an opportunity to understand
what linguistic elements are likely to help them comprehend texts better. Additionally,
as novice writers in L2, they will be able to recognize what they can do in order to
generate texts which can be easily followed and which are seen as relevant by a

specific audience.

Recognized as an important aspect of both written and spoken language,
metadiscourse has been investigated by many researchers from various points of view,
though they all have not used the term itself directly. For example, sequencers and
topicalizers (Williams, 1981), illocution markers (Vande Kopple, 1985), evaluation
(Hunston & Thompson, 2000), attitude (Halliday, 1994), stance (Biber, 2006; Hyland
& Guinda, 2012;), boosters and hedges (Akbas & Hardman, 2018; Crismore &
Farnsworth, 1990; Hyland, 1994; Salager-Meyer, 1997), and appraisal (Martin &
White, 2005) can be cited among the many topics investigated.

Metadiscourse has prolifically been studied in the written language, particularly within
written academic language. One of the genres that has historically received much
attention in the literature is research articles (Dahl, 2004; Kim & Lim, 2013; Mur
Dueiias, 2011), which are still widely investigated (Bal Gezegin & Bas, 2020; Giiglii,
2020; Capar & Turan, 2020; Malasavi, 2021). This research strand has focused on how
academic writers used metadiscourse in research articles, usually focusing on a certain
section of it (Abdi, 2011; Akbas, 2012; Bruce, 2014). In addition, textbooks (Hyland,
1999, 2000), book reviews (Bal-Gezegin, 2016; Bal-Gezegin & Isik-Giiler, 2017),
blurbs (Jalilifar, Hayati & Don, 2018), graduate theses (Afzaal, Chishti, Liu & Zhang,
2021; Atmaca, 2016; Bunton, 1999; Hyland, 2004; Hyland & Tse, 2004), student
essays (Crismore, Markkanen & Steffensen, 1993; El-Dakhs, 2020; Intaraprawat and
Steffensen, 1995) and teacher feedback (Adel, 2017, 2018) are types of written
academic genres that have previously attracted the attention of scholars. In parallel to
the increasing attention paid to the analysis of metadiscourse in academic genres, there
have also been increasingly more studies in non-academic genres, such as
advertisements in different modes (Gtil, 2020; Huang, 2012), emails (Jensen, 2009),

journalistic genres like editorials (Le, 2004), newspaper articles (Dafouz-Milne,
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2008), popular science articles and opinion texts (Fu & Hyland, 2014), job postings
(Fu, 2012), corporate press releases (Chen, 2020; Mclaren-Hankin, 2008), CEO’s
letters (Hyland, 1998) and travel blogs (Huang, Wang, & Tang, 2020).

On the other hand, metadiscourse in spoken language has not historically attracted as

much interest from researchers as that in written language, except for several
researchers focusing on casual conversations (Shiffrin, 1980) and academic lectures
(Chaudron & Richards, 1986). Nevertheless, currently, there is a significant surge of
interest in the study of the concept in various types of speech, including both academic
and non-academic genres, academic lectures (Deroey & Johnson, 2021; Vasheghani
Farahani, 2020) conference talks or academic presentations, peer seminars (Aguilar,
2008), and student presentations, oral business presentations (Kuswoyo & Siregar,

2019) being the most prevalent ones.

Metadiscourse has a significant place in academia both linguistically and
pedagogically. In other words, in the analyses of language and in teaching and learning
processes, it serves as a valuable tool and focus for understanding human
communication. Consequently, it is no surprise that it has attracted the attention of
many scholars working within the fields of linguistics and education, studying
metadiscourse from various aspects such as cross-cultural (e.g., Blagojevic, 2004;
Capar, 2014; Capar & Turan, 2020; Mur Duenas, 2011) and cross-disciplinary
differences (e.g., Dahl, 2004; Hyland, 1998, 1999). With its inherent value in these
fields in mind, the current dissertation project was embarked on with the belief that
metadiscourse needs to be further explored in spoken academic discourse so that
teaching and learning of academic discourse can be enhanced further in online and

face-to-face environments.

1.2. Purpose of the Study

This study focuses on the use of metadiscourse in EAP instruction with the assumption
that EAP teachers have a key role in familiarizing their students with the vital skills
needed to fulfil the requirements of their disciplinary courses. According to Lee and

Subtirelu (2015):



...[U]nlike general English as a second language (ESL) teachers, EAP
instructors have the challenging task of simultaneously developing ESL
students’ “situated language use” and academic skills (Basturkmen, 2009, p.
8), such as writing academic essays, listening to academic lectures, and taking
lecture notes, in order to undertake academic work as university students.
Adopting pedagogical practices that simulate academic tasks, and at the same
time developing students’ linguistic and communicative competence, EAP
teachers assist such learners in unpacking, navigating, and practicing academic
discourse. (p.52)

Taking the challenging responsibility of EAP teachers to guide their students towards
independent academic studies into account, analysis of how these teachers help their
students achieve this goal, both online and face-to-face, can be enlightening in terms

of understanding the principles underlying their discoursal preferences during lessons.

The present study aims to look into the functions of metadiscourse in the EAP
teachers’ classroom discourse in online and face-to-face modes of instruction. The
broader goals of the study can be considered (i) to contribute to the research into
metadiscourse in spoken academic language, (ii) to provide an account of how teachers
use metadiscourse in online education, and (iii) to explore in what ways EAP teachers
can be supported in terms of their language awareness as part of their professional

development.

With these purposes in mind, this study attempts to provide answers to the following
research questions:
1. What are the primary functions of metadiscourse utilized by EAP teachers in
both online and face-to-face lessons?
2. What is the frequency and distribution of the metadiscourse functions used by
EAP teachers in online and face-to-face lessons?
3. What are the key qualitative and linguistic characteristics that differentiate the

use of metadiscourse functions in online versus face-to-face EAP lessons?

1.3. Significance of the Study

Considering the scarcity of studies of metadiscourse in spoken language, this study

aims to contribute to the existing body of knowledge on how metadiscursive features



are used in spoken academic language. Metadiscourse in teachers’ classroom discourse
has been investigated in various contexts, such as science education in secondary
schools (Tang, 2017) or university lectures in English-medium education (Doiz &
Lagabaster, 2022; Molino, 2018). Nevertheless, the use of metadiscourse in EAP
instruction has remained under-researched, despite some exceptions, such as Friginal,

Lee, Polat, & Roberson (2017), Lee & Subtirelu (2015), and Wu & Yang (2022).

Furthermore, this study has an added significance in that its findings have the potential
to shed light on the EAP-specific teacher qualifications with a focus on teachers’
awareness of academic discourses and the needs of the EAP students. As can be
observed in various teacher competency frameworks, the teachers’ awareness and use
of the language they are teaching is an important part of quality language teaching. In
specific relation to the teaching of English for Academic Purposes, British Association
of Lecturers in English for Academic Purposes (BALEAP) generated a document
entitled Competency Framework for Teachers of English for Academic Purposes in
order to “provide teachers new to the field, and those responsible for training them,
with clear goals and understanding of the role of an EAP teacher” (BALEAP, 2008,

p.2). Table 1 shows an example.

Table 1. Language-Related EAP Teacher Competencies (Adapted from BALEAP,

2008)
Main Sub- Competency Statements
Competency category
Category
Academic Academic An EAP teacher will have a high level of systemic
Practice Discourse language knowledge including knowledge of discourse
analysis.
EAP Students Student An EAP teacher will understand the requirements of the
Needs target context that students wish to enter as well as the

needs of students in relation to their prior learning
experiences and how these might influence their current
educational expectations.

The two statements quoted in Table 1 below refer to the fact that how an EAP teacher
uses and conceives the language has a connection with how effectively she delivers
her instruction. Beyond academic discourse awareness, an EAP teacher's

understanding of students' needs is vital for tailoring lessons. Metadiscourse serves as



a tool that allows teachers to align content with students' backgrounds and
characteristics. Hyland (2017) states that metadiscourse has a role in relating a text to
its context with a consideration of “the readers’ needs, understandings, existing
knowledge and prior experiences” (p.19). This is very similar to how a teacher accords
her lesson to the needs of the students and the main tool that achieves this aim is the
way language is used by the teacher. Thus, the current study can make visible the
metadiscursive language functions which help an EAP teacher navigate through the
lesson in a way that foregrounds the students’ backgrounds, characteristics and

momentary needs.

At this point, the relationship between metadiscourse and EAP must be clarified.
Above all, EAP is a pragmatic approach that focuses on teaching academic language
via academic tasks, texts and content (Carkin, 2005). EAP instruction deals with
accounts of language as it is used in specific target situations (Flowerdew & Peacock,
2001) and aims to equip the students with the skills that will enable them to carry out
the everyday academic tasks in their university life. These tasks can range from
answering an exam question to making a presentation to writing a research paper.
Fundamentally, the students must gain skills for understanding the structure of texts
and recognising the relationships between ideas in texts as they do academic reading
or listen to lectures. Besides, they need to develop their productive academic skills by
learning to organise their ideas as they speak or write, express their positions on issues
clearly, and apply disciplinary conventions in their speech or writing (Bailey, 2011).
The quality of all these tasks is dependent on to what extent the EAP students are
informed about the functions of metadiscourse within academic discourse. Therefore,
itis critical for EAP teachers to be knowledgeable enough about this matter if they are

to impact their students’ socialisation into academia positively.

On the other hand, knowledge about metadiscourse seems essential for EAP teachers
in terms of utilising it to organise their teaching and classroom discourse, establish
relationship with the students, and better engage them in the lessons. Involving a
specific kind of language awareness, knowledge of metadiscourse can be regarded as
a facilitator of content knowledge of teachers (Shulman, 1987). In addition to being

aware of the importance of metadiscourse, EAP teachers should also be trained on it
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systematically. Moreover, how metadiscourse is used by EAP teachers in actual

classroom settings and how it affects their lessons needs to be unveiled.

According to Hamp-Lyons (2001):

EAP research includes studies of spoken texts and genres such as seminars
(e.g., Furneaux et al. 1991; Prior 1991) and lectures (most notably Flowerdew
1994a). Studies of the textual practices of academics (e.g., Latour and Woolgar
1986; Myers 1990; Dudley-Evans 1993, 1994b) offer another interesting area
that feeds into EAP practice and theory: by understanding what 'experts' do,
novice academics can shape their own academic language towards those
models. (p. 128)

Therefore, sketching what an EAP teacher does to deliver her content to make it
accessible for the learners will generate some findings that can be of great use for
novice teachers. By understanding how expert EAP teachers use metadiscourse to
shape their lessons, novice teachers can enhance their own academic language

practices.

Another significance of the study is that it contributes to the literature regarding the
use of metadiscourse in online communication. There are also a relatively small
number of studies researching the employment of metadiscourse in digital modalities
and platforms (Ryoo, 2005; Zhang & Sheng, 2021). However, the use of
metadiscourse in the teaching of English for academic purposes online is yet another
under-researched subject, and therefore, this study seems to possibly generate some

findings that may inform future studies in this area.

1.4. Limitations of the Study

This study is not without limitations. First of all, metadiscourse functions revealed in
the study are limited to the classroom talk of the teachers who volunteered to
participate in the study. The combinatory effect of several characteristics, such as
educational background, experience, proficiency, type of course, teaching styles, and
strategies, may have been present. In addition, EAP lessons analysed in this study are
not to be regarded as generic representatives or typical examples of the genre EAP

lessons. Different findings might emerge with a different cohort or context.



Given that the study focuses on a specific time period (2021-2023), the results are
limited by the changing nature of discourse over time. As Baker (2006) notes, “non-
diachronic corpora offer snapshots of language in use at best, and the situation
regarding discourse is always likely to change in the future” (p. 178). The teachers,
materials, syllabuses, and students have already changed in the institution where the
data were collected. While some teachers left the department, those who did not, have
most probably changed as they have gained further experience and possibly expanded
their knowledge of teaching EAP. As a consequence, the findings are reflections of the
discourse of the teachers in this EAP context at the time of data collection and cannot

be generalized to this context diachronically.

Besides, only the metadiscourse used by the teachers is analysed in the current study.
Although the amount of learner contributions is not substantial, it is likely that students
in the lessons recorded had displayed certain types of metadiscourse functions in their
speeches. However, this study concentrates only on teachers’ use of the phenomenon
in question. In addition, the annotation of the metadiscourse functions in the EAP
lessons was carried out manually using the UAM Corpus Tool. The nature of the study
inevitably entailed intensive inferencing processes during the analysis of the data. As
a result, the study bears a limitation of subjectiveness in the identification of
metadiscourse functions and the possibility of overlooking certain functions. While
manual annotation of metadiscourse functions may involve some subjectivity, efforts
were made to minimize bias. A co-annotator was utilized to ensure interrater
reliability. This process involved cross-checking annotations to confirm consistency

and accuracy (See Section 3.9 for further details on this process).

1.5. Operational Definitions

Corpus: A collection of written or spoken language samples that reflect the authentic
use of language.
Corpus-Based Discourse Analysis: The analysis of language in the context of its real

use, which utilizes a corpus to describe the forms and meanings under investigation.



English for Academic Purposes (EAP): “The language and associated practices that
people need in order to undertake study or work in English medium higher education”

(Gillette, 2024, para.l).

Metadiscourse: Linguistic and non-linguistic resources that speakers or writers use to
organize and comment on their own/interlocutors’ discourse and engage their listeners

or readers in this discourse.
Metadiscourse function: Discourse acts (e.g., clarifying, exemplifying, etc.) or

rhetorical steps (e.g., announcing topic, concluding topic, etc.) for which lexico-

grammatical patterns at varying lengths are used in a specific discourse.
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CHAPTER 2

REVIEW OF LITERATURE

This chapter provides further theoretical considerations regarding metadiscourse and
an account of research trends focusing on this phenomenon. To begin with, two main
approaches to metadiscourse are explained. This is followed by an overview of the
research on metadiscourse both in written and spoken language. Finally, a summary

of the chapter is given.
2.1. Approaches to Metadiscourse

Undoubtedly, how metadiscourse is defined and how metadiscursive elements are
categorized are the major issues in the study of the concept. The literature reveals two
main approaches adopted by the researchers of metadiscourse as to how it is defined:
(1) Integrative or interactive model, (2) Non-integrative or reflexive model (Adel &
Mauranen, 2010). Since in the former approach (integrative model), a broad definition
of metadiscourse is used, it is also called the broad approach. In the latter, a narrow
definition is adopted, and it is considered the narrow approach (Adel & Mauranen,
2010).

According to Otiigen, Takkag, and Yagi1z (2021), these approaches appeared as a result
of the disagreement as to whether the interpersonal metafunction of language, one of
the three metafunctions (the other two being ideational and textual) suggested by
Halliday (1994) in his Systemic Functional Linguistics (SFL)! theory, should be

included in the classification of metadiscourse or not (p.76).

! Halliday's Systemic Functional Linguistics (SFL) views language as a social semiotic system,
emphasizing that language use is shaped by and functions within social contexts. SFL posits that
language has three metafunctions—ideational, interpersonal, and textual—that allow individuals to
convey experiences, interact with others, and organize discourse coherently (Halliday & Matthiessen,
2014).
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Broad, or integrative, approach assumes that metadiscourse cannot be separated from
propositional content; that is, it can bear content and transfer information (Aguilar,
2008). Textual interaction is regarded as foundational and focuses on the fact that the
speakers or writers use certain linguistic features in order to create some kind of
interaction with their listeners or readers (Adel, 2006; Adel & Mauranen, 2010).
According to this view, “metadiscourse is about interaction in text so both interactive
and textual resources are used to create and maintain relations with readers” (Aguilar,
2008, p. 87). Therefore, the conceptualization of metadiscourse as having an

interpersonal and social role is fundamental to the integrative approach.

On the other hand, the narrow approach focuses only on linguistic elements that are
used to achieve textual functions (Adel, 2006; Mauranen, 1992; Schiffrin, 1980). In
this approach, the concept of metadiscourse is confined strictly and the reflexivity of
the language is viewed as the basis for the analysis of metadiscourse (Adel &
Mauranen, 2010, p. 9). Reflexivity refers to the view that “text about text is part of the
text itself”” (Mauranen, 1993, p.145).

In line with these two approaches, different classifications of metadiscourse have been
proposed over the years, with some earlier taxonomies later revised. According to
Aguilar (2008), although there were studies on metadiscursive elements in the 1970s
such as those on conjunctions, adverbials and signalling (Meyer, 1975; Mittwoch,
1977; Schreiber, 1972; Winter, 1977), it was in early 1980s when studies on
metadiscourse first appeared. Crismore (1983), modifying the models proposed by
Williams (1981) and Meyer (1975), suggested that metadiscourse could be classified
into two major categories as the informational or referential metadiscourse and the
attitudinal metadiscourse (p.11). The former had four subtypes: goals (global goal
statements), pre-plans (global preliminary statements), post-plans (global review
statements) and topicalizers (local topic changes). The latter category, attitudinal
metadiscourse consists of three subtypes which are saliency (importance of an idea),
emphatics (the certainty degree of argument), hedges (the degree of uncertainty) and
evaluative (the writer’s attitude toward a fact or an idea) (Crismore, 1983, pp.12-14).

However, this classification needed to undergo some modification later as a result of
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Crismore’s subsequent study with colleagues (See Crismore, Markkanen and

Steffensen, 1993).

Vande Kopple (1985), like Crismore (1983), proposed a taxonomy with two major
categories, but in a different way. Vande Kopple (1985) followed Halliday’s
metafunctions for linguistic analysis and distinguished between textual and
interpersonal metadiscourse, accepting that “propositional content or primary
discourse conveys what Halliday calls ideational meanings “(Vande Kopple, 1985,
p.86). He claimed that when engaging with metadiscourse, “We do not add
propositional material but help our readers organize, classify, interpret, evaluate, and
react to such material. Metadiscourse, therefore, is discourse about discourse or
communication about communication” (p. 83). Drawing on Williams’ (1981) and
Lautamatti’s (1978) work, he identified seven subcategories of metadiscourse under
the interpersonal and textual categories: text connectives, code glosses, illocution
markers, narrators (Textual metadiscourse markers) and validity markers, attitude
markers and commentaries (Interpersonal metadiscourse markers) (Vande Kopple,
1985, pp. 83-85). However, Vande Kopple (1985) stated his concern that some usages

of metadiscourse could be labeled with more than one subcategory.

Crismore, Markkanen and Steffensen (1993) used Vande Kopple’s (1985)
categorization of textual and interpersonal metadiscourse with some modification in
their cross-cultural investigation of metadiscourse in persuasive texts produced by
American and Finnish university students. Nevertheless, the subcategories of these
two main categories were organized differently in their study. Textual metadiscourse
was classified into “textual markers” (logical connectives, sequencers, reminders,
topicalizers) and “interpretive markers” (code glosses, illocution markers,
announcements). Interpersonal metadiscourse was categorized as hedges, certainty
markers, attributes, attitude markers and commentaries. However, according to
Aguilar (2008), Crismore et al’s (1993) classification had several problems in terms
of some issues like the uncertainty of why they differentiated between reminders and
announcements and whether they distinguish between internal logical connectives and

external logical connectives (p. 73).
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According to Hyland and Tse (2004), metadiscourse is classified into two major
categories: interactive and interactional. Interactive metadiscourse facilitates the
organization of the text so as to make it accessible to the reader. For the purpose of
structuring a text for the benefit of the reader, the author uses transitions for signalling
relations between main clauses, frame markers to cue text boundaries, evidentials for
referring to information from outside sources, and code glosses for providing
additional information. As for the interactional metadiscourse, it contributes to the
writer’s endeavours to involve the reader in the text and convey their views to the
reader. This process is accomplished by means of hedges for avoiding commitment,
boosters for acknowledging certainty, attitude markers for displaying the author’s
attitude, self-mentions for signalling authorial presence, and engagement markers for
overtly addressing readers. Despite drawing on the previous classifications of
metadiscourse, this taxonomy eliminated some of the problems related to missing

functions or overlaps (Giiclii, 2020) found in previous models.

Moreover, Adel (2006) provided a novel taxonomy of metadiscourse based on the
conceptualization of reflexivity. In this view, instead of Halliday’s (1994) distinction
of linguistic metafunctions, Jakobson’s (1998) functional model of language is
adopted and three of the functions he offered, namely the metalinguistic, the expressive
and the directive, are utilized and addressed as functions concerning the “text/code”,
the “writer” and the “reader”, which Adel (2006) refers to as ‘the reflexive triangle’
(p. 182). In this reflexive model, metadiscourse is considered “metatext” and “writer-
reader interaction”. The former is concerned with the writer’s explication of the speech
act and commenting on the discourse actions they themselves do, such as introducing
a topic or announcing an aim. In addition, it accommodates the textual features such
as organization or wording of it. As for “writer-reader interaction”, it is related to the
resources that the writer uses in order to involve the reader in the text and they indicate
to what extent the writer is conscious of the presence of the reader and how they
interact with this reader (Adel, 2006, pp. 36-37). Later, she provided a revised version
of this taxonomy which was based on only written discourse by adding the
metadiscourse functions in spoken language (Adel, 2010, p. 82). This revised version
consists of 23 discourse functions categorized into four main groups, three under

Metatext and one under Audience interaction. As such, Metalinguistic comments,
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Discourse organization, and Speech act labels are regarded as Metatext and
References to the audience as Audience interaction (Adel, 2010).

As is apparent from the diverse conceptualizations and classifications of
metadiscourse, metadiscursive markers are found in fluid forms and functions and the
same form of markers is very likely to be employed in different ways (Hyland, 2017).
As a consequence, metadiscourse turns out to be a highly complex and elusive

phenomenon to be categorized and conceptualized.

2.2. Metadiscourse in Written Language

Metadiscourse in written language allows the writers to present the content in a way
that they want their readers to interpret what is written. It is considered that “both
professional and nonprofessional writers project themselves into texts, guiding and
directing readers so that readers can better understand the content and the writer’s
attitudes toward the content and the readers” (Crismore, Markkanen & Steffensen
(1993, p.40). Thus, how writers created this personal projection and guidance for
readers has become an important focus of interest in the metadiscursive accounts of
writing. According to Hyland (2017), writing is one of the keywords which are most
frequently used with metadiscourse, which he found in his analysis of the titles of the
studies concerned with the term metadiscourse (p.23). As has been observed by many
scholars previously, the literature on metadiscourse is dominated by the studies of
written academic language. In the cluster analysis Hyland (2017) conducted it was
revealed that, “Research article”, “Academic writing”, and/or “Academic discourse”,
were the most frequently co-occurring keywords in studies of metadiscourse (Hyland,
2017, p. 24). In line with this finding of Hyland’s, as mentioned earlier, the majority
of the work on metadiscourse was concerned with research articles. This genre is likely
to have seemed appealing and relevant in that it is a highly prestigious and high-stakes
undertaking in academia, which novice academics need to get proficient at in order to
have a voice in their disciplinary community. As suggested by Hyland (2004),
metadiscourse serves as “a way of understanding how academic writers express their
interpersonal understandings, how they shape their propositions to create convincing,

coherent discourse in particular social and institutional contexts” (p.138). In addition,
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metadiscourse indicates in what ways the propositional content is displayed and
negotiated by the writers to make a certain disciplinary community to perceive it as
relevant and fitting (Hyland, 2004, p.136). In this regard, metadiscourse seems to have
a role in the acculturation of novices into their disciplines in that its analysis can
overtly inform the novices about how expert writers create their written product for

their specific audience.

The research into written metadiscourse substantially involves studies of genre-
specific characteristics and comparisons of uses of metadiscourse in different genres
and disciplines. For example, Hyland (2005) compared “hard sciences” and “soft
sciences” in terms of the way metadiscourse is used in each of them and found that in
the former group, authors tended to avoid personal voice and have less attitudinal
metadiscourse whereas in the latter authors utilized interactional metadiscourse to
create an interpersonal bond with readers. Khedri, Ebrahimi and Heng (2013) analysed
interactional metadiscourse markers used in the result and discussion sections of 16
academic research articles written in four disciplines: ELT, Civil Engineering, Biology
and Economics. They did not find statistically significant differences in the
employment of interactional metadiscourse markers across four disciplines, except for
boosters. However, they explain the similarities and differences among these
disciplines with regard to genre-specific features. Kawase (2015) studied how
metadiscourse differed in the introductions of PhD theses and in the publications of

these theses.

Another variable analysed in the studies of written metadiscourse was cross-cultural
and cross-linguistic differences in specific genres. For example, Mur-Dueiias (2011)
analysed 24 research articles in the field of Business Management in order to compare
the differences in the use of interpersonal features by North American scholars and
Spanish scholars. Bal-Gezegin (2016) and Bal-Gezegin & Isik-Giiler (2017)
investigated how interpersonal metadiscourse was used in book reviews written in
English and Turkish. Akbas and Hardman (2018) studied the use of hedges and
boosters in the Discussion sections of dissertations written by Turkish and British post-
graduate students. The majority of intercultural comparisons of metadiscourse seem to

be on research articles and graduate theses written in L1 and L2.
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Metadiscourse has also been studied considerably in L2 student writing. In a recent
study, El-Dakhs (2020) investigated how metadiscourse varied in L2 writing with a
concentration on the influence of language proficiency and learning context. Using
Hyland’s (2005) taxonomy of metadiscourse, she analysed the frequency of
metadiscourse markers in argumentative essays written by native speakers of English,
EFL learners (Japanese learners of English) and ESL learners (Hong Kong learners of
English as a second language), which she obtained from International Corpus Network
of Asian Learners of English (ICNALE). Her findings indicate significant differences
across the three groups in their use of interactive and interactional metadiscourse

markers.

Metadiscourse has also been studied in non-academic written registers. Metadiscourse
is widely researched in news media and business-related communication (Hyland,
2017). “Online Consumer Reviews” (Vasquez, 2015), “websites” (Perez, 2014), and
“For-Your-Information™ letters (Vergaro, 2005) can be named as a few examples of
the studies of metadiscourse in non-academic registers (cited in Hyland, 2017, p. 25).
The investigation of metadiscourse in written language has turned out to be highly

prolific and seems likely to continue in the near future.

2.3. Metadiscourse in Spoken Language

Although there are now more examples of studies of metadiscourse focusing on
various spoken registers such as public speeches, advertisements, student
presentations and classroom discourse, the research into spoken metadiscourse has
concentrated on the analysis of academic lectures by far (Adel, 2010; Adel, 2012;
Aguilar, 2008; Chaudron & Richards, 1986; Crawford Camiciottoli, 2008; Deroey &
Johnson, 2021; Zare & Tavakoli, 2017).

One of the earliest studies on academic lectures is by Chaudron & Richards (1986). In
their study, they sought answers to the question What kind of effect “macro markers”
and “micro markers” have on L2 learners' understanding of lectures? (Chaudron &
Richards, 1986, p. 69-70). By macro markers, they refer to the signals that indicate the

major organization of the lecture, while micro markers refer to the features that
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connect sentences or function as fillers within a lecture. They prepared four versions
of a lecture on American history, each of which included different combinations of
micro and macro markers, for two groups of ESL students, namely a pre-university
group (N=71) and a university group (N=81), which had different levels proficiency
(Chaudron & Richards, 1986, p. 73). The researchers found that an academic lecture
that contains a higher number of macro markers is likely to be followed with more

€ase.

Chaudron & Richards’ (1986) study highlights the importance of metadiscourse for
L2 listeners in that it assists them with the top-down processing of the content provided
by the lecturers. If the listener is informed about the macro-structure and discursive
organization of lectures, they are likely to confirm this knowledge with the speaker’s
use of discourse signals pointing to the connection between the moves and sections of
the lecture, and thus to understand the lecture better. The study seems to have revealed
important implications for the teaching of academic listening skills to L2 learners and

the teaching of departmental/disciplinary subjects to non-native learners.

Adel (2012) studied metadiscourse in academic lectures by comparing it with that of
advanced student writing and published academic texts. She analysed the second
person ‘you’ across these three genres, with a focus on the discourse functions
including this word. She created a corpus of randomly chosen 150 examples for each
genre and coded the metadiscourse functions using Adel’s (2010) taxonomy. In this
study, it was shown that the discourse functions had a similar distribution in all genres

analysed, though the spoken lectures contained metadiscourse with a higher frequency.

Kashiha (2021) studied monologic seminars and dialogic discussions in terms of how
stance-taking varies between these two spoken academic genres, using Hyland’s
(2005) taxonomy of stance markers. It was found that speakers in dialogic discussions
used stance markers more frequently since they were concerned with reinforcing their
discoursal identity and articulating their voice. The findings also indicated that hedges
were employed more frequently in seminars compared to the discussions, while it was
the opposite for self-mentions. Another notable point uncovered by this study was that

some linguistic features had functions specific to only these two spoken academic
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genres (e.g., The verb “agree” was typical of discussions). The results seem to be of
importance for raising the awareness of novice or non-native speakers of English about

how stance is taken by the presenters and how one’s voice is expressed in arguments.

Ryoo (2005) studied metadiscourse in computer-mediated communication (CMC),
which can be regarded as one of the pioneers in the research into the concept in digital
environments. The researcher looked into how metadiscourse is constructed in CMC
and which roles it has in this mode of communication and whether it is formed variably
by people having ethnically and linguistically different backgrounds. In this study, a
dataset from an online discussion group (Usenet) was used in order to compare the
formulations of texts in CMC by people from different ethnic backgrounds based on
Halliday’s (1994) metafunctional framework of metadiscourse. The study revealed
that the data from native speakers included more frequent use of function words and
more frequent and diverse use of modals than the data from non-native speakers.
Besides, native speakers’ discourse had features similar to spoken discourse and
seemed more reader-friendly, whereas non-native speakers’ discourse bore the

characteristics of written discourse.

Cucui (2019) analysed the lecturers’ use of metadiscourse in MOOC Video Lectures
by using Hyland’s (2005) and Adel’s (2010) metadiscourse frameworks. The
researcher created a self-compiled corpus and annotated each metadiscourse
marker/strategy by utilizing UAM CorpusTool. According to the qualitative and
quantitative analyses conducted, it was revealed that the lecturers employed interactive
metadiscourse so as to structure the lecture and ease its comprehension by the students
and interactional metadiscourse in order to form a sense of community and involve the

audience in the lecture.

Similarly, in a recent investigation of MOOC:s in terms of the use of metadiscourse,
Zhang and Sheng (2021) analysed the EFL lecturer’s use of metadiscourse in their
MOOC lessons during COVID-19. By recognizing a gap in the study of MOOCs in
terms of lecturer discourse, the researchers conducted a comparative analysis in the
use of metadiscourse by lecturers teaching courses with different types of content.

Their main findings were that the frequency of metadiscourse was low and the use of
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metadiscourse markers was primarily aimed at making the content more intelligible,
reliable and interactive. More specifically, they found that the discourse of the
lecturers in courses requiring the transmission of procedural knowledge contained
metadiscourse targeting to leverage the intelligibility and interactivity of the content.
On the other hand, in courses that entailed the lecturer dealing with declarative

knowledge, metadiscourse was used to support the reliability of the content delivered.

Giordano and Marongiu (2019) is another study which focused on how metadiscourse
was used in online teaching. In their study, they investigated the commentaries made
by the lecturers’ of online teaching methodology courses. They analysed whether and
to what extent the lecturers’ commentaries could be interpreted as tools that convey
the attitudes of speakers towards what they were talking about (content) and the people
they were talking to (audience). Giordano and Marongiu (2019) state that they
followed Hyland’s (2005) taxonomy to categorize the commentaries they examined
and they adopted a rhetorical perspective in the analysis of metadiscourse following
Conley (1983, as cited in Crismore, 1989). The speakers’ commentaries that were used
to express intentions and to show their degree of confidence in what they were saying
were examined with some rhetorical aspects in mind, such as figures of presence, focus

and communion (Giordano & Marongiu, 2019).

Correia, Mamede, Baptista and Eskenazi (2016) studied metadiscourse in 180 TED
Talks, which were randomly selected. They used Adel’s (2010) taxonomy with some
adaptations so as to annotate metadiscourse. They used 16 categories from the 23-item
taxonomy for the annotation of the data with the crowdsourcing method. Correia et al.
(2016) report on the execution of this method and the applicability of Adel’s taxonomy
of metadiscourse on metaTED, the corpus they created.

Aguilar (2008) studied academic lectures and peer seminars (academics speaking to
academics) in order to analyse metadiscourse from the perspective of Relevance
Theory. She compared how speakers used metadiscourse in 4 academic lectures and 4
peer seminars by developing a taxonomy of metadiscourse with a consideration of
Relevance in the Context and Relevance to the Individual, which she referred to as
Type I and Type II Metadiscourse respectively. She found that although the use of

Type I metadiscourse, that is, the metadiscursive features employed to create relevance
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in the context (Sequencers, Topicalizers, and Labelling markers), was similar in both
genres, it was more intensive in lectures than in seminars (p. 249). Aguilar (2008)
asserts that this is likely to stem from the fact that in lectures, lecturers, who are
experts, are concerned with helping their students, novices in the field, understand the
content and therefore, use metadiscourse that structures and clarifies this content
(p.249). On the other hand, the results indicated that the frequency of Type II
metadiscourse (which included hedges and attitude markers) was lower in lectures in
comparison with the seminars and this could be attributed to the fact that lecturers
speak with more certainty and the academics delivering an oral report of their studies

with a cautious commitment.

Lee and Subtirelu (2015) studied the use of metadiscourse in EAP lessons and
academic lectures. They analysed in what ways the EAP teachers and university
lecturers used metadiscourse in their classes. They suggest that the use of
metadiscourse by teachers in the classroom is closely connected to the teaching aims
and content of the lesson. While the university lecturers were mainly concerned about
the intelligibility of the logical relationship of arguments they were talking about and
providing disciplinary knowledge for their students, the EAP teachers primarily
focused on facilitating the negotiation with non-native students. As a result of these
priorities, the university lecturers employed more transition markers, and the EAP
teachers used more metadiscursive resources, the majority of which were frame

markers and engagement markers (Lee & Subtirelu, 2015).

Tang’s (2017) study can be considered one of the most rigorous in the literature of
spoken academic metadiscourse. He investigated the use of metadiscourse in the
teaching of science. He sought answers to the questions: (1) “What kinds of
metadiscourse were used by the teachers in their classroom talk with the students in
the classrooms?” and (2) “How did the teachers use metadiscourse to construct
scientific knowledge through classroom discourse?” (p.2). The participants of his
study were 6 teachers and 173 students from primary and secondary public schools
that followed a standardized curriculum developed by the Ministry of Education. His
primary source of data was 125 lessons he observed and videotaped. Tang (2017)

demonstrated the ways teachers employed metadiscourse in relation to teacher-learner
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interaction and the development of content by analysing his data at three levels:
interaction-discursive analysis, content-semantic analysis, and metadiscourse analysis.
By drawing on Vande Kopple’s (2012, cited in Tang, 2017, p. 6) model of
metadiscourse (which had 6 major categories of metadiscourse: text connectives, code
glosses, illocution markers, epistemology markers, attitude markers, and
commentaries), he looked into organizational metadiscourse and evaluative
metadiscourse of science teachers and he found that metadiscourse was intensely used
at the opening and reviewing stages whereas at the developing stage, interactions and

content development occurred.

The current research into spoken metadiscourse shows that the spoken language has
started to receive the attention that it deserves. It is seen that more and more genres are
added to analyses and studied from various angles with the consideration of factors
such as genre-specific features, cross-cultural and cross-disciplinary differences,
multimodality, different content, and classroom discourse. The present study attempts
to fill one of the research niches in the study of spoken metadiscourse, that is, its use
by EAP teachers in their (online and face to face modes of) instruction. The next

section outlines the methodological considerations for the study.
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CHAPTER 3

METHODS

In this chapter, the methodology adopted for collecting and analysing data regarding
metadiscourse functions in EAP teachers’ classroom discourse will be presented.
Firstly, a description of the overall research design will be provided. Then, information
regarding the context, data collection and transcription processes will be given. Next,
the details on how the corpora for online and face-to-face teacher classroom discourse
were created will be elaborated on. Finally, the ways in which the annotation process

was carried out will be explained from both a theoretical and practical perspective.

3.1. Research Design

In order to investigate how metadiscourse is used by EAP teachers in online and face-
to-face lessons and explore the similarities and differences among them, this study
combines corpus-linguistic methods with discourse analysis. A small-scale spoken
corpus, consisting of the transcriptions of 28 lessons (14 online lessons and 14 face-
to-face lessons) was created. Both online and face-to-face lessons are part of
compulsory courses offered to the freshman, sophomore and junior year students of

English-medium departments in the focal foundation university.

For the purposes of the study, both statistical (quantitative) and descriptive
(qualitative) analyses were conducted in order to identify and examine the patterns in
which metadiscourse functions have been used. An adapted version of Adel’s (2023)
taxonomy of metadiscourse was used in order to identify the metadiscourse functions
and UAM CorpusTool (O’Donnell, 2008) version 6.2 was used to annotate these

functions.
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3.2. The Context

The focal university context from which the data was sourced is a private foundation

university in Tiirkiye, providing English Medium Instruction (EMI). More

specifically, the lessons being investigated in terms of metadiscourse are delivered by

the EAP teachers working as instructors at the Department of Modern Languages

(DML), which aims to support the students studying in their departments, fulfilling the

requirements of their course work, that is, help them follow their courses and do the

required tasks effectively. The students studying in English-medium departments are

required to take 6 compulsory English courses offered by DML. The objectives and

content of these courses can be seen in Table 2:

Table 2. The Objectives and Content of the DML Courses

Year  Course Objectives Content
-To help the freshman students reading comprehension,
ENG101 - English acquire and practise basic analysis of academic texts,
for Academic academic English skills and reading strategies,
1st Purposes | improve their overall proficiency vocabulary building,
in English (B1) classroom discussions,
presentations,
ENG102 - English writing practice (graph description and
for Academic response writing)
Purposes II
-To help the students further critical reading skills
ENG201 - English improve their academic reading analysis of academic texts and their
for Academic and writing skills. organization,
Purposes 11 -To further develop the students’ reading strategies,
lexical competence in English to vocabulary building,
raise them to a degree of classroom discussions,
spontaneity and fluency. argumentative essay writing.
2nd -To enable the students to library and electronic research,
ENG202 - English recognize and apply basic steps in  extensive academic reading
for Academic academic research, paraphrasing,
Purposes IV -To help the students write a summarizing,
research report abiding by the note-taking and citation skills,
academic conventions, group work,
-To enable the students to practice  drafting a research paper,
presentation skills. revising a research paper,
presenting a research paper.
developing a project to save/improve a
ENG301 - English -To enhance students’ language business in pairs or groups,
for Occupational skills and competencies in preparing the written parts of the project/
Purposes | English, which they can apply in producing business-related documents such
3rd professional life, as meeting minutes and memorandum,
developing a website for a business,
-To help the students interact present the project,
ENG302 - English appropriately using proper class discussions on topics such as
for Occupational register, formal vocabulary and communication in business life, risk-taking,
Purposes 11 expressions in business-related crisis management, management styles,
environments, marketing strategies, etc.,
-To familiarize the students with the process of applying for a job position
the issues that are common in (including the steps of finding a job advert,
business life. writing a CV and writing a cover letter),
writing a suggestion letter.
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As seen in Table 2, the students studying in their departments are given opportunities
to improve their written and spoken academic skills, starting from the most basic ones
to the more advanced ones. In the 1% year, they focus on basic academic reading and
writing skills, whereas in the 2" year, they are able to approach academic texts from
a critical perspective and experiment with developing arguments and generate a
coherent written report based on their research, applying the basic citation
conventions. In the 3™ year, the students are provided with linguistic resources and
conceptual insights that can help them communicate effectively in business life and
with opportunities to be involved in certain business-related procedures like writing a
cover letter or writing a business-related document (e.g., meeting minutes or
memorandum). As of March 2020, all these courses started to be offered online due to
the COVID-19 pandemic. Part of the data used in this study was collected from some
of these online courses. The teachers who shared the recordings of their lessons taught
ENG102, ENG202 and ENG302, which were offered in the Spring semester of the
2019-2020 Academic Year. On the other hand, the recordings of face-to-face lessons
and some online lessons were collected during the Academic Year 2021-2022 and the
Fall Term of the Academic Year 2022-2023. The instructors recorded one or more of

their face-to-face lessons by informing their classes and only filming themselves.

3.3. Data Collection and Transcription of Video Recordings

The research study was granted ethical permission with the protocol number “281-
ODTU-2021" on June 23, 2021, by the METU Human Subject Ethics Committee (See
Appendix A for a copy of the Committee’s permission letter). Next, the administration
of the School of Foreign Languages and the relevant department were contacted, and
permission was obtained from them to conduct the research in the institution. After
being granted permission, individual teachers were contacted and invited to participate
in the study. When a teacher agreed, they were asked to share one or more recordings
(if they already had any recent classroom recordings) or to record one or more of their
lessons. Although most teachers agreed to share video recordings of their lessons,
some agreed only to share audio lessons. However, these audio recordings were not
included in the analysis as they would have created validity issues since a substantial

amount of nonverbal contextual information could not be observed in audio
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recordings. The recordings of the lessons were obtained from the teachers with their

written consent (see Appendix B for a sample consent form).

As can be seen in Table 3, the total duration of 14 online lessons was 646 minutes,
while the total duration of 14 face-to-face lessons was 599 minutes. The online corpus
consisted of 3 freshmen, 10 sophomore, and 1 junior level lesson; on the other hand,

the face-to-face corpus was composed of 5 freshmen, 8 sophomore and 1 junior level

lesson.
Table 3. Duration of the Online and Face-to-Face Lessons
ONLINE LESSONS FACE-TO-FACE LESSONS
Number Duration Number Duration
FRESHMAN 3 159' 5 197
SOPHOMORE 10 455 8 350'
JUNIOR 1 33 1 52'
TOTAL 14 lessons 646’ 14 lessons 599’

The recordings obtained from teachers were transcribed with the use of a standardized
transcription convention, which is provided in Appendix C. Although this study
explores teachers’ use of metadiscourse, all teacher and student speech were included
in the transcriptions since having access to as much linguistic and non-linguistic
context as possible would help interpret the background of teachers’ choice of
metadiscourse functions. In addition, during the transcription process, all the captured
non-linguistic data were added as explanations in the files (See Appendix D for a

sample transcription).

3.4. Formation of F2FEAP-TC and OnEAP-TC

The transcribed lessons were processed through a screening stage in which the
commentary notes were taken out of the files, and the total number of words in both
student and teacher speech (T+Student) was calculated, which equals 100,606 words.
Then, in the next step, the student speech was also cleaned out of the files, and finally,
the total number of words in the teacher's speech was identified, and these files were

named with the label T-only (Teacher-only), indicating that they contained only
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teacher speech. The total number of words with and without student speech can be

seen in Table 4 below:

Table 4. Total Number of Words in the Online and Face-to-Face Lessons

ONLINE LESSONS FACE-TO-FACE LESSONS
Lesson  T+Student T-only Lesson T+Student T-only
Number Number
1 5665 5378 1 1941 1736
2 3649 2794 2 5005 3536
3 4335 3519 3 3788 3231
4 2918 2482 4 2635 2082
5 3341 2976 5 3305 3095
6 5514 4717 6 2813 2432
7 2321 1938 7 3587 3257
8 3042 2584 8 3118 2256
9 4199 3710 9 1868 1613
10 3172 2436 10 1418 1369
11 4018 3769 11 3651 3390
12 5207 4732 12 2657 2346
13 3936 3281 13 4834 2929
14 5429 4090 14 3068 2448
TOTAL 56,746 48,406 TOTAL 43,860 35,720

Based on the T-only text files, two sub-corpora titled “Online EAP Teacher Corpus”
(OnEAP-TC) and “Face to Face EAP Teacher Corpus” (F2FEAP-TC) were created in
UAM CorpusTool 6.2. (O’Donnell, 2008). OnEAP-TC consisted of 14 files/lessons
with 48,406 words and F2FEAP-TC consisted of 14 files/lessons containing 35,720
words, with a grand total of 84,126 words. T-only files were annotated with the help
of UAM CorpusTool 6.2, which is considered to be robust in carrying out both
qualitative and quantitative analyses of discourse by means of important functions

such as layers, annotation, search, statistics, and lexis.

Table 5 below illustrates the information about the professional and educational
background of the 17 teachers who participated in this study and information regarding

the course and lesson content from which the data were collected.
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3.5. Adel’s (2023) Taxonomy for the Annotation of Metadiscourse

In the annotation of the metadiscourse functions in the online and face-to-face lessons
of EAP teachers, the taxonomy suggested by Adel (2023) was adopted. This taxonomy
is a modified version of an earlier proposal (Adel, 2010), which consisted of 23
functions and was designed based on academic lectures and graduate student essays.
As discussed above, in the earlier version, which can be seen in Figure 1 below, the

functions were mainly differentiated as metatext and audience interaction.

Metalinguistic comments

Repairing

Reformulating

Commenting on linguistic form/meaning
Clarifying

Managing terminology

Discourse organisation
Introducing topic
Delimiting topic
Adding to topic
Concluding topic
Marking asides
Enumerating
Endophoric marking
Previewing
Reviewing
Contextualising

Metatext
Manage
topic

Manage
phorics

Speech act labels
Arguing

Exemplifying

Other speech act labelling

References to the audience
Managing comprehension/channel
Managing audience discipline
Anticipating the audience’s response
Managing the message

Imagining scenarios

Figure 1. Adel’s (2010) Taxonomy of Metadiscourse

While metatext was further arranged into three categories as metalinguistic comments,
discourse organization and speech act labels, audience interaction was considered

references to the audience.

Based on a later study which concentrated on student presentations, Adel (2023)
proposed a modified taxonomy that consisted of 4 sections containing 21 major
metadiscourse functions and 6 sub-functions. The titles of the sections in her latest

taxonomy are as follows: words and their meaning, topics and information flow,
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comments on discourse and audience orientation. Noticeably, Adel (2023) preferred
to use different names for the main categories of metadiscourse functions in the new
version. In addition, she took out some functions and added some others, as can be

seen in Table 6.

Adel’s conceptualization of metadiscourse follows a move approach, as she names it
in her later study (2023) and compares it to the marker approach. She states that the
move approach “operates at the level of discourse or rhetoric, while a marker approach

operates at the level of lexis or vocabulary” (p. 5).

Table 6. Taxonomy of Metadiscourse Functions (Adel, 2023)

MAIN CATEGORIES FUNCTIONS

Words and their meaning 1. REPAIRING

2. REFORMULATING

3. COMMENTING ON LINGUISTIC FORM/MEANING
4,

5.

1.

CLARIFYING

MANAGING TERMINOLOGY

MANAGING TOPIC

- ANNOUNCING TOPIC

- CONCLUDING TOPIC
2. MANAGING PHORICS
- ENUMERATING
- ENDOPHORIC MARKING
- PREVIEWING
- REVIEWING
. MARKING ASIDES
MARKING INTERRUPTION IN FLOW
LABELLING SPEECH ACT
EXEMPLIFYING
CONTEXTUALISING
COMMENTING ON GENRE
REFERRING TO LINKED GENRE
ACKNOWLEDGING THE AUDIENCE
MANAGING COMPREHENSION/CHANNEL
MANAGING AUDIENCE BEHAVIOUR
ANTICIPATING THE AUDIENCE’S RESPONSE
MANAGING THE MESSAGE
IMAGINING SCENARIOS
LABELLING AUTHOR PERSONA

Topics and information flow

Comments on discourse

Audience orientation

NNk L=k =W

It is contended that the move approach has a considerable potential in understanding
the nature and purpose of metadiscourse in a broader sense, and therefore, it would aid

research into this linguistic phenomenon substantially (Adel, 2023). Unlike the marker
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approach, the move approach takes an account of the phraseological patterns and the
immediate context in which the pre-defined lexis exist, and thus, it makes it possible

to investigate metadiscourse at a rhetorical level (Adel, 2023, p. 7).

The move approach can be considered similar to the thick approach, which was
mentioned in one of her previous co-authored studies (Adel & Mauranen, 2010). It
was claimed that this approach could allow for more opportunities for qualitative
analyses. The thick approach, as opposed to the thin approach, which is quantitatively-
oriented and usually deals with a large dataset and based on a predefined list of
metadiscursive elements (e.g., Hyland, 2010), initially entails the retrieval of likely
candidates for metadiscursive elements, then, the irrelevant items are sorted out, and
finally, extended units are analysed. In the final step of the analysis, the patterns of
lexico-grammatical co-occurrences are scrutinized, or the discourse functions fulfilled
by a larger unit are identified (Adel & Mauranen, 2010, p.3). This approach, focusing
on smaller units of language, is considered useful in that it facilitates the comparison
of frequency and distribution patterns within large datasets in an automatized manner,

and thus, it becomes easier to compare genres, registers, etc.

However, if the examples of metadiscourse are not examined closely, the findings are
seen as superficial and the conceptualization of metadiscourse is likely to be static
(Adel & Mauranen, 2010, pp. 2-3). Move approach, on the other hand, focuses on
larger units of analysis and deals with what purpose is achieved and how it is achieved.
For example, in Example (1) below, while the word but is a target for analysis in the
marker approach and accepted as a metadiscourse element, the whole utterance is the
focus of the move approach and this utterance, as a whole, is considered a

metadiscoursal feature (Adel, 2023, p. 5).

(1) but there’s a big technical word for it

Also, the personal pronouns which have been examined in many studies as instances
of interactional metadiscourse can be attributed to various metadiscoursal functions,
together with the lexico-grammatical patterns in which they appear. Adel illustrates

this situation in Figure 2 below:
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A marker A move
approach approach

as | discuss below
Previewing

I . sorry | meant to say that...
Self-mention Repairing

that brings me to conclude my
presentation
Concluding topic

thank you very much for listening
Acknowleding the audience

you Can you all see the presentation
Engagement marker Managing comprehesion/channel

don’t know if you understand that
Anticipating audience response

Figure 2. Examples of Units of Meaning Involving I and You in a ‘Marker’
Compared to a ‘Move’ Approach. (Adel, 2023, p. 5)

Thus, in comparison to all other available frameworks, Adel’s dialogic approach to
spoken academic metadiscourse can provide a more fruitful means to understand the

functions of metadiscourse in EAP lessons as they are used by teachers.

Bernad-Meché (2017), who used Adel’s (2010) taxonomy in his study of lectures with
a multimodal perspective, claims that “the study of organizational metadiscourse as it
is being used in an academic lecture will shed light on the process of organizing and
structuring lectures and could further be applied to the training of new lecturers”
(p-42). This view can be applied to the context of the current study as well, i.e. the
examination of how EAP teachers use metadiscourse for structuring their lessons,
especially for managing the topic (e.g., introducing the topic, delimiting the topic, etc.)
and managing the phorics (e.g., endophoric marking, previewing, reviewing, etc.) has

a potential to benefit the training of EAP teachers new to the field.

3.6. The Rationale for the Analytical Framework

Since the focus of this study is dialogic spoken language, Adel’s (2023) taxonomy of
metadiscourse was selected as the analytical framework because spoken language

forms its basis and it contains consideration of the interactional aspect of spoken
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language as well. Adel originally included academic lectures in the 2010 version of
her metadiscourse model and updated it with a reference to the metadiscourse

functions in student presentations in the 2023 version.

This is a critical point in that the characteristics of spoken language are different from
written language. Spoken language “is produced and processed differently from
written texts (Rehbein et al., 2016), and often lacks explicit discourse connectives that
are more frequent in written language” (Wang et al. 2017, p.264). Dialogic spoken
language, such as in EAP lessons or most language lessons, is usually spontaneous and
unstructured and there is not much time to refine utterances. Besides, spoken language
is accompanied by non-linguistic elements (e.g., tone of voice, mimics, gestures, etc.)
to support and expand the meaning in linguistic communication (Biber, 1988). Also,
it encompasses discourse functions at the lexico-grammatical level as well as at the
rhetorical level. Focusing on both micro and macro aspects of metadiscourse in
teachers’ classroom language can help us better understand the bigger picture and to

more fully benefit from the findings in pre- and in-service teacher education.

3.7. The Annotation Process

During the annotation process, several considerations were taken into account to
ensure the reliability and consistency of the annotated data to be analysed. First of all,
based on the taxonomy of metadiscourse functions by Adel (2023), a coding scheme
was created for annotation, as in the one in Figure 3, which was modified as the
annotation process continued and new sub-functions and their subtypes were also
added to the scheme (See Appendix F for the new functions added to Adel’s taxonomy
and Appendix G for the revised coding scheme). An additional category entitled Other

was added to the scheme in order to make a list of any emerging functions.

This was important in that since the taxonomy was shaped according to student
presentations, which are monologic in nature, and the EAP lesson can be considered a
dialogic or interactive genre, there were differing, additional functions or sub-

functions in the study data. According to Adel (2023):
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Even if there are certain core metadiscursive discourse functions that occur in
a range of different genres, there may also be subtypes that tend to occur in
some genres but not others. A “unified” taxonomy may help us find patterned
usage not only across genres but also across different populations. There may
be preferences for using both (i) specific types of and (ii) more or less of
metadiscourse linked to different discourse types or populations. The
taxonomy may be used to investigate preferences among different groups of
speakers based on culture, whether ‘small’ or ‘big’. (p. 17)

repairing

reformulating
commenting-on-form-er-meaning
clarifiying

managing-terminology

managing-tonic MANAGING- rannouncing-topic
ging-top TOPIC-TYPE[concIuding-topiC

enumerating
: : : TOPICS-AND- ] - _MANAGING- endophoric-marking
1 _and- -flow managing-phorics o
topics-and-information-flow ™= o e M ATION-FLOW-TYRE | o oo P PHORICS-TYPE[prEWE\.‘nng

reviewing

METADISCOURSE- [
rwords-and-their-meaning FUNCTIONS-LTYPE[

marking-asides
marking-interruption-in-flow

metadiscourse-functions —AC ADISCOURSE. rlabelling-speech-act
FUNCTIONS TYPE Lexempiflying
L comments-on-discourse o MENTS-ON: e tualising-the-discourse
- DISCOURSE-TYPE Hising-the-
Fcommenting-on-genre

-referring-to-linked-genre
acknowledging-the-audience
managing-comprenension-or-channel
managing-audience-behaviour
anticipating-the-audiences's-response
managing-the-message
imagining-scenarios
labelling-author-persona

AUDIENCE-

raudience-orientation ORIENTATION-TYPE

~nther

Figure 3. Coding Scheme Used for Annotation

Thus, expectedly, the application of the taxonomy on other genres carries a possibility
of identifying other metadiscourse functions. Therefore, the cases that were worthy of
attention in this respect were annotated as other and re-examined, and later renamed

and reclassified.

Based on the coding scheme created, each file in the OnEAP-TC and F2FEAP-TC was
annotated with reference to Adel’s taxonomy. As can be seen in the screenshot of the
annotation of a file in F2FEAP-TC in Figure 4, segments of a certain number of words
were selected to be labeled as a function in the coding scheme. UAM-CT allows for
the selection of the relevant major category, then a function or a sub-function. For
example, in order to make the annotation announcing topic seen in Figure 4, first

metadiscourse functions is chosen in the area entitled Selected and then, in the box
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entitled Tochoose appearthe main 4 categories, i.e. words and their meaning, topics and

information flow, comments of discourse and audience orientation.

B UAMCT 6.2: METADISCOURSE IN EAP (ADEL) - X

UAM CT @ 'Layers Search' Statistics @. Elp

Annotation ‘ Edit ‘ View ‘ Help |

SISIN FoFEAP-T v [EIEIENTN FOFT1Les.txt * JIEVTEIN METADISCOURSE-FUNCTIONS

We played some videos on YouTube?

So yeah, open page hundred and thirty, | guess
Yeah hundred and thirty.

We do the second reading here.
Announcing-topic |

Endophoric-marking|

Before we engage in the reading, can you please take a look at part one?
[ Managing-eudience-behaviowr |

Uh using your knowledge, you can take a look at those uh activities on your own or (. ) you can discuss them with your- with the person sitting next to you

i b r

Um just take a look at those activities a::nd just decide if you think the- er they can be accepted as art or not
e —T—

Okay?

And if vou sav if's art_vou need to exnlain whv if naf then why not okav?
4

To Choose Comment

metadiscourse-functions
comments-on-discourse
referring-to-linked-genre

Figure 4. A Sample Screenshot Annotations Made on a File in UAM-CT

Next, the selection of topics and information flow among these categories is made, and
in the next step, the two sub-functions of this category, announcing topic and
concluding topic are obtained. Finally, announcing topic is selected. The selection is
observed as a rectangular box below the selected segment in the file. This process was
carried out with utmost care, taking account of all categories and functions/sub-
functions that were likely to describe each annotation. During the annotation process,
the original transcriptions which included the actual classroom interaction segment,
the student speech (which was not in the T-corpus) was also tracked and made use of

so that the determined functions reflected the real interactive purpose of the utterances.
3.8. The Criteria for Annotation

The criteria for metadiscourse that were used in Adel’s 2010 study were also taken
into account at the stage of annotation. According to Adel (2010), for a discourse unit

to be identified as metadiscourse, it has to comply with the following criteria:
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Explicitness: This criterion, which is based on Mauranen (1993), states that for a
phraseology to be counted as metadiscourse, its function should be explicit or it
must be an intended comment on discourse. In the annotation process, this
criterion pertains to whether the function of a discourse unit is clearly seen in the
context. For example, in (2) below, if the teacher had not used ‘for example’, there

would not be an annotation for the function exemplifying.

(2) And you need to start every, each and every section on a new
page — on a separate page. For example, your first section was your
introduction. (On12)

World of discourse: It indicates that the action which the discourse unit refers to
takes place in the world of discourse, not in the ‘real world’. It is possible that
teachers refer to situation or actions in the real world while giving information
about their subject matter. However, such cases are not accepted as metadiscourse
since they do not cover references to the world of discourse. For instance,
Example (3) below shows that the teacher employs the function labelling
discourse and the italicised and bolded ‘a good question’ is annotated as labelling
discourse because it refers to the utterance of a student as the audience. However,
if the teacher were commenting on a question imprinted in the course book, it

would not have been annotated as metadiscourse.

(3) <A STUDENT ASKS A QUESTION> That’s a good question.
(On16)

Current text: It refers to the reference of metadiscourse to the current text or
ongoing discourse, rather than other texts (causing intertextuality) (Mauranen,
1993). Therefore, a distinction needs to be made between the current discourse
and an outside discourse. For example, during a talk about feedback, when the
teacher refers to a student comment mentioning ‘as you said in the first
paragraph’, the part ‘as you said’ is not accepted as labelling speech act because
it does not refer to the current discourse of the student. However, in Example (4),
‘as you said’ is annotated as labelling speech act since it belongs to the current

discourse of the student.
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(4) Labelling speech act

S:...There are covid situations, right, customer is (.) wrong and (.) I think
for the workers, that is a bit, you know, annoying (the student laughs)
because they have this motto. But it’s not always (..) right so, ehm, I
guess, it could be a bit frustrating for them but, (..) ehm, er I mean, when
they work for their company, they have to at least act like this to this
situation, you know, customer is always right. Ehm- (..)

T: Right =
S: <UNCLEAR>

T: let’s say, hm-hm, we are working for a company and there are so
many customers and er we are doing, you know, eh, our job in a very
good way. So we are working very hard, and we are working
everything right. But the customer is always right. The customer is
never wrong. So as you said (.) this can be annoying for the worker or
the employee. And it may also put a pressure or maybe a burden on
them... (Onl1)

On the other hand, Adel (2010) states that the criterion of ‘current text’ needs special
attention in that the boundaries between events in spoken and written genres could be

considered differently. She elaborates on this difference as follows:

In spoken lectures, we often need to consider a class or a lecture series as one
and the same ‘speech event’ or ‘text’, even though it is spread out in time and
space. As well as referring to preceding and following locations within one and
the same lecture unit, lecturers also refer backwards and forwards to previous
and coming sessions, much in the same way as writers refer back and forth to
sections and chapters ... The position adopted here is that, as long as a stretch
of discourse points to a lecture on a similar theme (with the same overarching
purpose) by the same lecturer, addressing the same audience, it does not matter
whether the lecture is not contiguous in time with the stretch of discourse in
which the utterance was made. In other words, it is possible to consider
something the ‘current text’ rather than ‘intertextual’ (which is by definition
not metadiscourse) regardless of whether it takes place today, a week ago, or
in a week’s time. (pp. 75-76)

Therefore, cases where the teachers referred to topics or activities, such as discussions
or explanations that took place at a time prior to the current one or that is to take place
subsequent to the current one, were regarded as metadiscourse and annotated under

the relevant category. Discourse units such as Examples (4) — (6) were accepted as
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managing phorics within the category topics and information flow and coded as the
sub-function reviewing, whereas stretches of discourse like Examples (7) — (9) were

viewed and coded as the sub-function previewing in the same category and function.

(4) In our last class, we talked about art to some extent. (Reviewing,
F2F1)

(5) Last lesson you said that the video was uh useful about supporting
details, remember? (Reviewing, F2F6)

(6) So, if you remember, I told you that this week and next week we will
be dealing mostly with graph writing. (Reviewing, F2F3)

(7) Okay, I will do the er fourth exercise later in the third lesson.
(Previewing, F2F10)

(8) We're going to discuss that next block. (Previewing, F2F12)

(9) In the next hour, let’s do it in the next hour. (Previewing, On13)

4. Speaker-writer qua speaker-writer: This criterion denotes the necessity for
metadiscourse to refer to the current speaker-writer as the discourse participant.
Quoted discourse may contain mentions of the first person singular or first
personal plural, but as this kind of mention does not refer to the speaker as speaker,

they are not annotated as metadiscourse.

(10) So you are not writing for evidence. Evidence is here to support
you. So actually this is the first thing you need to keep in mind while
writing the body part. It is not a collection, patchwork, puzzle of
references, citations. I need to see you, but stronger than an opinion
essay because now you have reliable and solid support. (On6)

In Example (10), the EAP teacher talks about her expectations from her students.
She explains what she must see in the students’ papers in the process of evaluation.

The teacher’s mention of first-person singular does not refer to the speaker as
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speaker, but it refers to her role in the future as the reader of the students’ research

paper.

5. (Imagined or actual) audience qua audience: This indicates the necessity for
metadiscourse to refer to the current audience as the discourse participant. As
shown in Example (11) below, the teacher's use of 'you' in this context does not
address the audience directly, which means it does not fulfil the criteria for
audience orientation in metadiscourse. Also, ‘you’ does not refer to the audience

as audience, but their role in real life.

(11) So, you can do your er online procedures, whether they are
medical or educational - or anything else (F2F14)

Now, let's consider a more explicit case where the teacher directly engages the
students. While giving instructions, for example, what the teacher says is more
concerned with the current situation and they address the audience as a real listener,
so there is an overt audience orientation in such cases and they need to be annotated
as metadiscourse. As can be seen in Example (12), the teacher directly engages the
students, shows a slide on the digital tool Mentimeter and asks students to write some

words that they remember from the video they were assigned.

(12) <T SHOWS A QUESTION ON MENTIMETER> (a) Could you
please open menti.com from your mobiles and you will see the place
where you need to write the code. I will show you from the cam by
using my mobile. (b) Here you will see a page (c) like that. (d) Could
you please enter the code there so that you will see the same screen like
mine? And you can write the words that you remember from video ten.
(On4)

While the EAP teacher is giving instructions in Lesson On4, she first (a) asks the
students to open menti.com (annotated as eliciting digital action under managing
audience behaviour in the category audience orientation). Then she draws students’
attention to (b) a screen (by saying ‘here’, which is annotated as endophoric marking

under managing phorics in the category topics and information flow, and) and
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mentions that it is an example (c) for what students will see (by saying ‘like that’,
which is annotated as exemplifying in the category comments on discourse). Next, she
(d) requests students to enter a code, which is annotated as eliciting digital action under

managing audience behaviour in the category audience orientation.

Based on these criteria, the discourse units which were not explicit and which did not
belong to the world of discourse and the current discourse were not annotated as

metadiscourse.

3.9. Inter-Rater Reliability

To ensure that the annotations of metadiscourse functions are consistent and objective,
an inter-rater reliability test was conducted. This test aimed to validate that the two
raters interpreted Adel’s (2023) taxonomy of metadiscourse functions in a similar
manner. The co-rater, a researcher who was equally well-informed about Adel’s
(2023) taxonomy of metadiscourse functions, identified the metadiscourse functions
in a test consisting of 130+ excerpts randomly taken from F2FEAP-TC and OnEAP-
TC. The number of the excerpts approximately reflected the proportion of the numbers
of functions in each category in Adel’s (2023) metadiscourse taxonomy, and each
excerpt contained a pre-selected phraseology, which was to be assigned a function out
of all the functions in each category (i.e. Words and Their Meaning, Topics and

Information Flow, Comments on Discourse and Audience Orientation).

The agreement between the interpretations of each co-rater was determined using
percent agreement and Cohen’s kappa (k). The percent agreement was calculated as
79,54% initially, which is considered moderate to good. Then, the co-raters discussed
the items on which they disagreed (See Figure 5 for a screenshot of a sample comment
on Google E-Tables), and they overviewed each other’s opinion on the conflicting
items with reference to the broader context of the samples. Upon resolving some more
cases, a second calculation of percent agreement was done, and it generated the result

94%, which can be regarded as excellent agreement.

Although percent agreement is a useful initial measure, it has limitations, particularly

when the number of raters increases. It assumes that a 100% agreement is ideal, and
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smaller disagreements may be harder to interpret (Kanoksilapatham, 2005). Given
these limitations, Cohen’s kappa was used as a more robust measure of inter-rater

reliability, as it accounts for the possibility of chance agreement (Kim et al., 2024).

INTERRATER RELIABILITY TEST - Comments ¥ B & ORE] - 2, Paylas - @
Dosya Diizenle Gériiniim Ekle Bigim Veri Araclar Uzantlar Yardim
QA o ¢ & F 100% -~ | & % O 00 23 Varsa. - E-i-r-A- o B @ YV B~ 2 A
RrR2 - Not sure. Is it ph t of the term € Co its n derstand:
R s T
1 asteady growth or increase, then there is not much movement, okay? 17. Er ergonomics is ci 18. Thank you. Just like 19. _most of the words I 20. . that your report is net a patchwork. Right? How did
2 1 "steady’ in the context of growth or increase, clarifying its meaning to ensure the audi Managing terminology ~ Cemmenting on linguistic form/meaning
B Meltem Turan Ero.. . 3 Agreed
22:27 Din *

s
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5 | thought it could be commenting
9 Y
1 wonder your point of view indeed?
" )
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Figure 5. Screenshot of Exchange of Opinions About Annotations on Google E-
Tables

According to Rau and Shih (2021), “k is a statistical measure of the agreement in
assignment of units to categories in excess of what would be expected by chance, based
on each rater's tendency to assign units to each category” (p. 5). Cohen’s kappa
measures the agreement between raters, adjusted for chance. A value between the
range 0.61-0.80 indicates ‘substantial agreement’, while a value between the range
0.81-1.00 demonstrates ‘almost perfect agreement’ between the two raters (values

closer to 1 indicate stronger agreement) (Landis & Koch, 1977, p. 165).

In order to conduct Cohen’s kappa analysis in the current study, the judgments of the
two raters were assigned specific numbers, which actually denote the number of
metadiscourse functions in each part of Adel’s taxonomy. As such, Part I categories
(Repairing, Reformulating, Commenting on linguistic form/meaning, Clarifying,
Managing terminology and Other) were assigned numbers from 1 to 6, Part II
categories (Announcing topic, Concluding topic, Enumerating, Endophoric marking,
Previewing, Reviewing, Marking asides, Marking interruption in flow, and Other)

were assigned numbers from 7 to 15, Part III categories (Labelling speech act,
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Exemplifying, Contextualizing, Commenting on genre, Referring to linked genre,
Other) were assigned numbers from 16 to 21, and finally, Part IV categories
(Acknowledging the audience, Managing comprehension/ channel, Managing
audience behaviour, Anticipating the audience’s response, Managing the message,
Imagining scenarios, Labelling author persona, and Other) were assigned a number

from 22 to 29.

After Rater 1’s and Rater 2’s judgments for each metadiscourse function were entered
in an SPSS data file in two columns, and CrossTabs in Descriptive Statistics was
selected to run the Kappa analysis. As a result of this analysis Cohen’s Kappa was
determined as k=0.785 before the negotiation between the raters/annotators (p <.001)
and another Kappa analysis was run based on the decisions of the raters after

discussion, which generated the value k=0.944 (p <.001).

These results show that after discussing the conflicting items, the raters reached a high
level of consensus in their interpretations. Both the percent agreement and the Cohen’s
Kappa analysis indicated that Rater 1 and Rater 2’ judgments of the metadiscourse
functions extracted from the data were compliant with each other. In other words, the
way both Raters interpreted Adel’s metadiscourse taxonomy to identify functions in

the data examined in this study exhibited notable parallelism.
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CHAPTER 4

RESULTS AND DISCUSSION

In this chapter, the findings of the data analysis process are provided in two main steps,
quantitative and qualitative results, with reference to both the whole corpus and sub-
corpora separately. This will be followed by an interpretation of the results in relation
to the research questions. The detailed discussion of the results and the conclusion will

be made in the following chapter.

4.1. Frequency and Distribution of the Metadiscourse Functions

In this section, the employment frequency of metadiscourse functions by EAP teachers
in online and face-to-face lessons and the distribution of these frequencies by each

lesson will be explained. A total of 5995 instances of metadiscourse were identified.

4.1.1. Results for the Whole Corpus

According to the statistical analysis of the feature patterns in the corpus, which are
summarized in Table 7, audience orientation (N=3489, 58,2%) and topics and
information flow (N=1981, 33,05%) were identified as the two metadiscursive
categories with the highest frequency by far. They were followed by comments on
discourse (N=384, 6,4%) and words and their meaning (N=141, 2,35%). Apparently,
it is found that EAP teachers’ discourse was dominated with metadiscursive patterns
that were basically used to involve the students in the lesson, manoeuvre them into

carrying out tasks and activities and to navigate between these activities and tasks.

This result seems to reflect the nature of the genre of EAP lesson, which is dialogic

and interactive. The engagement of the learners in the lesson actively is considered
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the essence of language lessons. According to the interactionist theories, “Interaction

provides learners with input containing data they need for acquisition. It also affords

Table 7. Distribution of Metadiscourse Function Categories

Metadiscourse Function N %
Words-and-their-meaning 141 2,35
Topics-and-information-flow 1981 33,05
Comments-on-discourse 384 6,4
Audience-orientation 3489 58,2

TOTAL: 5995 100

opportunities to experiment through production and to receive feedback on these
attempts, thereby making the ‘facts’ of the L2 salient” (Ellis, 2008, p. 205). In addition,
the role of interaction and dialogue are viewed foundational in the learning process in
the Sociocultural Theory. According to Lantolf and Thorne (2007), participation of the
individual in cultural, linguistic and historically composed contexts like family and
peer group activities and in institutional settings facilitate developmental processes
and “most important forms of human cognitive activity develop through interaction
within these social and material environments” (pp.197-198). These
conceptualizations of the role of interaction in learning and, language learning in
particular, are embodied in most language classrooms, with teachers making use of
nearly every opportunity to involve learners in some type of verbal interaction. Thus,
the fact that the use of metadiscursive functions for audience orientation prevails in
EAP classes under scrutiny in the current study seems to reflect teachers’ conscious

attempts to orient and engage the students in both online and F2F lessons.

In line with this finding of the current study, Lee and Subtirelu (2015), who compared
EAP teachers’ classroom discourse to that of the university lecturers’ classroom
discourse, found that the engagement markers and frame markers (as stated in
Hyland’s 2005 interpersonal model of metadiscourse) were more prevalent in EAP
teachers’ discourse than in university lecturers’ discourse. Although the researchers

used a different model of metadiscourse, the role of engagement markers and frame
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markers can be considered corresponding to the functions in the categories Audience
Orientation and Topics and Information Flow in Adel’s (2023) model respectively. At
this point, a parallelism between the current study and that of Lee and Subtirelu (2015)
arises in that the EAP teachers were purposefully and primarily concerned with setting

up activities and engaging their learners in the lessons.

Table 8. Distribution of Sub-Types of Metadiscourse Functions (Whole Corpus)

Words and their Topics and Comments of discourse Audience orientation
meaning information flow
Repairing 10 Managing | 448 Labelling speech | 160 Acknowledging | 266
topic act the audience
7,1% 22,61 41,6 7,63%
% %
Reformulating | 34 Managing | 1494 Exemplifying 185 Managing 549
phorics comprehension
24,11% 75,42 48,2 channel 15,74 %
% %
Commenting 40 Marking 14 Contextualizing 0 Managing 1878
on linguistic asides audience
form/meaning 28,37% 0,7% 0,0% | behaviour 53,83%
Claritying 24 Marking 25 Commenting on 0 Anticipating 49
interruptio genre the audience’s
17,02% | nin flow 1,27% 0,0% | response 1,4%
Managing 33 Referring to 20 Managing the 133
terminology linked genre message
23,4% 5,2% 3.81%
Labelling 6 Imagining 89
discourse scenarios
1,6% 2,56%
Preliminary 13 Labelling 14
announcing author persona
speech act 3,4% 0,4%
Building 8
rapport with
audience 0,22%
Managing 503
situation
1,41%
TOTAL 141 TOTAL 1981 TOTAL 384 TOTAL 3489

As for the analysis of the functions in the four categories of metadiscourse in F2FEAP-
TC and OnEAP-TC (see Table 8), it was found that in the functional category
‘Audience Orientation’, which had the highest overall frequency of use, sub-categories
managing audience behaviour (N=1878), managing comprehension channel (N=549)

and managing situation (N=503) were the functions EAP teachers prevalently resorted
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to. These prevalent functions point to the endeavour of the EAP teachers to ensure that
learners execute their tasks in the way required, that communication is smooth, and
that everyone comprehends speakers and follows what is in focus in real-time. This
finding relates to what Zare and Tavakoli (2017) found in their study on the use of
personal metadiscourse in monologic and dialogic academic speech. Their study
revealed that in dialogic academic speech (i.e., discussions), references to audience
prevailed as compared to monologic academic speech (i.e., lectures). This can be
attributed to the fact that, in dialogues, a direct audience was present, which engenders
opportunities for interaction and discourse functions are directed to the audience
(Adel, 2010). Therefore, whether online or face-to-face, EAP teachers prioritized

interacting with their students for effective engagement in the lesson.

Secondly, in both online and F2F EAP lessons, in the functional category ‘Topics and
Information Flow’, the sub-functions managing phorics (N=1494) and managing topic
(N=448) were utilized more predominantly. The domination of these two functions
suggest that EAP teachers were highly concerned with signposting the ongoing
discourse in order to draw students’ attention to the change of focus, topic or activity
during the lessons. As Lee and Subtirelu (2015) note, they found that EAP teachers
employed frame markers far more frequently than university lecturers, and this may
stem from EAP teachers’ sensitivity to the needs of their students for further assistance
in following the lessons as their language learning process is still in progress and their
comprehension should be facilitated. Furthermore, the current study revealed that EAP
teachers’ discourse contained a high amount of metadiscourse pertinent to phorics
management, which also signifies the importance attached to the orientation of the
EAP students toward the materials and the aspects of lessons content which are under

real-time scrutiny during the lessons.

As shown in Table 7, the functional categories ‘Comments on Discourse’ and ‘Words
and Their Meaning’ constituted the least resorted to, with a frequency taking up only
8,75% of all the metadiscursive functions. In other words, commenting on discourse
and its linguistics aspects did not serve as a primary concern for EAP teachers. As
regards to ‘Comments on Discourse’, exemplifying (N=185) and labelling speech act

(N=160) stand out as the most prevalent sub-functions within this category, as can be
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seen in Table 8, implying that the classroom discourse of EAP teachers involved
metalinguistic comments so as to give examples and refer to speech acts in the flow of
the lesson to some extent. On the other hand, contextualizing and commenting on genre
were totally absent in the corpus. This appears as genre-related since EAP lessons have
a dialogic nature as opposed to monologic presentations or lectures, the speakers of
which may prefer to justify the planning process of their discourse (Adel, 2010, 2023;
Zare & Tavakoli, 2017). Concerning the other infrequent category ‘Words and Their
Meaning’, commenting on linguistic form/meaning (N=40), reformulating (N=34),
and managing terminology (N=33) were the most prevalent functions. Despite
emerging occasionally, there were some attempts by EAP teachers to aid the students

to understand the underlying meaning of specific lexical items or expressions.
4.1.2. Results for the Sub-corpora

When the two sub-corpora, namely OnEAP-TC and F2FEAP-TC, were compared in
terms of the frequency of the metadiscourse functions used by the EAP teachers, as
Figure 6 indicates, all categories of metadiscourse functions tended to be used more
frequently in F2F mode than in online mode, apart from Topics and Information Flow
(See Appendix H for the summary of results for all categories and functions with their

significance and Appendix I for the comparison tables generated by UAM).
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Figure 6. Distribution of MD functions in online and F2F lessons
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In Table 9 below, it is seen that the functions in the category audience orientation were
used significantly more frequently in face-to-face lessons ¥ (1, N=3489) =37,20,
p<.001) than in online lessons. This result exhibits resemblance to the findings yielded
in the studies comparing spoken academic genres of dialogic nature with monologic
ones. Lee and Subtirelu’s (2015) study showed that in EAP lessons, representing a
dialogic genre, teachers’ priority was involving the students and increasing their
participating in the lesson, whereas the university lecturers were more preoccupied
with creating connections between ideas in their lecture discourses. In addition,
Aguilar (2008) found that audience interaction was prioritized in dialogic seminars in
comparison with academic lectures. Also, Kashiha (2022) found a higher use of
interactional metadiscourse in lectures compared to political speeches, which have a
more monologic nature. Consistent with these studies, face-to-face EAP lessons
appear to have more teacher use of metadiscourse functions pertaining to audience

orientation than online EAP lessons.

Table 9. Distribution of Sub-Types of Metadiscourse Functions (Sub-corpora)

Comparison
OnEAP-TC F2FEAP-TC
1 P Effect Size

Words and 57 1,9% 84 2,8% 5,23 0,0222 0,059
their meaning 4HF
Topics and 1120 | 37,4% | 861 28,7% | 51,48 0,0000 0,186
information +++
flow
Comments on | 191 6,4% 193 6,4% 0,01 0,9348 0,002
discourse
Audience 1626 | 54,3% | 1863 62,1% | 37,20 0,0000 0,158
orientation +++
TOTAL 2994 100% | 3001 100%

++ Statistically medium significance +++Statistically high significance

On the other hand, the functions in the category ‘topics and information flow’ were
employed significantly more frequently ¥* (1, N=1981) = 51,48 p<.001) in online
lessons (37,4%) than in face-to-face lessons (28,7%). This finding seems consistent
with the finding in several studies on university lectures and presentations, which are
spoken academic genres of monologic nature. These studies demonstrated that

lecturers were more sensitive to how they organized their discourse than engaging their
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students (Aguilar, 2008; Lee & Subtirelu, 2015; Molino, 2018). Therefore, structuring
of the discourse seems to be more of a concern for EAP teachers in online teaching

than in face-to-face lessons, which may point to a more monologic nature in online

EAP lessons.

The online and F2F EAP lessons did not display a significant difference regarding the
teachers’ use of metadiscourse functions in the category ‘Comments on Discourse’. In
both modes, during their lessons, teachers utilized comments on speech acts and units
of discourse, examples, references to EAP-related genres in the same way and in the
same quantity (6.4%). Thus, it can be assumed that the EAP lesson genre under
investigation in the current study involves teacher use of comments on discourse as a

tertiary resort, following audience orientation and topics and phorics management.

Finally, as can be seen in Table 9, the category ‘Words and Their meaning’, exhibited
a moderately significant difference between online and F2F EAP lessons (%> (1,
N=141) = 5,23 p<.05), which points to a higher degree of usage concerning
metalinguistic comments in F2F EAP lessons. Although this category was the least
resorted category in both modes of teaching, EAP teachers’ in-person classroom
discourse involved more elaboration of lexical aspects of their own and students’

discourse.

The comparison of the two sub-corpora in terms of the functions of the category words
and their meaning generated the results in Table 10. According to these results, there
were no statistically significant differences in the use of functions in this category by
EAP teachers in online and F2F modes of teaching, except for reformulating and
managing terminology. Reformulating was deployed in online mode significantly (y?
(1, N=34) = 6,30 p<.05) more frequently than in face-to-face mode. This implies that
teachers preferred to offer alternative phraseologies for more words or phrases in
online teaching. Despite being infrequent in the whole corpus, in online teaching there
was slightly more effort to ensure students’ understanding of specific lexis. On the
other hand, managing terminology was observed in face-to-face mode significantly (y>
(1, N=33) = 8,85 p<.05) more frequently than in online mode. This result indicates

that the EAP teachers delivering F2F lessons also endeavoured to facilitate their
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learners’ comprehension of certain lexical items by providing definitions or
descriptions. However, it seems that the frequency differences in the functions

repairing, commenting on linguistic form/meaning, and clarifying were not significant.

Table 10. Comparison of the Frequency of the Functions in the Category ‘Words and
Their Meaning’

Comparison
OnEAP-TC F2FEAP-TC
1 P Effect Size

Repairing 5 8,8% |5 0,41 0,41 0,5221 0,108
Reformulating | 20 35,1% | 14 16,7% | 6,30 0,0121 0,427

+++
Commenting on | 14 24,6% | 26 31,0% | 0,68 0,4087 0,143
linguistic
form/meaning
Clarifying 12 21,1% | 12 14,3% | 1,10 0,2941 0,178
Managing 6 10,5% | 27 32,1% | 8,85 0,0029 0,545
terminology A=A
TOTAL 57 100% | 84 100% | 5,23 0,022 0,059

=

+++Statistically high significance

As for the functions in the category topics and information flow, the chi-squared
comparison conducted on UAM-CT 6.2, as Table 11 shows, revealed that the number
of the cases identified as managing topic in F2FEAP-TC (N=263) was significantly
higher (%* (1, N=448) = 57,74 p<.001) than in OnEAP-TC (N=185). However, the
function managing phorics was observed in OnEAP-TC (N=913) statistically
significantly more (> (1, N=1494) = 51,74 p<.001) than it was in F2FEAP-TC
(N=581). At this point, it is seen that, although EAP teachers put in effort to establish
relationships between ideas in their discourse and organize the flow of information in
both instructional modes to a great extent (33,05% as shown in Table 7), how this

establishment and organization is executed displayed significant variation.
Despite the fact that there was considerably greater attempt in F2F lessons to manage

the structuring of the topics, the management of phorics was employed more

significantly in online EAP lessons. The conditions of online teaching, especially the
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lack of a shared physical environment, might have obliged the EAP teachers to make
use of more phraseologies to manage phorics and aid students to direct their attention

to the points in focus in the flow of the lesson.

According to Bamford (2004) and Friginal et al. (2017), spatial deixis is deemed
central in face-to-face teaching, as it helps the teacher draw students’ attention to the
objects or materials in the context of the classroom. However, the lack of a shared
deictic space in online lessons may have impacted how teachers managed to direct
students’ attention to certain points in online lessons and led them to use more verbal

expressions to clarify these points.

Table 11. Comparison of the Frequency of the Functions in the Category ‘Topics
and Information Flow’

Comparison
OnEAP-TC F2FEAP-TC
1> P Effect Size
Managing topic | 185 | 16,5% | 263 30,5% | 54,74 0,0000 0,334
+++
Managing 913 | 81,5% | 581 67,5% | 51,74 0,0000 0,325
phOI‘iCS 4+
Marking asides | 8 0,7% | 6 0,7% 0,00 0,9634 0,002
Marking 14 1,3% | 11 1,3% 0,00 0,9565 0,002
interruption in
flow
TOTAL 1120 | 100% | 861 100% | 51,48 0,000 0,186
A+

+++Statistically high significance

When a closer look is taken at the category comments on discourse, the statistics
indicate that there are no significant differences in the employment of the functions of
this category, as can be seen in Table 12. As shown in Table 12, we see a very similar
distribution of the frequencies in online and F2F EAP lessons. In both modes, labelling
speech act and exemplifying are seen as the most frequently used functions, referring
to linked genre, whereas labelling discourse and pre-liminary announcing speech act
seem to be occasionally deployed. Nevertheless, contextualizing and commenting on

genre are totally absent, which can be attributed to the generic features of EAP lessons.
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Table 12. Comparison of the Frequency of the Functions in the Category ‘Comments

of Discourse’
Comparison
OnEAP-TC F2FEAP-TC
1 P Effect Size

Labelling 80 2,6% | 80 2,6% 0,01 0,9313 0,000
speech act
Exemplifying 88 2,9% | 97 3,2% 0,67 0,4118 0,017
Contextualizing | 0 0,0 |0 0,0% 0,00 1,0000 -
Commenting on | 0 0,0% |0 0,0% 0,00 1,0000 -
genre
Referring to 11 04% |9 0,3% 0,23 0,6289 0,012
linked genre
Labelling 3 0,1% |3 0,1% 0,00 0,9897 0,000
discourse
Pre-liminary 9 0,3% |4 0,1% 2,04 0,1527 0,149
announcing
speech act
TOTAL 111 | 6,4% | 165 6,4% 0,01 0,916 0,002

As Adel (2010, 2023) states, the functions contextualizing and commenting on genre
seem to occur when the speakers talk about their planning for their ongoing discourse
or comment on it, yet these purposes seem irrelevant considering the nature of EAP
lessons and the role of EAP teachers. These lessons are scheduled at the beginning of
the term and are carried out weekly, and the students are already familiar with how the
lessons are conducted. Also, EAP teachers need not normally spell out and justify their
planning for the lesson, unless there is an extraordinary situation. However, as regards
the other functions, teachers might have felt the need to explicate who said what in the
flow of the lesson when they resorted to the function labelling speech act and labelling
discourse since it is important for teachers to make explicit the contribution of
individual students for the others in order to assist learners to understand what is going

on in the lesson.

Finally, the comparative analysis of the category audience orientation, which is the
most frequently used category in both sub-corpora, disclosed that the uses of the
functions acknowledging the audience (2 (1, N=266) = 64,98 p<.001) , managing the
message (x> (1, N=133) = 26,45 p<.001), imagining scenarios (y* (1, N=89) = 9,77
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p<.05), and building rapport with audience (3? (1, N=8)= 9,19 p<.05) were statistically
significantly more frequent in online mode of delivery than those in face-to-face mode
(see Table 13 for details). Greater prevalence of acknowledging the audience and
building rapport with audience in online teaching may suggest that the EAP teachers
made more effort in online lessons in order to make their students feel recognized, and
create more positive environment in the lessons. As noted by several researchers (e.g.
Hodgson, 2005; Mortiboys, 2012), engaging students in online classes is one of the
prominent obstacles in online teaching, but creating emotional connections with
students can help overcome this impediment. In addition, EAP teachers in online
lessoned predominantly attempted to ensure that the students perceived the importance
of some messages as they desired and aid their understanding of certain explanations
through imagining hypothetical examples. It is possible that the teachers’ concern for
future assessment of students might have played a role in their higher preference for
managing the message and imagining scenarios in online lessons. In the context of the
current study, special attention is paid to the application of rubrics in the assessment
of students’ written and spoken work and teachers are expected to display
accountability for their evaluation of these works. Therefore, pertinent to this
expectation, teachers might have felt an urge to make more explicit the points that are
likely to influence future evaluations. On the other hand, there was a significantly
greater use of the function managing audience behaviour in face-to-face teaching (2
(1, N=1878) =79,79 p<.001) than in online teaching. This result suggests that sharing
the same physical environment with the students and having them in front of them
directly might have led EAP teachers to use more interactional metadiscourse in order
to have them participate and engage in the lesson, which is vital for language lessons
to be effective. Although the centrality of interaction and engagement is also valid in
online language lessons, the EAP teachers do not seem to employ metadiscourse to
orient and engage their students as frequently as the teachers in face-to-face lessons.
This can partially be attributable to the invisibility of the students in online lessons,
students’ lower willingness-to-communicate (which was commonly observed in the
context of the present study), and widespread absenteeism (since attendance was not
compulsory during COVID-19) might have affected the virtual classroom interactional
dynamics. In a study investigating how lecturers transformed their teaching from face-

to-face mode to online mode, it was revealed that some lecturers found face-to-face
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teaching more “natural” since discussions were more profound and students did not
have an option of hiding “behind the technology” and they could “feel the pulse of the
class” for comprehension (Terras, 2017, p. 44). Also, in that study, some lecturers
reported that their role minimised to ‘coaching’ in online teaching. Therefore, it is
likely that face-face lessons paved the way for the EAP teachers to feel more power to

manage the students’ behaviours.

Table 13. Comparison of the Frequency of the Functions in the Category ‘Audience

Orientation’
Comparison
OnEAP-TC | F2FEAP-TC
1 P Effect
Size

Acknowledging the 18 | 11,5% | 79 42% | 64,98 | 0,0000 | 0,277
audience 7 +++
Managing 26 | 16,5 281 | 15,1% | 1,28 0,2576 | 0,038
comprehension/channel | 8
Managing audience 74 | 45.8% | 113 | 60,9% | 79,79 | 0,0000 | 0,304
behaviour 4 4 dHE
Anticipating the 28 | 1,7% 21 1,1% | 2,22 0,1364 | 0,050

audience’s response

Managing the message 91 | 5,6% 42 2,3% | 26,45 | 0,0000 | 0,176

+++
Imagining scenarios 56 | 3,4% 33 1,8% | 9,77 0,0018 | 0,106
e

Labelling author 8 0,5% 6 0,3% | 0,63 0,4283 | 0,027

persona

Building rapport with 8 0,5% 0 0,0 9,19 0,0024 | 0,140

audience +++

Managing situation 23 | 14,5% | 267 | 14,3 0,02 0,8784 | 0,005
6

TOTAL 16 | 100% 186 | 100% | 37,20 | 0,0000 | 0,158
26 3 4+

+++Statistically high significance

As for the functions managing comprehension/channel, anticipating the audience’s
response, labelling author persona, and managing situation, as can be observed in
Table 13, it was found that they displayed similar frequencies in both online and face-
to-face lessons since no significant differences were found between both modes of
instruction. The EAP lessons, regardless of the mode, seem to have entailed the
teachers firmly control the quality of communication channels and comprehension of

the students, considering the frequency and percentage of the function managing
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comprehension/channel. Another function to which EAP teachers attached
considerable importance was managing situation, which was created based on
Mauranen (2023) and added to the coding scheme. Pertaining to this function, it was
seen understood that the parallel deployment of this function in both modes reveals
that ensuring proper conduction of interactions, clear communication among all
participants, smooth transition between activities and efficient use of time were among
the priorities of EAP teachers in online and face-to-face lessons in the same way.
Furthermore, the teachers of online and face-to-face lessons utilized imagining
scenarios and labelling author persona with similar frequencies. Imagining scenarios
seems to be helpful for teachers to clarify their explanations and examples through the
use of hypothetical situations. The occasional use of labelling author persona, which
was also similar in online and F2F lessons, being used in cases such as not
understanding what a student says (by labelling oneself as ‘deaf’) or not remembering
a student’s name and looking at the class roster (by labelling oneself as ‘still” learning
names even at the end of the semester) points to the fact that the EAP teachers

displayed a humble attitude in these cases.

When the findings revealed by the quantitative analysis are considered with respect to
the theoretical frameworks pertinent to the field of discourse analysis, we can better
understand how the purposes of the EAP lesson genre are handled in classroom
teaching. To begin with, according to Swales (1990), a genre is established and
utilised with certain communicative purposes by a ‘discourse community’, which is
deemed as a group of people who share these communicative purposes as well as the
knowledge about the genre and ways of communicating within this genre. From a
genre analysis perspective, the EAP lesson genre seems to have two main
communicative purposes, which are also in line with the pedagogical aims of EAP
lessons. Firstly, the EAP lesson aims to make content and task/activity steps clear for
students so that they are informed enough to prepare themselves for the upcoming
tasks or activities. Secondly, EAP teachers aim to engage their students in the lesson
so that input, interaction and output are created in order to facilitate their (academic)

language development.

The first communicative purpose of the EAP lesson seems parallel to writers’ or
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lecturers’ concern to make their content explicit and orderly for their audience. EAP
teachers also appear to do the same to make what is going on in the lesson for their
students to make meaning out of the content (e.g., how to make presentations, what
constitutes the body sections of a research paper, and so on.) and the activities or tasks
simulating those required in the academic ‘discourse community’. As for the second
communicative purpose, EAP teachers’ efforts to orient and engage their students in
the lesson can be viewed analogous to what writers and lecturer do to orient and engage

their readers or audience in the ongoing discourse.

Despite these similarities in the goals or impetuses between EAP teachers and other
writers or lecturers, EAP teachers differ in their methods or strategies, whereby EAP
teacher discourse community diverges from, say a twilight series writer or lecturer of
sociology. For example, as shown in the present study (in line with Lee & Subtirelu,
2015 and Lee, 2016) EAP teachers, both online & F2F prioritise checking
audience’s/students’ understanding too often so as to make the content and tasks
adequately explicit for their students (which seems essential to achieve the first
communicative goal mentioned above). In a similar vein, EAP teachers tend to ask
questions prevailingly to have their students participate in the lesson actively, which
can be regarded pivotal for accomplishing the second communicative purposes stated

above.

However, when differences between the findings of online EAP lessons and F2F EAP
lessons are taken into consideration, we can see some nuances in the methods and
strategies of EAP teachers, which point to a phenomenon that can be termed as ‘sub-
discourse community’. In online EAP lessons, as shown earlier, phorics management
turned out to be a primary concern, which even predominated topic management. Yet
it was not more prevalent than managing audience behaviour, pointing to the fact that

an EAP lesson genre is still in question.

4.1.3. The Distribution of Main Categories of MD Functions by Lesson

In this next section, a lesson/teacher-based comparison for the distribution of the main

categories of metadiscourse functions will be presented (See Appendix J. for the
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distribution of metadiscourse functions by all lessons).

Online Lessons

According to Table 14, the distribution of the metadiscourse functions by lesson
reveals that Onl (N=492) and On2 (N=488) were the lessons in which the highest
number of metadiscourse functions were identified. In contrast, On3 (N=170) and
On15 (N=148) were the lessons which contained the least number of metadiscursive
functions. On the other hand, the average deployment frequency of metadiscourse

functions in online lessons was around 281.

In lessons Onl and On2, the same teacher, Teacher ‘T1’ was teaching the same subject
‘How to write a body section of a research report’ in an ENG202 class and they were
consecutive lessons. She was trying to address both the theoretical and practical aspect
of writing a body section. In lesson On3, Teacher ‘TS5’ was teaching another ENG202
class with a different topic, ‘How to do research online’, which contained more of a
theoretical overview whereas, in Onl5, Teacher ‘T7” was doing a reading lesson with
an ENG102 class, which concerned pre-reading activities and reading a lengthy text

about immigrants and how they affect both their home country and the host country.

Table 14. Distribution of the Main MD Functions by Lesson (Online)

WTM TIF CoD AUO TOTAL

1 Onl 10 189 52 241 492
2 On2 0 184 49 255 488
3 On3 9 41 19 101 170
4 Oon4 3 113 5 143 264
5 On5 2 124 19 203 348
6 On6 3 56 16 268 343
7 On8 3 80 0 183 266
8 Onl1 11 60 8 81 160
9 Onl2 8 109 21 105 243
10 On13 4 121 9 69 203
11 Onl14 1 58 18 179 256
12 On15 5 44 8 91 148
13 Onl6 1 81 33 230 345
14 On17 1 123 4 89 217
Total 61 1383 261 2238 3943
WTM: Words and Their Meaning COD: Comments on Discourse
TIF: Topics and Information Flow AUO: Audience Orientation

58



In line with the overall quantitative results, in almost all of the lessons, the frequency
of functions aiming for Audience Orientation was the highest as compared to the other
categories, except for On12 (N=109), On13 (N=121) and On17 (N=123), in which the
Topics and Information Flow was the category with the highest frequency of functions.
In Onl2 and Onl3 Teacher ‘T9’ was teaching an ENG202 class, where she was
dealing with writing a body section. On the other hand, in On17, Teacher ‘T6’ was
teaching ENG102, in which she was doing a report writing lesson with a concentration
on how to write the body and conclusion sections. Finally, in all the lessons, the
teachers utilized metadiscourse functions in the category Words and Their Meaning
the least, with an average frequency of 4.7. The only exception was lesson Onl1
(N=11), in which Teacher ‘T2’ resorted to functions of this category more frequently

than Comments on Discourse (N=8).

Face-to-face Lessons

As for the distribution of the metadiscourse functions by F2F lessons, the highest
number of metadiscourse functions were employed in lessons F2F1 (N=366) and
F2F14 (N=399) (See Table 15). In lesson F2F1, Teacher ‘T11’ was teaching a reading
lesson with an ENG201 class, and pre-reading vocabulary and discussion on the topic
were covered in most of the lesson. In F2F14, Teacher ‘T17’ was also doing pre-

reading activities with an ENG102 class.

On the other hand, in F2F4 (N=131) and F2F9 (N=134), the teachers ‘T13’ and
Teacher ‘T1’ respectively) exploited the least number of metadiscursive functions. In
lesson F2F4, Teacher ‘T13° was teaching reading in one of the freshman classes
(ENG101), whereas, in F2F9, Teacher ‘T15’ was doing a reading lesson with a second-
year class (ENG201). The average deployment frequency of metadiscourse functions

in online lessons was around 228.

Table 15. Distribution of the Main MD Functions by Lesson (F2F)

WTM TIF CoD AUO TOTAL
1 F2F1 11 107 30 218 366
2 F2F2 9 58 15 89 171
3 F2F3 15 79 24 111 229
4 F2F4 4 58 10 59 131
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Table 15. (continued)

5 F2F5 7 78 10 88 183
6 F2F6 6 59 15 126 206
7 F2F7 5 47 11 200 263
8 F2F8 4 46 14 126 190
9 F2F9 4 41 3 86 134
10 F2F10 4 56 6 213 279
11 F2F11 4 92 8 158 262
12 F2F12 10 49 39 105 203
13 F2F13 3 62 31 92 188
14 F2F14 8 78 16 297 399
Total
WTM: Words and Their Meaning COD: Comments on Discourse
TIF: Topics and Information Flow AUO: Audience Orientation

Again, there seems to be a parallelism in the categorical distribution of the
metadiscursive functions. As in the online lessons, Audience Orientation was the
functional category which displayed the highest frequency in almost all F2F lessons,
in comparison with the other categories. Yet in three of the F2F lessons, namely, F2F4
(N=59), F2F5 (N=88), and F2F9 (N=86) audience orientation was the least used
functional category. In two of these lessons (F2F4 and F2F5), the Topics and
Information Flow follows Audience Orientation, with the next highest frequency. In
both of these lessons, the same teacher ‘T13” was delivering reading lessons, in F2F4
being a freshman ENGI101 class and in F2F5 being a second-year ENG201 class. In
F2F9, which was a second-year EAP lesson, focusing on reading-related video, the
frequency of the metadiscourse functions was lower in comparison with the other
lessons. Another point that merits attention in relation to the frequency of functions in
the Audience Orientation category is that in lesson F2F14, the teacher ‘T17° employed
much more (N=297) metadiscourse compared to the other lessons, F2F1 being the
closest (N=218). Finally, in accordance with the results of the online lessons, Words
and Their Meaning has turned out to be the category with the least frequency of

metadiscourse functions among all.

4.1.4. The Distribution of Sub-functions of MD Functions by Lesson

For the distribution of MD functions by each lesson, see Appendix G.
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Words and Their Meaning

The distribution of the sub-functions in the category ‘Words and Their Meaning’

displayed parallelism to a large extent as can be seen in Tables 16 and 17.

Table 16. Distribution of metadiscourse sub-functions in ‘Words and Their
Meaning’ by online lessons

REP REF CcomMm CLA MAN WTM

1 Onl 0 9 0 1 0 10
2 On2 0 0 0 0 0 0
3 On3 3 2 1 3 0 9
4 Oon4 0 3 0 0 0 3
5 Oon5 0 0 0 2 0 2
6 On6 0 1 1 1 0 3
7 On8 0 0 2 0 1 3
8 Onll 0 0 7 2 2 11
9 Onl2 1 2 0 3 1 7
10 On13 1 2 1 0 0 4
11 Onl4 0 0 1 0 0 1
12 On15 0 1 2 0 2 5
13 Onl6 0 0 0 1 0 1
14 On17 0 0 0 1 0 1

Total 5 19 15 14 6 59

REP: Repairing REF: Reformulating ~ COM: Commenting on linguistic form/meaning
CLA: Clarifying ~ MAN: Managing terminology WTM: Words and their meaning

In Table 16, one of the most striking findings is that in lesson Onl, Teacher T1
employed the sub-function ‘Reformulating’ 9 times whereas in all the other lessons
the frequency ranged between 0 and 3 (0 in seven lessons, 1 in two lessons, 2 in three
lessons, and 3 in one lesson). This could be resulting from the fact that Teacher T1
could be more concerned with ensuring that the students get the meaning of certain
words or expressions accurately which might affect the engagement of the students, as
most of them kept silent (both verbally and non-verbally) most of the class time. With
the hope that she could make a difference in motivation and willingness-to-

communicate of the students, she might have sought ways such as reformulating.

Another remarkable point relating to the findings about sub-function in this category
is that in Onl1, the teacher deployed more cases of ‘commenting on linguistic form/

meaning’. This result was most probably caused by that the main focus of the lesson
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was review of the main vocabulary of a unit about customer services. An analysis of
the transcription and the video of this lesson shows us that the teacher, as he shares a
PPT with students and goes over the vocabulary items one by one, he also makes
explanations about words such as ‘compensation’, ‘refund’, etc. Thus, it can be said
that the type of lesson could have had an influence on the variety of subfunctions used

by the teacher.

As seen in Table 17, the main difference in this category was that in F2F lessons
teachers utilized the sub-function ‘Managing terminology’ (N=34) much more

frequently than in online lessons (N=6).

Table 17. Distribution of metadiscourse sub-functions in ‘Words and Their
Meaning’ by F2F lessons

WTM
REP REF com CLA MAN Total
1 F2F1 1 5 3 1 1 11
2 F2F2 0 2 3 1 3 9
3 F2F3 1 2 6 3 3 15
4 F2F4 0 0 0 2 2 4
5 F2F5 3 2 1 1 0 7
6 F2F6 0 1 5 0 0 6
7 F2F7 0 0 1 0 4 5
8 F2F8 0 0 0 2 2 4
9 F2F9 0 0 0 0 4 4
10 F2F10 0 0 2 0 2 4
11 F2F11 0 0 0 1 3 4
12 F2F12 0 0 2 1 7 10
13 F2F13 0 0 1 0 2 3
14 F2F14 0 2 4 1 1 8
Total 5 14 28 13 34 94

REP: Repairing REF: Reformulating COM: Commenting on linguistic form/meaning
CLA: Clarifying = MAN: Managing terminology WTM: Words and their meaning

This difference could be stemming from the fact that the most of the F2F lessons whose
recordings were shared by the teachers were related to reading as can be seen in the

metadata in Chapter 3. In most of the first year and second year lessons of F2F lessons,
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pre-reading, while-reading and vocabulary activities were covered, and these activities

might have involved some work on providing definitions of unfamiliar lexical items.

Topics and Information Flow

The distribution of the sub-functions in the category ‘Topics and Information Flow’

displayed parallelism to a large extent as can be seen in Tables 18 and 19.

Table 18. Distribution of metadiscourse sub-functions in ‘Topics and Information
Flow’ by online lessons

TOP PHO ASI INT TIF Total
1 Onl 25 163 1 0 189
2 On2 29 151 3 1 184
3 Oon3 8 31 0 2 41
4 Oon4 10 96 1 6 113
5 Oon5 23 95 3 3 124
6 On6 9 47 0 0 56
7 On8 20 57 0 3 80
8 Onll 22 38 0 0 60
9 Onl2 19 90 0 0 109
10 Oni13 14 104 1 2 121
11 Onl4 12 46 0 0 58
12 Onl5 8 35 1 0 44
13 Onl6 8 72 1 0 81
14 Onl17 21 101 1 1 123
Total 228 1126 12 18 1383
TOP: Managing topic ASI: Marking asides TIF: Topics and information flow
PHO: Managing phorics INT: Marking interruption in flow

As stated in the overall results for the frequency and distribution of main functions,

Table 18 portrays that managing phorics was the sub-function with the highest
frequency (N=1126). It was followed by the sub-function ‘managing topic’ with a
frequency of 228. On the other hand, marking asides and marking interruption in flow

had the least frequency, N=12 and N=18 respectively.

In Table 18, a significant finding seems to be that in Onl and On2 Teacher T1
employed most of the cases in the sub-function category ‘managing phorics’. Teacher
T1’s efforts to make her online/digital instructional activities clear for the students

could be related to this outlying finding regarding phorics management in online
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lessons. Also, she exerted much effort in referring to examples, sentences, etc, in the
course materials (i.e. course book and additional worksheets) with ‘here’ and ‘this’
quite a lot. According to the wordings produced by UAM for the endophoric marking
under the ‘Describe each file’ in the Statistics tab (See Appendix K), ‘Here’ as a
phorics marker was used 494 times in all online lessons and 51 of them occurred in
Onl and 39 occurred in On2. On the other hand, ‘This’ was used 1049 times in online
lessons (See Appendix L), 119 times in Onl and 138 times in On2. These examples
illustrate the extent to which the teacher tried to direct the students’ attention to various
aspects of online/electronic and digital materials and tools. Pertaining to the use of
‘here’, Friginal et al (2017) compared their findings to those of Bamford (2004), who
investigated the use of ‘here’ in university lectures (both in MICASE and her Siena
corpus), and identified more frequent use of this locative adverb. This higher
deployment of ‘here’ in EAP lessons can stem from the fact that EAP teachers “need
to physically contextualize lesson content and activities” whereas academic lecturers
can make use of other types of linguistic options “to guide learners’ focus through the
cognitively challenging task of listening to lectures over a lengthy period of time”, in
which subject concept and ideas are covered in large quantities (Lee & Subtirelu, 2017,

cited in Friginal et al, 2017, p. 125).

According to the description of metadiscourse functions by each face-to-face lesson,
it is seen that in F2F1 and F2F11, EAP teachers used metadiscourse for managing
topics and information flow, as can be seen in Table 19 below. in F2F1, teacher T11
was teaching reading about photography and art and in F2F11, teacher T10 was
reviewing and practicing citation techniques and APA rules. On the other hand,
metadiscourse functions in this category was used the least in F2F8 and F2F9, which
were taught by the same teacher (T15) consecutively with a focus on reading practice.
In the video recordings, a difference between the lessons with high frequency and low
frequency of metadiscourse is observable in that in F2F1 and F2F11, the students
respond to teacher questions actively and frequently, whereas in F2F8 and F2F9, the
student participation is low and the teacher tries to motivate the students to talk and
respond. The reasons for the students’ low willingness to communicate could be
related to the topic of the reading, the class dynamics, the time of the day, and the time

of the semester (e.g., In the context of this study, departmental course exams usually
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decrease the students’ motivation in English lessons). The average frequency of the

metadiscourse functions in the category ‘Topics and information flow’ was 64,85.

Table 19. Distribution of metadiscourse sub-functions in ‘Topics and Information
Flow’ by F2F lessons

TOP PHO ASI INT TIF

1 F2F1 19 86 2 0 107
2 F2F2 20 38 0 0 58
3 F2F3 28 47 1 3 79
4 F2F4 21 36 0 1 58
5 F2F5 14 61 0 3 78
6 F2F6 22 36 0 1 59
7 F2F7 26 21 0 0 47
8 F2F8 13 33 0 0 46
9 F2F9 16 25 0 0 41
10 F2F10 29 24 1 0 54
11 F2F11 15 72 2 3 92
12 F2F12 33 15 1 0 49
13 F2F13 18 44 0 0 62
14 F2F14 22 56 0 0 78
Total 296 594 7 11 908

TOP: Managing topic ASI: Marking asides TIF: Topics and information flow

PHO: Managing phorics INT: Marking interruption in flow

Comments on Discourse

The distribution of the sub-functions in the category ‘Comments on Discourse’ can be
seen in Tables 20 and 21. As can be seen in Table 20, in lessons Onl and On2, teacher
T1 used metadiscourse in this category the most frequently (N=52 and N=49
respectively) while in On8, teacher T8 used none in this category, which seems
interesting, and in On4 and On17, teachers T4 and T6 employed very few functions of
‘Comments on discourse’ (N=5 and N=4 respectively). The average frequency in this
category of metadiscourse functions was 18,6. In lesson Onl and On2, as mentioned
above, the teacher was teaching how to write the body and conclusion sections of a
report and was making deliberate efforts to increase interactivity in the lesson. Again,
this could have resulted in that she labelled her own speech and students’

contributions.

65



2

Table 20. Distribution of metadiscourse sub-functions in ‘Comments on Discourse
by online lessons

LSA EXE CON GEN RLG LDI PRE COD

1 On1l 25 24 0 0 1 1 1 52
2 On2 27 20 0 0 0 0 2 49
3 On3 6 13 0 0 0 0 0 19
4 Oon4 0 3 0 0 1 0 1 5
5 On5 14 3 0 0 0 0 2 19
6 On6 5 8 0 0 1 0 2 16
7 On8 0 0 0 0 0 0 0 0
8 Onl1 1 5 0 0 0 1 1 8
9 Onl2 9 5 0 0 5 0 2 21
10 Onl13 4 5 0 0 0 0 0 9
11 Onl4 7 9 0 0 0 2 0 18
12 Onl5 2 3 0 0 3 0 0 8
13 Onl6 9 19 0 0 0 4 1 33
14 Onl17 1 2 0 0 0 1 0 4
Total 110 119 0 0 11 9 12 261

LSA: Labelling speech act EXE: Exemplifying

GEN: Commenting on genre RLG: Referring to linked genre

CON: Contextualizing LDI: Labelling discourse

PRE: Preliminary speech act announcing COD: Comments on Discourse

The use of metadiscourse functions of ‘Comments on discourse’ in face-to-face
lessons was very similar to that in online lessons despite being a little less frequent. In
lesson F2F1, F2F12 and F2F13, teachers used the functions in this category the most
frequently, whereas in F2F9, F2F10, and F2F11, the teachers deployed these functions
the least frequently. The average frequency in this category of metadiscourse functions
was 16,57.

Table 21. Distribution of metadiscourse sub-functions in ‘Comments on Discourse’
by F2F lessons

LSA EXE CON GEN RLG LDI PRE COD

1 F2F1 14 12 0 0 2 0 2 30
2 F2F2 5 9 0 0 1 0 0 15
3 F2F3 4 20 0 0 0 0 0 24
4 F2F4 0 10 0 0 0 0 0 10
5 F2F5 2 5 0 0 2 1 0 10
6 F2F6 4 9 0 0 1 0 1 15
7 F2F7 5 6 0 0 0 0 0 11
8 F2F8 8 3 0 0 3 0 0 14
9 F2F9 0 3 0 0 0 0 0 3

N
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Table. 21 (continued)

10 F2F10 4 2 0 0 0 0 0 6
11 F2F11 1 6 0 0 0 1 0 8
12 F2F12 7 32 0 0 0 0 0 39
13 F2F13 26 4 0 0 0 0 1 31
14 F2F14 7 8 0 0 0 1 0 16
Total 87 129 0 0 9 3 4 232
LSA: Labelling speech act EXE: Exemplifying
GEN: Commenting on genre RLG: Referring to linked genre
CON: Contextualizing LDI: Labelling discourse

PRE: Preliminary speech act announcing COD: Comments on Discourse

Audience Orientation

As can be seen in Tables 22 and 23, the distribution of the sub-functions in the
metadiscourse category ‘Audience orientation’ across online and face-to-face lessons
displayed parallelism to a large extent. The total frequency in online lessons was 2238,
with an average of 159,85, while face-to-face lessons had a total frequency of 1930,
with an average of 137,85. In online lessons (Table 22), lesson On6 (N=268) and On
2 (N=255) had the highest number of uses by the EAP teachers T6 and T1, in both of
them had a high number of word count as can be seen in the Table 4 in Chapter 3. In
both of these lessons, the teachers were teaching second-year courses and dealing with
the theoretical and practical aspects of report writing. On the other hand, lesson On11
contained the least number of metadiscourse uses. In this lesson, teacher T2 was
teaching a third-year course, which was based on occupational purposes of English
combined with academic purposes; however, there was only one student in the lesson,
which could have influenced the frequency and type of metadiscourse functions used
by the teacher in that lesson.

Table 22. Distribution of metadiscourse sub-functions in ‘Audience Orientation by
online lessons

ACK MCC MAB AAB MTM ISC LAP BRA MSI AUO

1 Onl1 41 70 58 4 15 15 6 0 32 241
2 0On2 34 49 108 1 2 4 1 4 52 255
3 On3 12 34 29 6 12 3 0 2 3 101
4 On4 12 9 80 0 22 0 0 1 19 143
5 On5 7 29 112 2 15 2 1 0 35 203
6 On6 9 34 150 3 9 21 O 1 41 268
7 On8 17 25 119 1 0 1 0 0 20 183
8 Onl1l 14 10 37 4 0 0 0 11 81



Table. 22 (continued)

9 Onl12 19 7 39 5 10 1 0 0 24 105
10 On13 8 9 33 0 4 1 1 0 13 69
11 On14 2 27 106 0 2 0 0 37 179
12 On15 13 7 52 3 1 1 0 0 14 91
13 Onl6 23 18 128 6 6 0 12 36 230
14 Onl17 8 14 39 1 16 4 0 0 7 89
Total 219 342 1090 36 112 66 9 20 344 2238
ACK: Acknowledging the audience MCC: Managing comprehension/channel
MAB: Managing audience behaviour AAB: Anticipating audience behaviour
MTM: Managing the message ISC: Imaging scenarios
LAP: Labelling author persona BRA: Building Rapport with Audience
MSI: Managing situation AUO: Audience orientation

As for the distribution of the metadiscourse functions by face-to-face lessons, we can
see in Table 23 that in lesson F2F14 and F2F1 the metadiscourse subtypes pertaining
audience orientation were employed more than in the other lessons, while in lesson
F2F9 and F2F13, the use of these subtypes was the least. The average use of
metadiscourse functions in the category ‘Audience orientation’ was 137.85, which was
significantly lower than that of the online lessons. Table 23 shows that the sub-function
‘managing audience behaviour’ was the most frequent in lessons F2F14 (N=188),
F2F7 (N=126) and F2F1 (N=121). Besides, this sub-function was the most frequently
used audience-related metadiscourse function in all lessons, which is quite reasonable
given the interactive and dialogic nature of EAP lessons, as well as language lessons,
whereby teachers mostly use learner-centred techniques such as eliciting background
knowledge, asking display questions, give feedback and praise, give instructions every

now and then, and so on.

The lessons in which managing audience behaviour was used the least frequently were
lesson F2F4 and F2F5, both of which were taught by T13, who was one of the teachers
who had the least teaching experience as can be seen in Table 5 in Chapter 3.
Therefore, the teacher’s insufficient experience in classroom teaching might have
brought about his reserved use of metadiscourse functions that aim to facilitate learner

interactivity. The average use of managing audience behaviour was 86.85.
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Table 23. Distribution of metadiscourse sub-functions in ‘Audience Orientation’ by
F2F lessons

ACK MCC MAB AAB MTM ISC LAP BRA MSI AUO

1 F2F1 10 27 121 1 4 5 4 0 46 218
2 F2F2 5 10 65 2 0 2 0 0 5 89
3 F2F3 4 16 65 1 7 3 0 0 15 111
4 F2F4 4 4 31 0 0 2 0 0 18 59
5 F2F5 4 8 58 3 1 1 0 0 13 88
6 F2F6 3 10 91 4 0 0 0 0 18 126
7 F2F7 11 24 126 0 1 14 O 0 24 200
8 F2F8 0 36 79 0 2 0 0 0 9 108
9 F2F9 1 20 54 1 0 0 0 0 10 78
10 F2F10 26 58 84 2 1 0 2 0 40 213
11 F2F11 5 18 99 1 16 3 0 0 16 158
12 F2F12 8 4 82 0 2 1 0 0 8 105
13 F2F13 2 4 73 1 2 1 0 0 9 80
14 F2F14 4 46 188 5 8 2 0 0 44 297
Total 87 285 1216 21 4 34 6 0 275 1930
ACK: Acknowledging the audience MCC: Managing comprehension/channel
MAB: Managing audience behaviour AAB: Anticipating audience behaviour
MTM: Managing the message ISC: Imaging scenarios
LAP: Labelling author persona BRA: Building Rapport
MSI: Managing situation AUO: Audience orientation

4.1.5. The Distribution of Metadiscourse Functions by Teacher

In the Table 24 below, the frequency of the metadiscourse uses in online lessons for
each teacher can be seen. Only one lesson for each teacher has been included in the

descriptive statistics.

Table 24. Distribution of metadiscourse functions in online lessons by teacher

Teacher |Lesson |WTM TIF COD AUO TOTAL
T1 Onl 10 189 52 241 492
T2 Onl1 11 60 8 81 160
T3 Onl4 1 58 18 179 256
T4 On5 2 124 19 203 348
TS On3 9 41 19 101 170
T6 On6 3 56 16 268 343
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Table 24. (continued)

T7 Onl5 5 44 8 91 148
T8 Ong 3 80 0 183 266
T9 Onl2 7 109 21 105 242
T10 Onl7 1 123 4 89 217

In the Table 25 below, the frequency of the metadiscourse uses in online lessons for
each teacher can be seen. Only one lesson of each teacher has been included in the

descriptive statistics.

Table 25. Distribution of metadiscourse functions in F2F lessons by teacher

Teacher |Lesson (WTM TIF| COD| AUO| TOTAL
T11 F2F1 11 107 30 218 366
T12 F2F2 9 58 15 89 171
T13 F2F4 4 58 10 59 131
T14 F2F6 6 59 15 126 206
T15 F2F7 5 47 11 200 263
T16 F2F10 4 54 6 213 277
T17 F2F14 8 78 16 297 399
T3 F2F12 10 49 39 105 203
T7 F2F13 3 62 31 80 176
T10 F2F11 4 92 8 158 262

In addition, the uses of metadiscourse functions by teachers in online and face-to-face
mode were compared via Mann-Whitney U test, which is a non-parametric statistical

test used to compare two independent samples (Green, Salkind, & Akey, 2000).
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Table 26. The Mann-Whitney U test for comparing teacher difference

Test Statistics?

Mode N WTM TIF cob AUO
Mean Rank 1 10 9,20 11,60 10,25 10,60

2 10 11,80 9,40 10,75 10,40
Sum of Ranks 1 10 92,00 116,00 102,50 106,00

2 10 118,00 94,00 107,50 107,50
Mann-Whitney U 37,00 39,000 47,500 49,000
Wilcoxon W 92,000 94,000 102,500 104,000
z -,988 -,833 -,189 -,076
Asymp. Sig. (2-tailed) ,323 ,405 ,850 ,940
Exact Sig. [2*(1-tailed Sig.)] ,3532 436" ,853° ,971°

a.  Grouping variable

b.  Not corrected for ties
According to the results of this test, it is understood that the teachers on online mode
and those in face-to-face mode did not have a statistically different use of
metadiscourse. As can be seen in Table 26 above, the difference in the use of
metadiscourse by the two groups (teachers delivering online lessons and teachers
delivering F2F lessons) is not statistically significant. In other words, when only one
lesson of each teacher is included in the comparison, the online lessons and F2F lessons

displayed similarity as to how often metadiscourse was utilized in EAP lessons.

4.2. Key Qualitative Characteristics of Metadiscourse Functions

When the results are analysed qualitatively, one of the most significant characteristics
of the metadiscourse functions in online and face-to-face EAP instruction is that
phraseological patterns in which the functions identified in teacher discourse display
a considerable structural variety. In addition, the construction of the metadiscourse

does not take place in teacher speech in a way isolated from student speech, whether
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teacher-prompted or naturally-occurring. The production of these types of
metadiscourse functions are executed collaboratively by the teacher as the main

speaker and the students as the audience. As Adel (2023) states:

The audience (or “other”) orientation will of course be much more prominent
and direct in spoken interactions. Overall, some types of metadiscourse are
likely to be jointly produced rather than managed by a single discourse
participant (and this could be coded for in the analysis). (p.17)

Another important qualitative finding from the data is the multifunctionality of the
functions and the complexity of metadiscourse in EAP lessons. It was frequently seen
that the teachers utilized several metadiscourse functions at the same time. For
instance, in the following example (13), the teacher is announcing the topic/activity
with reference to the fact that it is a topic that started in the previous lesson. For this
reason, the bolded part is considered to be performing a metadiscourse function

announcing topic and the non-bolded part is performing the function reviewing.

(13)  Er then I will go on with these er important notes er that I was
mentioning in the previous hour. (On13)

Due to the higher level of interactivity and multiple factors influencing the classroom
teaching such as late-coming students, students who could not understand instructions,
outside noise, approaching exams, standardized curriculum, and so on, teachers tend
to pay attention to several aspects of the lesson and teaching/learning. In many
teaching environments, teachers usually feel the pressure of both covering the daily
agenda according to the syllabus determined by the institution and ensuring a positive
learning atmosphere in the classroom. In Example (14) below, which is immediately
following the one (13) above, it is seen that with her utterance, the teacher starts with
the metadiscourse (sub)function enumerating (i.e. the next one) and then she wants to
emphasize that the notes are very important and employs the function managing the
message (i.e. ‘this is quite important that is why’). But the teacher’s attempt for
managing the message is interrupted with a student’s comment in the chat box of
Zoom. When the original transcription of this utterance with its broader context is
examined, it is understood that earlier in the lesson the teacher has asked the student

whether he has written an introduction paragraph or not, but no answer came from the
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student most probably because he had some technical problems. As the teacher was
moving on, the student wrote that he had written an introduction paragraph, and the

teacher reflected this sudden interruption in her speech.

(14) The next one is that this is quite important that is why- Okay
<NAME S2>, you wrote one. (Onl2)

On the other hand, the teacher’s speech goes on as in the example (15) and she asks
the student to read the introduction paragraph. Therefore, with the utterance ‘Can we
please hear yours?’, she utilizes the metadiscourse function managing audience

behaviour, more specifically eliciting verbal responses, using directives, requesting.
(15) Okay, before moving on, can we please hear yours? (On12)

As a consequence, the EAP lessons seem to be a spoken genre that creates an inevitable
and almost inextricable intertwinement of metadiscourse functions due to the interplay
of numerous internal and external factors impacting the roles of the teacher in the

physical or virtual classroom.

4.2.1. MD Functional Category ‘Words and Their Meaning’

The results of the qualitative data analysis revealed that the teachers utilized self-
initiated and other-initiated metadiscourse to address words and their meaning in their
lessons. The other-initiated metadiscourse functions usually occur within the I-R-F
(Initiation-Response-Feedback) patterns (Sinclair & Coulthard, 1975). When a student
answers a question or comments on a topic, the teacher provides corrective feedback

to the response of the student in various ways.

4.2.1.1. Repairing

For repairing, in both face-to-face and online teaching, the teachers basically relied on

the words ‘Not’, ‘Sorry” and ‘I mean’ as can be seen in the examples (16)-(18).

(16) But this is objective - not objective, sorry - subjective. The artist uh,
you know affects the ...
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(Self-initiated Repairing, F2F1)

(17) ... consider something like water ballet as a sport? I mean artistic
sport? Water ballet.
(Self-initiated Repairing, F2F5)

(18) It means I take this silence as a yes. I mean no. No question. Uh
okay let’s talk about ...
(Self-initiated Repairing, On3)

4.2.1.2. Reformulating

For reformulating, on the majority, the phrases such as ‘let’s say’, ‘yani’, ‘in other

words’, ‘or’, and ‘you know’ were used by the teachers in face-to-face teaching, some

of which are demonstrated in Example (19)-(20).

(19) ...very sudden unexpected. Significant again, important you know

(Self-initiated Reformulating, F2F3)
(20) Graph Analysis
S: Gross national income per person in some countries-
T: -Okay-
S:In 2010

T: <WRITES WHAT STUDENT SAYS ON THE BOARD> Could you
please put it again?

S: Gross national income per person-
T: Hmm. Yani, in other words, GNIL.
(Other-initiated Reformulating, F2F14)

In online teaching, the most frequently used phrase to perform reformulating was ‘let’s

say’, which was followed by ‘this/it means, ‘I mean’, ‘we can say’, ‘you know’ and ‘in

other words’. Some examples of the uses of these phrases can be found below in

examples (20)-(22).

(21) Alright then right now we need to think about, you know focus on
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let’s say, the theory, alright, shortly because I assume that you watched

(Self-initiated Reformulating, On1)

(22) And finally give your own comments for the proof, it means
citation, like we talked about the ...

(Self-initiated Reformulating, On5)

< >remembers maybe. Er you are er suggested, let’s say,

23) <NAME S1 b ybe. Ery ggested, let’s say

you are advised, to keep it as a discussion, discuss things ...
(Self-initiated Reformulating, On12)

4.2.1.3. Commenting on linguistic form/meaning

For commenting on linguistic form/meaning, teachers chose to point out several
aspects of some words, such as how they are used in Turkish, their part of speech, how
they cannot pronounce them, associated words/collocations, and their attitude towards

these words. In the following examples (23)-(26), some of these aspects are illustrated.

(23) Because if there is a lot of demand, they should also have products
to sell to people. Supply and demand are closely connected concepts.

(Self-initiated Commenting on linguistic form/meaning g, F2F2)

(24) For instance, when we talk about an increase in the numbers, we
can use increase, go up, rise, grow. So these words are all verbs and ...

(Self-initiated Commenting on linguistic form/meaning g, F2F3)

(25) Pre-reading vocabulary activity
T: What is banal? Is it-
S: (XXX) derler ya.
T: Yes, we use it in Turkish, too.
(Other-initiated Commenting on linguistic form/meaning, F2F13)

(24) T: <OVERHEARS A WORD MENTIONED IN PAIRWORK>
Hmm. I hear a (good) word, just like revenues.

(Other-initiated Commenting on linguistic form/meaning, F2F14)
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(25) Okay, great. ‘Guarantee.” This is the word that we always use in
Turkish as well.

(Self-initiated Commenting on linguistic form/meaning, Onl11)

(26)  Firstly, JeWELL or Jewell, I don’t know how to pronounce it ...

(Self-initiated Commenting on linguistic form/meaning, On13)

4.2.1.4. Clarifying

For clarifying, in face-to-face teaching, teachers made use of phrases or structures ‘I
mean’, ‘it means’ ‘actually’, ‘yani’, ‘By X, we mean’, ‘When X, then Y’, and ‘If X,

Y’, some cases of which are as follows in examples (27)-(28).

(27) Because if the author organization is credible, I mean if you can
believe them, er of course, er when you have to see some...

(Self-initiated Clarifying, On3)
(28)  Pre-reading Topic Discussion
T: So do you- does anybody have an idea what renewable energy is?
S: It is about recycling?

T: Yes, something like that but if something is a renewable energy, it’s
more like er solar power, wind power.

(Other-initiated Clarifying, F2F4)

In online teaching, the phrases and structures which helped teachers to construct the
metadiscourse sub-function clarifying were ‘we can say’, ‘that is to say’, ‘When X,
Y’, ‘let’s say’ ‘that means’, and ‘I mean’. Among these phrases/structures, ‘let’s say’
was the most utilized one. Some examples regarding these usages are as in the
following instances (29)- (30).

(29) Right? How did we explain this term, let’say, that your report is
not a patchwork? <NAME 52>, <NAME 53>, do you have any ideas?

(Self-initiated Clarifying, On12)

(30) And, why might corporations, which means companies, okay —
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companies, businesses - manufacture products being resistant to
environmental laws? Why do they not want environmental laws, it
means.

(Self-initiated Clarifying, F2F8)

4.2.1.5. Managing Terminology

As for managing terminology, which was significantly more frequently employed in
face-to-face teaching than in online teaching, teachers resorted to phrases and
structures such as ‘It means’, ‘which means’, ‘X means’, ‘X is’, ‘X is a kind of Y
that...’, and ‘this/it is called.” Out of these elements, ‘this is’, ‘X means’, and “this is
called” were also used in online teaching as well. In addition, ‘X is called” was also

used. The examples (31)-(33) are illustrations for some of these phraseologies.

(31) Uh so supply means the business having enough of the product
that they want to sell.
(Self-initiated Managing terminology, F2F2)

(32) We need to go green. It means that our actions should protect the
environment, right?
(Self-initiated Managing terminology, F2F8)

(33) If you remember the definition in the first paragraph, a skilled
worker is a person or a worker who design and create product using
modern technologies.

(Self-initiated Managing terminology, On15)

To sum up, EAP teachers deployed the metadiscourse sub-functions in the category
words and their meaning in order to perform several actions such as providing the
correct form of a wrongly used word, reformulating an answer, making a comment on
a word’s or phrase’s form or meaning, clarifying a word or expression, and giving the
definition of a word/phrase or providing the term for a given definition or description.
The structural and functional characteristics of the metadiscourse in this category
exhibited similarities between OnEAP-TC and F2FEAP-TC, including their
frequencies. Particularly, the lexical patterns used for functions repairing,

reformulating and clarifying were very similar.
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4.2.2. MD Functional Category ‘Topics and Information Flow’

The most frequently employed metadiscourse functions in the category topics and
information flow were managing topic and managing phorics in both sub-corpora, as

can be seen in Table 27 below.

Table 27. Comparison of the Frequency of the Functions in the Category ‘Topics
and Information Flow’

OnEAP-TC F2FEAP-TC
Managing topic 185 6,1% 263 8,7%
Managing phorics 913 30,2% 581 19,2%
Marking asides 8 0,3% 6 0,2%
Marking interruption 14 0,5% 11 0,4%
in flow
TOTAL 1120 37,0% 861 28,4%

4.2.2.1. Managing topic

In terms of managing topic, throughout the annotation process, as the data were
analysed closely, new sub-types emerged due to the nature of the EAP lessons,
primarily its being an interactive or dialogic genre, as Adel (2023) stated. In addition
to announcing topic and concluding topic, the new sub-functions marking
topic/activity shift, announcing the sub-topic and adding to the topic were also

annotated in the data.

To begin with, announcing topic and concluding topic were the two sub-types that
exist in Adel’s (2023) taxonomy, under the category topics and information flow. It is
clearly demonstrated by the quantitative results that ‘announcing topic’ was performed
significantly more frequently than ‘concluding topic’ in both modes of delivery, online
(N=34, N=14) and face-to-face (N=64, N=12), respectively. It was also disclosed in
the statistical comparison on UAM-CT that teachers deployed the sub-type

announcing topic almost significantly more frequently in face-to-face lessons,
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(p=0,053). In Examples (34)-(37) below several ways EAP teachers announced topics

can be seen:

(34) Okay, now we will move on to the reading skills development
part. As always, we will start with a main idea check.
(Announcing topic, F2F4)

(35) This is just theoretical information for the time being. Let’s have
a look at the skill practice_(.) so that you can also practice using these
numbers.

(Announcing topic, F2F13)

(36)  Exactly, thank you. Er, now you are going to listen to the text,
okay, ergonomics. But first of all, you are going to er listen to the first
two paragraphs.

(Announcing topic, On8)

(37) Okay, so (..) now er we will — we will complete the beginnings of
the sentences_(.) and then match the sentences- to make them a full
sentence.

(Announcing topic, Onl1)

Nevertheless, interestingly, the sub-function concluding topic does not seem to have
been resorted to much by the EAP teachers in both delivery modes. Teachers appear
to put more explicit effort into the beginnings of the activities and topics than they do
to the boundaries between topics and activities. Below are some examples (38)-(42)

for these subtypes.

(38) And finally, the cost of butter has continued to (.) grow, rise, go up
or increase in the 21 century. So you get the point here. Turn the page.
We're going to do the skill practice 2 and then ...

(Concluding topic, F2E3)
(39) <SS DISCUSS SOME QUESTIONS> Okay that’s enough, I think.
Uh can I get some words from each pair to answer these questions.

(Concluding topic, F2F6)

(40) Okay thank you very much, professor <I' ADDRESSES SS THIS
WAY POSSIBLY TO MAKE THEM FEEL RESPECTED/NO SARCASM
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HERE> Then right now I'm going to stop and we will have a break, my
dear friends. But please ...

(Concluding topic, On1)
(41) And let’'s remember these things. Then I'm going to stop this one.
Any problems up to now? Anything unclear up to now?

(Concluding topic, On2)

(42) T: Erm and now I would like to share a personal (.) er anecdote,
a personal story, with you and then maybe (.) if you have a personal
story to share with me, I can also listen to it and I will be glad to hear it.
So, erm, (.) mostly my friends say that I have patience, but er last week
I lost my cool, er because I was on the phone er with an internet
company. And, eh, when I er phoned them, I had to choose a series of
options during my call, and er you know, how it works. (XXX) They ask
you to dial nine if you want to talk to the, you know, er personal, you
know, problems, and if you would like to, eh, pay, make a payment,
then you need to dial another number and so on. So this is endless,
right? It never ends. So I was very, eh, let’s say, furious, I was angry.
And I lost my cool, that was the main reason. Eh, so this is one of the,
you know, er problems, that I have encountered recently. Eh, it
happened on the phone. And it, it never ends, so I always choose a
series of options. And I- I cannot reach the person who will help me. So
that is a big problem, I think. Because that makes me question about
the, you know, time we are living right? We are living in twenty-first
century. But still we have to choose a lot of, eh, options to reach the right
person. That is one particular story that I would like to share with you.
And if you have any stories to share with me about, you know, such
issues, I will be very glad to hear as well.

(Concluding topic, On11)

As mentioned above, in both online and F2F lessons EAP teachers did not conclude
topics/activities explicitly; they signalled the end of them and the start of upcoming
topics or activities by using discourse markers, such as ‘now’, ‘okay’, and ‘so’, which
are used along with either ‘announcing topic/sub-topic’ or ‘marking topic/activity
shift” as can be seen in the examples below:

(43) Making a shift in topic/activity in an online lesson

T: As a reader, I need to follow your body, like your whole report
actually, easily. Because you include so much information. You have
the advantages, some of them. And you have disadvantages, three of
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them. So if I want to follow and read smoothly (with gestures: two
hands going down in parallel indicating smoothness), you need to
ORGANIZE. So, the- the shape, the design, how it looks also matters
when you write your report. Okay so let’s continue. <SCROLLS DOWN
THE PAGE ON THE SCREEN> This is the longest part. But actually I
think the most exciting part because finally (.) you get to talk about your
ideas in real life.

(Oné)

In Excerpt 43, taken from lesson On6, although the teacher does not explicitly end the
topic ‘importance of organization while writing a report’ but only says ‘okay’, which

inherently conveys that ‘something new is happening in the discourse’.

Apart from the above-illustrated two subtypes of managing topic that exist in Adel’s
(2023) taxonomy, the metadiscourse sub-function marking topic/activity shift was
created since it was observed in the recordings and transcriptions that teachers sought
some linguistic ways of indicating the upcoming of new topics and activities and
directing the audience’s attention towards these topics and activities. Mostly, by using
discourse markers and/or particles on their own or combining them with other lexical
patterns and structures, sometimes repeatedly, and even with hedges, teachers marked
topic/activity shifts. As Walsh (2014) maintains, transition markers, especially
discourse markers such as okay, now, so, right, and alright, are frequently deployed
by the teachers to indicate the start and ending of activities and stages during the
lessons. The functions of some of these discourse markers in teacher discourse have
been investigated in various instructional contexts, including EMI (e.g., in Tiirkiye,
Akbas & Bal-Gezegin, 2022) and EFL (e.g., in Korea, Lee, 2017). In their study of
‘Okay’ in a mathematics course, Akbas and Bal-Gezegin (2022) identified “five
context-specific functions”, two of which are “an indicator of an upcoming significant
point” and “an indicator of opening/pre-closing a teacher-inform exchange.” Also,
“metadiscursive function; working as transition activator” was one of the uses of
‘Okay’ in Korean EFL teachers in the classroom. These examples regarding the
functions of discourse markers in teacher discourse seem to be in line with the
emerging function “marking topic or activity shift” in the current study. It has been

observed in our data that upcoming changes in the topic or activity were frequently
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signalled by means of discourse markers and the above-mentioned structural
combinations. Some instances of this sub-function can be found in the following

examples (43)-(50).

(44) All right, um so, what about the paragraphs?
(Marking topic or activity shift, F2F1)

(45) Okay. Let’s go over the reading together. It starts with ...,
(Marking topic or activity shift, F2F2)

(46) Okay, then. Let’s start. The first reading text in unit three ...
(Marking topic or activity shift, F2F2)

(47) Okay then._Let’s move on to the next page one hundred thirty-
three.
(Marking topic or activity shift, F2F5)

(48) And let’s open something else. And let’s try to understand the
organization and content together more, okay?
(Marking topic or activity shift, On2)

(49) Okay then let’s start together, if you wish, okay?
(Marking topic or activity shift, On2)

(50) Here we go. Let’s start with this. Have a look at the paragraph ...
(Marking topic or activity shift, On5)

(51) Huh, I will open something new. I was just gonna (save) it. Here
um are there — I will show you three samples of a paragraph in the
body section.

(Marking topic or activity shift, On5)

In addition, a new sub-type termed as announcing sub-topic was identified and
annotated in the current study. As a result of the statistical comparison of the sub-
corpora OnEAP-TC and F2FEAP-TC (see Appendix H), it was found that this subtype
occurred in face-to-face instructional mode significantly more than it appeared in
online mode EAP lessons consist of a series of events such as discussions, matching
or sentence-filling exercises, activity check/feedback sessions, explanations on forms

/content, instructions, dialogues or ‘multilogues’ (Schwab, 2011), pair- or group-work,
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lesson-openings and closings and so on. Teachers start and end these activities in
various way; however, still they need to indicate what is to come next within the period
of each major activity. For instance, after a feedback session for a gap-filling exercise
is started, teachers need to signal that it is time to talk about each item in the exercise.
Of course, they usually signal these sub-topics, or sub-activities, by eliciting responses
from the students because of the pedagogical reasons that lessons become more
learner-centred and students have more opportunities to speak and interact (Harmer,

2007).

Also, announcing sub-topic can take the form of, or collocate with, enumerating, a
sub-type of managing phorics in the major metadiscourse category topics and
information flow in Adel’s taxonomy. Moreover, teachers prefer to announce the sub-
topics by using the phrases ‘What about ...?°, ‘How about ...?’, and ‘Okay/now, let’s
have a look at/do/read/discuss the next one/number 5/item 4/etc.” The difference
between marking topic/activity shift and announcing sub-topic is considered to be that
the former tends to appear at the beginning of a new and broad topic, whereas the latter
seems to take place within a single topic or activity and for each item addressed related
to that topic or activity. Some instances of elicited sub-topic announcing can be seen
in examples (52)-(54), and in examples (55)-(56), direct, or non-elicited, subtopic

announcing is illustrated.

(52) Machines. Okay, mechanical. Next one?
(Announcing sub-topic, F2F1)

(53) First sentence? Okay. Uh-huh, thank you. Yes three?
(Announcing sub-topic, F2F10)

(54) ...is producing the things our mind thinks. Yes. What about
gardening?
(Announcing sub-topic, F2F13)

(55) ...affecting their attitudes towards the lesson. Thank you. How
about this one? Let’s have a look at ...

(Announcing sub-topic, On5)
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(56) ... tinal comparison between ‘refund” and ‘compensation’. So let’s
see ‘refund’.

(Announcing sub-topic, On11)

The final emerging sub-type of metadiscourse function in this study is adding to topic
although there are only 3 cases for it. Originally, this subtype existed in Adel’s 2010
taxonomy. Like announcing sub-topic, adding to topic seem to collocate with
enumerating, under function managing phorics. The examples (57) — (59) display

these usages.

(57) Do you remember all those? Huh, one more thing I remember. We
we have quoting, okay. But we have a quote which has fifty-two words.

(Adding to topic, F2F11)

(58) But I would like to highlight uh another uh important thing about
content. It is the current info; it should be ...

(Adding to topic, On3)

(59) ... This is the first important difference. And the second thing. What
could it be? When you look — when you see this, what do you notice?

(Adding to topic, On3)

4.2.2.2. Managing Phorics

Another function identified as one of the two most frequent ones in this study,
managing phorics appeared in the online lessons (N=913) statistically significantly
more than they did in face-to-face lessons (N=581). All subtypes of this function
except for previewing (i.e. enumerating, endophoric marking, and reviewing) were
utilized in online teaching almost twice as much as they were in face-to-face teaching.
Reviewing was found in F2FEAP-TC significantly more frequently than in OnEAP-
TC.

4.2.2.2.1. Enumerating

For enumerating in both face-to-face (N=146) and online (N=205) teaching, teachers
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benefitted the words and phrases such as first, first of all, second, secondly, third,
thirdly, then, next, and then, after that, last, lastly, etc. to indicate the order of the

concepts they were talking about. Some examples are as follows:

(60) Let’s have a little chat, okay? So how to construct this body section
because first of all we need to focus on this body section. We are going
to understand, you know, how to construct this body section in detail.
Then we can talk about the conclusion part. Okay? (On1)

(61) Finally, very quickly let’s turn to page ninety-four. (F2F2)

In the examples above, the teacher is enumerating the topics/activities to be covered
at that stage of the lesson. Although in Example (60) the teacher announces topics, in
Example (61), the teacher announces a topic/activity by first marking phorics, i.e.

where the next focus of the lesson will be (e.g., page ninety-four).

(62) Okay, first we have the introduction sentence. Then we have the
citation and afterward we have commentary part, commentary
sentence in our own words in — each paragraph in the body section, by
the way. Okay, the last thing is that you should avoid using only direct
quotation or only paraphrasing or only summarizing. (On13)

In Example (62), we can see that the teacher is enumerating the contents of a paragraph
in the body section of a research report and at the same time she reminds what the

students should be careful about as they write this body section paragraph.

(63) So we can start with the first one. <STUDENT NAME>, would you
like to do it? Yes, can you read the question first and then the answer?

(On8)

In Example (63), an example for how the teacher enumerates what she expects the
student to do first and next can be seen. It can be said that by enumerating, she clarifies

that she wants the student to do the mentioned actions in the mentioned order.
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4.2.2.2.2. Endophoric Marking

In addition, endophoric marking, in both face-to-face (N=306) and online (N=541)
teaching, is used in order to refer to a figure/table/chart/graph and a specific point in
the discourse and in the referred material. In online lessons endophoric marking was
deployed statistically more significantly. EAP teachers used words or phrases such as
here, as you see, as we can see, have a look at, look at, in this part, in the first part, in
the first paragraph, in the text, on page sixty-three, in the table, on the righthand side
of the exercise. Endophoric marking is executed through the use of demonstrative
adjectives and pronouns, adverbs, and attention-drawing phrases (e.g., as you can see,
as you see, etc.). The most common phraseologies to fulfil this function were ‘Here’,
‘This’, ‘This + Noun’, ‘That’, ‘That + Noun’, ‘These’, ‘These + Noun’, ‘Those +
Noun’, and expressions such as ‘As you (can) see’ and ‘In this part/text/section/

paragraph’.

‘This’ and ‘This + Noun’

“This” and ‘This + Noun’ combinations were used the most frequently, with 310 times
in F2F lessons and 739 times in online lessons, which equals a total of 1049. However,
there were cases in which the teacher was not referring to a place in their or the
audience’s discourse; for example, they were just quoting a sentence or question from
the course book or a material at hand or an adverbial or conjunction such as ‘That’s
why’ and ‘so that’ was used. As such, not all of the usages were annotated as
endophoric marking. Some examples of EAP teachers’ preferences of endophoric
marking with ‘This’ and ‘This + Noun’ can be seen below:

(64) This is a bad sample. (Onbd)

(65) I think this is a good chance if you want to catch. (On

(66) Okay, you listened to paragraph three and four. Now, please try
to write the keywords of paragraph three on Padlet, please. Go to Padlet
and- oh efficiency, exactly. This is one of the principles of a good design.
Ergonomic design. Exactly. What else? (On8)

(67) Online Instruction-giving for an activity on Google Docs
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T: Hm-hm. (..) Okay, eh, <STUDENT NAME>, I think you said that you
have some questions. (..) Yes. Okay, <STUDENT NAME>, this is your
space. You are student number five. <ON THE SHARED SCREEN, T
SHOWS THE PAGE ON WHICH ‘STUDENT NAME’, IS EXPECTED
TO WORK> So find your space here, this is your space, to create an
outline. So last week (..) we talked about how to outline, how to make
an outline your paragraphs before writing. Outlining is quite
important. So in your outline you have to think about your topic
sentence before writing. (...) And then find two reasons to support your
argument (..) topic sentence. And then you need to find two examples
to (..) exemplify (..) your reasons. So this is your task.

(On14)
(68) Sample body section analysis

T: So let’s do in that way. Uh first of all, have a look at the subheadings.
Then we will continue about the differences. So this is our first
subheading. Am I right? <T HIGHLIGHTS THE SUBHEADING IN
GREEN COLOUR>

S: Yes, hocam.

T: How about this? “Ease of finding new material” <T HIGHLIGHTS
THE NEXT SUBHEADING>

S: Genelden 0zele gidiyor gibi bir sey,hocam. Sey olarak.
T: I am not sure. So er - this is also subheading. Right?
S: Evet.

T: How about this? <I HIGHLIGHTS THE FIRST SUBHEADING OF
THE NEXT BODY SECTION>

S: O da subheading.

T: This is also subheading. <HIGHLIGHTS THE SUBHEADING> How
about this? <SHOWING THE NEXT SUBHEADING IN THE SECOND
BODY SECTION>

S: Aynu sekilde.

T: How about this? <SHOWING THE NEXT SUBHEADING IN THE
SECOND BODY SECTION>

S: Evet, subheading.

T: This is subheading as well.

(On4)
Some examples (69)-(71) of ‘This’ and ‘This + Noun’ from the face-to-face lessons
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can be found in the following:

(69) That is why we can say that this is a paraphrasing. Okay, after
our introduction we have this citation in our paragraph.
(On13)

(70) And you are gonna take notes er under your number so if you are
student one you are gonna use this space. Double-click. If you
double-click on this graphic organizer, a new screen will pop up.

(On14)

(71) Then let’s hear our ‘No’ first and then I'll hear ‘Yes” as well
because I'm also really interested in this topic.
(F2F1)

The common occurrence of the pattern “This +noun’ in the data can also be considered
from a genre-related perspective. According to Charles (2003), this pattern, consisting
of a noun and sentence-initial ‘This’, functions as a ‘retrospective label’ (Francis,
1994) and is used to encapsulate the preceding propositions. It is believed that, by
aiding the organisation of the text and how the writer’s message should be perceived
by the audience, the use of this lexico-grammatical pattern allows the writers to display
their competency as a member of the discipline by showcasing their stance. Two types
of head noun of labels are identified: metalinguistic (Francis, 1994) and non-
metalinguistic. (Charles, 2003). Metalinguistic nouns refer to a certain length of
discourse by assigning it to a specific type of language, such as “point, distinction,
expressions” whereas non-metalinguistic nouns are exemplified with nouns such as
“effect, result, observation” (Charles, 2003, p. 316). It I argued that these labels have
an interactive nature in that they can influence the way the writer’s propositions are
understood by the audience. In her study on theses from politics/international relations
and materials science, Charles (2003) found that there were disciplinary differences in
the choice of nouns, thereby favouring metalinguistic nouns or nouns with an inherent
stance. She asserts that research practices and knowledge building conventions within

specific disciplines can affect this type of differences.

Considering that Charles’ (2003) study was on the written academic genre of ‘thesis’,
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the frequency of the ‘This + noun’ pattern in the present study, especially in the online
lessons brings to mind that online EAP lessons could be partially characterised by
monologic features associated with written academic genres and lectures, which are
delivered by scientific experts of various disciplines. For this reason, this finding needs

to be addressed in relation to other findings points to further monologic features.

‘These’ and ‘These+ Noun’

Similar to the use of ‘This + Noun’ the demonstratives ‘That’, ‘These’ and ‘Those’

seem to be used with nouns. Examples (72)-(76) are illustrative of these patterns.

(72) Er so these movements hurt your hands, maybe your shoulders,
your legs in time.

(On8)
(73) What about these other titles?

(On12)
(74) And these subheadings are all related with the major heading.

(On17)
(75) Discussion about headings and subheadings in body sections
T: Why professor?

S: It says er with the thesis statement and it is relative to its heading or,
let's say, title and subtitle yes subtitle it starts with the author's own
ideas and ends with a conclusion sentence.

T: Okay so thinking about all these, then we would say okay. This is
something okay. This is the good sample, we would say I guess,
<STUDENT NAME>. I can conclude

that. And at the same time if we remember the first and the second one
<T GOES BACK TO THE PREVIOUS SAMPLES AND THEM COMES
BACK> then we would say this is very good, you know, accordingly.
Then yeah you are right.

(On2)
(76) How to write a comment after a citation

T: And then follow your quotation with your comment. Introduction,
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quotation, your comment. When you’'re giving your comment, I left you
some useful language ideas. ‘It can be said that’, ‘It is understood that’,
‘Therefore’, ‘Regarding the ideas of Smith and Johnson, it is clear that’,
‘Depending on’ blah, blah, blah. These are some useful language ideas.

(Onlb)

‘That’ and ‘That + Noun’

In addition to This and This + Noun, another marker or phraseology to signify
endophorics was ‘That’ and ‘That + Noun’ combination, which was recorded with
1003 times in the data. “That” is used 387 times in F2F lessons and 616 times in online
lessons. Some examples for this type of phorics marking can be seen in (77)-(80)

below.

(77) T: That might be the reason”

(Onb)
(78) Just like we started, you know. Uh everybody cooks, but not
everybody cooks an art. So just like that, I guess.

(F2F1)
(79) Instruction-giving to students who did not attend the previous class

T: Again, if you were absent, er, on Thursday last week, my suggestion
for you is to study the document, the opinion paragraph input
document, (..) in order to (..), eh, understand what an outline is and how
to do an outline. (...) So please read that document. Please check the
opinion paragraph input. <I' SHOWS THE FOLDER WHERE THE
STUDENTS CAN FIND THE DOCUMENT ON MOODLE>. (...) For
some technical reason I can’t open that document. I don’t know why.
Erm I remember encountering a similar problem but for, but I forgot
how to. Hmm I think I need to mainly restart the Word, but I can’t do
that right now. I'll try to deal with that on the break.
(On14)

(80) Contingency solution for an activity

T: Did you choose any quota- citations according to your topic from
the resources that you found? Do you have some citations?

S: (No answer)
T: No?
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S: No.
T: So could you please uh (.) find uh (.) Let’s do it that way. Do you
have at least one or two resources that you found? (..) No one gives me
an answer. (..) So can we do in that way? Um like we did in the previous
hour. If I give you, if I give early break, could you please find at least
uh one quotation from your resources about your topics? (...) No one
wants to do the- these kinds of things. I mean you will get feedback
before you take grades. I think this is a good chance, if you want to
catch. <STUDENT NAMEI1> <STUDENT NAME2> <STUDENT
NAME3>, <STUDENT NAME4> and <STUDENT NAMES5>, [ know you
are there.

(Onb5)

In Excerpt 80, the teacher uses endophoric marker ‘that way’ to talk about an
upcoming information. This way she orients the students to the message or information

that is to follow.

Major characteristics of Endophoric Marking in EAP Lessons

A significant finding regarding this subtype of metadiscourse function, endophoric
marking, is that it is fulfilled by the teacher in an interwoven way. In Example (76),
the first marking is made with ‘these’, which refers to a piece of information written
by an author. And then ‘here’ is used to mark a specific discourse location, to which
the teacher is drawing students’ attention as the place where the author’s expression in
question. Finally, ‘this’, the last case of endophoric marking in the example here, is
used to refer to the author’s mentioning of these specific points in the preceding

discourse.

(81) If the writer says these here, this means that the writer
mentioned about them before.
(Endophoric marking, Onb)

The phraseologies for endophoric marking in F2F lessons seemed to be used densely
with other types of phraseologies as can be seen in Examples (82)-(83). In (82) below,
for example, the teacher makes use a number of endophoric markers along with ‘This’,

1.e. ‘Here’, ‘As you see’ These, ‘In that paragraph’.
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(82) Explaining main idea question on the reflected screen

T: The first one, you say. Yeah well, it starts with the- let's take a look.
<T SCROLLS DOWN THE PAGE> It starts with this one here. The
production of Fine Art. So here, as you see, the Fine Art is defined. The
production is defined here. Use of skills, imagination, creating aesthetic
objects. We talked about these. Remember? So, and also (..) later in that
paragraph, photography is also defined. Okay, so we can say that fine
art and photography uh are defined here (..) showing or comparing
them, let's say, showing the differences, right? So, this is one. Good.
Photography is more objective than other kinds of art. This is
paragraph? (F2F1)

(83) Explaining trends in a chart

T: Okay. Now we have a little chart. It's about global emissions from
fossil fuels, increasing from 1950s to 2010. Er, as you can see, our vertical
axis is about gigatons of carbon per year and our horizontal axis is about
the years. As you can see, there is an increasing trend in this graph. So
now uh this section gives us three again supporting details about using
gasoline in a car is not sustainable and has some negative consequences.
What are the three examples even in the article? (F2F4)

There were also cases where endophoric marking was performed for the upcoming

pieces of utterances. Such cases can also be identified as ‘labelling (upcoming)

discourse’ One example of this type of marking can be seen below in (84):

(84) Also he followed with this comment. “For this reason, some
students have a big and serious problem about financial issues.” He
gave his comment as well. For this reason, because of this blah, blah,
blah. I like that.

(Endophoric marking, On16)

Here, the teacher marks the quoted information with the phrase ‘this comment’ and

signals that a comment will be shared instantly. However, this comment is not only

read by the teacher, but also seen by the students on the Google document shared on

Previewing

EAP teachers informing the present study tended to utilize the previewing function
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relatively less frequently in online and F2F lessons. When they preferred to use this
function, it usually had the purpose of announcing lesson aims and/or lesson content,
announcing activity aims and/or activity steps, and announcing what will be covered

in the following lessons. Some examples can be seen in (85)-(86) below:

(85) T: Okay, I will do the er fourth exercise later in the third lesson.

(F2F10)
(86) Planning for the next hour
T: Okay, okay. Very good. Er we have actually one (must) practice,
exercise but we have done with the er Word document here. <T STOPS
SHARING THE WORD DOCUMENT, EXERCISE FILE>. Er I will ask
you to write such a paragraph, like this one, with a citation. In the er
next hour, let’s do it in the next hour, er so I guess, you have done
research so far and you have found some citations, sources, right, for
your reports?

(On13)

As in some of the functions, previewing can also be enacted with the joint construction
of the teachers and students. In Example (86) below, we can see that the teacher is

previewing a topic which is inquired by a student.

(86) Joint previewing

T: Ladies and gentlemen, what do you think about the conclusion part?
We did everything, let's say we finished the body part, and we have
done everything so far. What are we going to do in the conclusion part?
S2: Complete everything, what we do.

T: Or what we shouldn't? What we should do, what we shouldn't do,
what do you think? Complete yes, this is the final part. What do you
think? What can be a mistake? What we shouldn't do in the conclusion
part?

S: Giving new ideas

S2: Before...

T: Yeah, sorry <STUDENT NAME1>?

S2: Before I can tell about the what we should do,

T: Okay.

S2: We will summarize our findings, what we found. And er we should
mention the most important and most significant meaning of our
research.

T: Correct.
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S2: we shouldn't say new ideas.

T: So, perfectly.

S2: Are we doing any recommendation?

T: Yes, ah yes, we are coming to that. Nice, so I'm wrapping up what
<STUDENT NAME2> and <STUDENT NAME1> said. We are just
wrapping up everything.

In joint production, the student is asking whether it is possible to make
recommendations in the conclusion section of reports. Then, T tells him that it is going
to be discussed in the later part of the lesson although the word ‘later’ is not used.
Thus, a previewing is fulfilled in collaboration of both T and the student. The student
mentions the topic and the T points forward and marks the place of that topic (i.e.

recommendation) in the discourse.

Reviewing

EAP teachers used self- and other-initiated reviewing or, as Mauranen (2023) states,
ego-centric (i.e. ‘I’) and alter-centric (i.e. ‘You’ and ‘<STUDENT NAME>")
retrieving in both online and F2F lessons. However, it was also observed that
instructors resorted to jointly-constructed (i.e. ‘We’) speech actions in order to make
‘discoursal reference’ or ‘refer to earlier utterances’ (Wang & Kataari, 2021). On the
whole, this function was enacted by means of phraseologies constructed with speech-
related verbs, e.g., SAY, TELL, TALK, STATE, MENTION, EXPLAIN, DISCUSS
etc. (rarely with other verbs like STUDY or DO, which are used to review the activities
carried out previously), and one of the subjects mentioned above, as can be seen in

examples (87)-(93) below:

(87) After giving reasons thenwe gave the examples about our own
experiences, as <STUDENT NAME> stated.

(On1)

(88) So I — I would like to (.) give you (.) let’s say s-seven. Not seven,
but maybe four to five minutes, okay, for this part. (.) Also, we we need
to take a break soon er righter because it is (.) ten fifteen. Maybe er we
can take a break. Fifteen minutes. And after the break we can carry on
and, as I said, I could keep you four minutes for this part. And you can
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do it. An if time is not enough, I can give you extra time. Then we can
continue together.

(Onl1)

(89) Yes, it’s okay, but still you cannot finish your, end your paragraph
er with a citation. You need to comment on this. But er this paragraph
lacks it here. Er and (.) as you said, and explained very er properly, let's
say, thank you very much.

(On13)

(90) So last week (..) we talked about how to outline, how to make an
outline your paragraphs before writing. Outlining is quite important.

(On14)
(91) Cell phones, for instance, as you said, they have gone up in price?

(F2F2)

(92) As your friend suggested, geographical segmentation and
demographic — it depends on the needs.

(F2F12)

(93) Yes. (...) Effec-tive-NESS. Are they the same? Or is there a difference
between them? Yes, <STUDENT NAME> I think we have talked about
them before, haven’t we? (F2F14)

The phraseology ‘As ONE said was also accompanied with different variations of the
verb ‘remember’ and/or time adverbials such as ‘before, earlier, already, again, at the
beginning, last week, in the previous semester, at the beginning of the semester, during
the first semester, in the previous case, in the previous weeks, in the previous session,
previous hour, at the very beginning of this term, during the last hour, the code of a
previous course (e.g., ENG101 or ENG102) etc.” Some phraseologies integrating such
type of adverbials can be seen in (94)-(98) below:

(94) If you remember, last week we talked about some examples of
standardized tests you may want to (..) write them for example.

(On14)
(95) If you remember from the case study that we talked about...

(F2F12)
(96) Okay, we said this: Good. But I think you are uh missing

95



something. Missing a point that you just er average or bad just because
of its length? Huh why? I said that- I will remind you something,
<STUDENT NAME> - I said that for the — this is the easiest thing you
can catch for this paragraph

(Onb)

(97) So we talked about it in the intro, remember you have some
audience basically me and your friends.

(On6)

(98) “Yes, uh we we discussed that paragraph, remember? In the first
part. Photography is being u:m, let’s say, explained as an art.

(F2F1)

In addition to the usages illustrated above, instead of ‘as’, ‘like’ and ‘just like’ were

also used as can be seen in (99)-(100):

(99) Like I said, please try to do a pair work (.) with someone that you
prefer to do with in the class.

(F2F5)

(100) And you see aesthetics. So yeah well just like you said. So there’s
something else that is needed here.

(F2F1)

4.2.2.2.3. Marking Asides and Marking Interruption in Flow

On the other hand, marking asides and marking interruption in flow were the least
frequently used functions of metadiscourse category managing phorics in both
corpora. In the example (101), the teacher marks that she is making non-essential
remark by using the phrase ‘by the way’. In example (102), an unplanned interruption
in the discourse flow is marked with ‘but where is my-" and in example (103), another
unplanned situation occurs and the teacher marks this by ‘I need to take a minute’ as

she leaves the virtual class to check the internet connection at her home.
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(101) Itis a very short text, by the way.
(Marking aside, F2F1)

(102) I have some notes about education, but where is my-? Okay 1

forgot my phone there.
(Marking interruption in flow, F2F6)

(103) ... to the booklets. And then please look at here. I need to — I need
to take a uh — I take one minute. I'm coming in one minute, okay? I need

to uh check the internet connection.
(Marking interruption in flow, On3)

4.2.3. MD Functional Category ‘Comments on Discourse’

This category of metadiscourse functions was observed in the data relatively less
frequently in both OnEAP-TC (N=166) and F2FEAP-TC (N=161) and there were not
any significant differences in their uses in, as can be seen in Table 28 below. The
functions that were the most frequent was exemplifying and labelling speech act.
Nevertheless, the functions contextualizing and commenting on genre were not

existent at all.

Table 28. Comparison of the Frequency of the Functions in the Category ‘Comments
on Discourse’

OnEAP-TC F2FEAP-TC
Labelling speech act 39 1,9% 60 2,3%
Exemplifying 63 3,0% 96 3,6%
Contextualizing 0 0,0% 0 0,0%
Commenting on genre 0 0,0% 0 0,0%
Referring to linked genre 9 0,4% 9 0,3%
TOTAL 111 5,3% 165 6,2%

4.2.3.1. Labelling Speech Act

Like the functions in the category ‘words and their meaning’, the functions labelling
speech act was carried out in both self-initiated and other-initiated manners. In
addition, labelling jointly constructed speech act and labelling textual speech act was

identified. As a result, labelling speech act was further categorized as 1) self-initiated
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speech act labelling, 2) other-initiated speech act labelling, 3) labelling jointly
constructed speech act, and 4) labelling textual speech act.

4.2.3.1.1. Self-Initiated Speech Act Labelling

The EAP teachers from time to time label the speech acts they perform for various
purposes such as nominating, addressing, and reviewing. For example, in Example
(104) below, the teacher first asks the question “So which techniques are used here, if
you remember?” And immediately after this, she nominates a specific student and

explicitly labels her speech act of “asking” by “<STUDENT NAME> let me ask you.”

(104) Eliciting and reviewing citation techniques

T: As you can see here <HIGHLIGHTING THE PART IN THE
BOOKLET> we have this introduction sentence: “Nowadays global
warming is the most common issue that people argue about”. This is
our introduction here. After that you can see we have this citation
<HIGHLIGHTING>. So which technique is used here, if you

remember? (.) <SSTUDENT NAME>, let me ask you. (On13)
Some other examples regarding self-initiated speech act labelling can be found in

(105)-(106) below:

(105) Yes, now, before we start reading arkadaslar, it’s a very short text
by the way, I ask you to uh preview the text.

(Self-initiated labelling speech act, F2F1)
(106) And of course, I would like to remind, yes (..) your deadline ...

(Self-initiated labelling speech act, F2F10)

In some lessons, it was observed that the teacher labelled her own ‘future’ speech act.
In Example (107) below, a self-initiated speech act labelling which refers to a future

time can be seen.

(107) <LAUGHS> Allah Allah, (XXX) We will see. I will actually ask
you to give comments to each other. What do you think? Er, so this one,
nowadays, studying abroad, I think this belongs to <STUDENT
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NAME>, the owner of the citation. (On16)

Although it refers to the future, it is understood that the speech act is actually
happening as it is labelled. The question “What do you think?”” immediately following
the labelled speech act gives us the impression that the teacher has already asked the

students to give comments on the writing samples of other students.

EAP teachers seem to be resorting to preliminaries as well, which can be considered
the announcement or declaration of an upcoming speech act, such as ‘“saying”,
“asking”, “recommending”, etc. In the example above, the teacher is announcing that
she is going to say something and she says what she wishes to tell the students, while
in Example (108), the teacher announces that she is going to ask a question. These
preliminaries can assist the teachers in attracting the attention of the students to follow

what is to come next in classroom discourse. (As transition and attention-getter)

(108) Er okay but before listening I have a question. (On8)

4.2.3.1.2. Other-Initiated Speech Act Labelling

When analysed qualitatively, it was seen that EAP teachers used the function other-
initiated speech act labelling in order to review the earlier content of the discourse and
referring the action of SAY-ing (or other verbal actions e.g., STATE, EXPLAIN, etc.).
In the Example (109) below, we can see that the teacher is labelling the speech act of
two students as she reviews what they have said to emphasize a similarity with what
she is currently talking about, i.e. allowing “global companies to increase profits and

growth”.

(109) Checking students” answers to reading comprehension questions

T: Yes <STUDENT NAME1> it was (.) the one of the opportunities in
the first paragraph. In the second one? (..)

Increasing employment opportunity to get- to reach this opportunity
the: people in developing countries, not the developed ones (.) are
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doing wha:t? (..)
Ss: To improve their education?

T: Yes, they are improving their education. So outsourcing (.) helps (.)
these (.) countries to improve, thanks to their education. So that they
can meet the demand for worke:r

T: Profit and gro- umm growth. It allows global companies to increase
profits and growth. Er it is similar to what <STUDENT NAME1> said and
<STUDENT NAME?2> said. It saves money.

(On15)

In the examples (110)-(111), on the other hand, the teacher is referring to the action of
SAY:

(110) “Photography is not an art”, <NAME 55> says.
(Other-initiated labelling speech act, F2F13)

(111) ... it means it is about your ideas only. Okay then. <NAME 51>
stated “your experiences’.
(Other-initiated Ilabelling speech act, Onl)

Another purpose for the use of labelling other-initiated speech act in EAP classes is a
direct reference to the action of ‘saying’ something. In the example below, the teacher
returns to a student who had been saying something when he was interrupted by the
teacher and he refers to the student’s action of ‘saying’ with the utterance “You were
saying something I interfered” and implicitly asks him to repeat or continue what he

was saying.

(112) Getting back to a student after sharing feelings about the topic

T: Well maybe this is because you don't like it. Maybe because —

E: No, I like it —

T: you can't believe how I feel when I when I play some of the games.
when the game finishes my part of my life ends with that game and I
really long for that game. I really miss that game. I really want to be in
that game again. Because I feel everything that the creators create there.
Actually well. Yeah thank you for your opinion. You were saying
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something <T POINTS TO ANOTHER STUDENT WHO HAS BEEN
TRYING TO ANSWER THE QUESTION> I interfered.

SX: No I said I am also into gaming.

T: Uh-huh.

SX: But I don’t think it’s art.

T: Yeah yeah. Okay yes, thank you. Anyone else?

(F2F1)

Some instances for these functions can be found in examples (113) - (114) below:

(113) Um so uh it it could be- it could have been that as well but here
we were talking about a camera.

(Labelling jointly constructed speech act, F2F1)

(114) ... your titles here and subtitles here, okay? Then we are going to
talk about some stuff okay that is top secret?

(Labelling jointly constructed speech act, On1)

4.2.3.1.3. Labelling Jointly-Constructed Speech Act

“Labelling jointly constructed speech act” is used in EAP classrooms for five purposes.

When the teacher is:

(a) referring to a piece of information that the teacher has mentioned earlier in the
lesson, in the week, semester, etc. or that a student has mentioned previously, or that

has taken place in a discussion,

(115) If you remember in our last class, we talked about art to some
extent.
(F2F1)

(b) when labelling jointly-constructed speech act in order to summarize what answer
has been given by a student or the class (sometimes after a discussion as in the example

above),
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(116) S: Hocam ilk bosluga B mi geldi?
T: Okay we said this (sample is) good.
(On5)

(c) or with the aim of reminding the specific topic that is currently under discussion,

(117) Oh there are two different topics here we are talking about in
this sense, right?
(Onb)

Nevertheless, there were cases where labelled speech acts and its variations did not
refer to the world of discourse. In the example below, although we see the phrase “we
talk”, it is not used to label the joint speech act of “talking”, but to explain what should

be done in the conclusion section of the research report.

(118) Explaining the content of the conclusion section in a report

T: As <STUDENT NAME> said, we shouldn't give new ideas.
Conclusion is not a part to give new ideas. We just put everything
together, put what we have said in the body together. So, we talk about
the significance of our topic. We summarize our findings and

emphasize their importance. Why are they important?
(On16)

Thus, it is not related with the world of discourse, but the real world itself: an aspect
of how to write a conclusion. Therefore, “we talk” is not annotated as labelling speech
act in such cases, when the word or expression does not refer to an aspect of the agenda

of the lesson discourse.

d) asking for confirmation regarding what a student has just mentioned or reporting

what is said by the student,

(119) Eliciting answers about key terms in a reading text

T: Very good. Yes, <STUDENT NAME>. <HEADS TO THE BOARD
TO WRITE IT> Yes, of course. Gross national income. (..) Another
question, what does it mean? (.) How can we formulize it? (..)

S: Average salary of in year.

T: Average salary, you say?
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S: The average salary (.) of the internet.
T: Of the internet? Are you sure?
S: Yeah, I'm not sure that much. (F2F 14)

e) referring to the action of SAY and other VERBAL ACT.

(120) What can we say about this of kind of titles — in our body part,
body section? Main headings, main titles, okay. Er thank you very
much. (On12)

(121) How can we say this is a major title, this is a main title? (On12)

(122) Okay, <STUDENT NAME> says, we will learn body and
conclusion paragraphs. I'm not sure about the paragraph but let’s say
section because we have a report and we know that's longer and more
serious but actually you are right body and conclusion, let’s say. (Onl)

At this point, the expression ‘Let’s say’ requires more of our attention as it takes of
several functions in discourse. To begin with, it is one of the phrases used to fulfil a

pragmatic function.

(123) ... and for example, I'm going to click on <STUDENT NAME>'s,
you know, blank body section, let’s say.
(On1)

Here the teacher has made up the name ‘Blank body section’ to describe the blank
Google Document she had prepared prior to the lesson in order for the students to draft
a body section for their research paper during the lesson. In this case the teacher can
be said to be using the verb SAY with the meaning CALL and the structure LET’S
with its primary function ‘suggesting’. Therefore, as the teacher is labelling the speech

act SAY, she is actually deploying ....

Additionally, ‘Let’s say’ can function as a discourse filler. In Example (124), ‘Let’s
say’ is used to fill the pause or gap in the teacher’s speech as she is looking for an

explanation in her mind, thus, here it functions as a filler.
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(124) Comparison of introduction and conclusion sections of reports

S2: Yes, but I thought wrong (cite) because if introduction is not,
actually if introduction is too weak the reader doesn't take it. That's
right, I thought like that but I understand the baby example with it,
everything is clear.

T: So, like introduction is of course it should be powerful to affect me
but in the conclusion, let’s say, you can rely on something, you have
a wall against you like you can rely on this, you have your bodies
and evidences, so you give your conclusions summarizing and
emphasizing their importance, what you have said so far, and then
you discuss the implications. What are the implications?

(Onle6)

Although structurally we have the phenomenon of ‘Labelling speech act’, it fulfils the
pragmatic function ‘discourse filler’. According to Wang and Kataari (2021), who
looked into the phraseological patterns of SAY in academic ELF communication, a
discoursal filler “seems to be dangling outside a proposition; it does not contribute to
the meaning of the proposition, and is used to fill the void when the speaker is looking
for words or organizing mentally incoming thoughts and ideas” (p. 4). As can be seen
in the example, ‘Let’s say’ is not bound up with the proposition that precedes or

follows itself and hence it merely functions as a filler in the discourse of the teacher.

4.2.3.1.4. Labelling Textual Speech Act

In addition to the variety in the agency in the labelling speech acts, EAP lessons also
contained a considerable number of cases when the teachers referred to the texts,
paragraphs, sentences, etc. In these cases verbal words such as SAY are used to label
the speech act figuratively performed in the texts. Some examples from both online

and face-to-face lessons can be seen below:

(125) What do you understand from the text? It says.. (F2F8)

(126) Uh-huh. Okay. No? Same, alright? So the writer says that ...
(F2F8)

(127) This is another worksheet. Part one says that... (On2)
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4.2.3.2. Exemplifying

‘Like’ and ‘for example’ were the most frequently employed forms to exemplify. In
addition to these, “Let’s say” is also used to give examples. In Example (128) below,

one example of ‘let’s say’ can be seen.

(128) What are their brands? Let’s say, Apple is an American brand;
Samsung is a Korean brand.

(On15)
In this context, the teacher first asks several questions to activate the schemata of the
students about the topic. Although she waits for a while between her questions,
students do not reply her questions, and she goes on asking and apparently assumes
that she is simplifying her questions. She answers one of her questions and talks about
mobile phones and asks “What are their brands?”” Then supposing that the students
might not have understood the word brand, she explains its meaning by giving
examples. At that moment, she uses the phrase “Let’s say” instead of “For example”
before giving examples and then continues with the examples “Apple is an American

brand, Samsung is a Korean brand”.

4.2.3.3. Referring to Linked Genre

In addition, referring to linked genre was exploited sparingly, an example of which
can be seen in items (129)-(131) below. Here the ‘argumentative essay’ can be
considered a linked genre to the present genre EAP lesson since it is part of these types

of lessons.

(129) And then, what are the aspects that is said to influence
photographs? According to the article, of course.

(Referring to linked genre, F2F5)

(130) Ihave some notes about education but where is my ...

(Referring to linked genre, F2F6)
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(131) ... most of have written an argumentative essay in the previous
semester. Right? Anyone?

(Referring to linked genre, On12)

4.2.3.4. Labelling Discourse

As a difference from Adel’s 2023 taxonomy, but similar to her 2006 taxonomy, I
annotated “labelling discourse” in the data as it occurred a few times. Some examples
for the employment of this function can be seen below. In Example (132), the teacher
makes a suggestion as she gives feedback to a student and she labels that utterance as
a suggestion openly. In Example (133), the teacher labels the audience’s discourse

retrospectively and evaluates other-initiated discourse at the same.

(132) If you want you can also give that as an example. That's yeah, I
mean that’s just a suggestion. (On14)
(133) That's a good question”. (On 16)

However, sometimes discourse labelling is carried out prospectively. In the example
below, the teacher is labelling his own upcoming discourse as ‘my questions’ and in
this manner, she draws the attention of the audience, i.e. the students, to the upcoming

questions.

(134) So my questions would be “What is the passage telling about?’,
‘What about the paragraphs?’, “And how does the author think
about the issue?’

(F2F1)

4.2.4. MD Functional Category ‘Audience Orientation’

This functional category of metadiscourse deserves substantial attention as it is the
most critical aspect of EAP lessons, which are featured by a high level of interactivity,
as compared to spoken monologic genres, like conference speeches or less dialogic
genres like most EMI lessons. This criticality is instantly understood when a quick
look at the frequency of some functions and their subtypes, as well as the frequency of

the whole category itself both in OnEAP-TC (N=1462) and in F2FEAP-TC (N=1531),

106



summing up to 3213 in the whole corpus. By far, the most employed function in this
category was managing audience behaviour (N=1960, whole corpus). This was
followed by the function managing comprehension/channel (N=391, whole corpus)

and acknowledging the audience (N=310).

This result does not seem to be unexpected given that EAP teaching is not drastically
different from other types of L2 classroom teaching. In other words, in EAP lessons,
most of the teacher actions concern orienting students as audience in multiple contexts,
using multiple materials, utilizing various ways, mostly systematic, automatic, and/or
generic, unlike less dialogic types of genres. They are required to make students carry
out a number of activities and fulfil several actions, to acknowledge their presence and
progress and cater for their affective needs, and to ensure students receive the right
message. Hence, a skillful navigation among all these entailments require EAP

teachers to substantially deploy metadiscourse functions.

The EAP teachers utilized the metadiscourse phraseologies that focus on the hearer,
i.e. audience/students, as the second person pronoun ‘you’ had a raw frequency of
3182, while self-mentioning marker ‘I’ (N=1424) and inclusive ‘we’ (N=1325) had a
lower frequency. This result seems in line with the quantitative results of Wu and
Yang’s (2022) study, in which they analysed personal metadiscourse in the classroom
discourse of four native English-speaking EAP teachers in the UK and concluded that

the EAP teachers took active engagement of students seriously in their classrooms.

In line with Adel’s (2023) explanations for the functions in her taxonomy and the
findings of Wu and Yang (2022), who also applied Adel’s (2010) taxonomy, and a
consideration of the interactive and multi-dimensional nature of EAP lessons, some
new sub-functions emerged in the process of annotation of the metadiscourse in
OnEAP-TC and F2FEAP-TC. Firstly, five sub-types were added within the function
managing comprehension/channel, which are checking audience comprehension,
confirming speaker’s understanding, informing about failure in channel, asking for
repetition or clarification and offering solutions to the channel/comprehension
problem. Secondly, the function managing audience behaviour was detailed with the

use of 5 sub-types and their further sub-types.
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As summarized at the beginning of this chapter, there were significant differences in
the use of acknowledging the audience, managing audience behaviour, anticipating
the audience’s response, managing the message and imagining scenarios between
OnEAP-TC and F2FEAP-TC.

4.2.4.1. Acknowledging the Audience

To start with, the frequency of acknowledging the audience was significantly higher
in online teaching (N=231 vs N=79). This could have been stemming from the fact
that, in online teaching, teachers might have made additional effort to make students
feel comfortable in the virtual classes, to motivate students and to enable them to
actively participate in the lesson. Teachers generally used different patterns combined
with ‘thank you’, greeted, enacted small talk on students’ personal lives (e.g., a visit
to the dentists’), praised in an exaggerated way, etc. Some examples for

acknowledging the audience are as in the following, (135) — (141):

(135) So how are you guys? (Onl)

(136) Thank you, guys, for your help. (On1)

(137) I liked it, I appreciate it a lot. (Onl)

(138) Thank you very much for your answers, opinions so far. (On8)

(139) <STUDENT NAME> is here. <T COMMENTS AS A NEW
STUDENT JOINS CLASS> (On16)

(140) Yeah, thank you for your opinion. (F2F1)

(141) Thank you for bringing this. (F2F6)
“Acknowledging the audience” comes to foreground as an indispensable aspect of
managing the rapport in the EAP lessons. As Adel explains, this type of metadiscourse

helps the speaker execute face work in their lessons. For example, greeting the students

at the start of the lesson, thanking a student or the class at the end of an activity or
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saying farewell at the end of the lesson are ways of showing “an awareness of the
audience and attending to face needs” (2023). However, thanking the student(s) at the
end of an activity also operates as a way of bringing closure to an activity before
starting a new one. In the example above, the teacher thanks all the students who gave
answers and shared opinions. Then she states that they (the teacher and the students)
have read the text, and they (the students) read the whole text and they “found the main
idea of the text, focused on the purpose of the author, text type”. With this statement,
the teacher is wrapping up or reviewing what has been done till that moment. Next,
she makes a transition to the next issue or event or activity: having a break, by saying

“I think it is time to have a break”.

The phrase “As you know” contains the verb “know”, which is related to
epistemological state of the audience; however, here it is used to acknowledge the
audience, i.e. the students, and their awareness of the information she is conveying
(i.e. that usually they more people in the lesson). According to Adel (2023), the
metadiscourse function “acknowledging the audience” can be used to address the face
needs and display a recognition of their presence. Hence, the expression “as you know”
helps the speaker/teacher to make explicit their understanding and consciousness of
the audience and their knowledge of the information they are giving. In other words,
by using “as you know”, the teacher is showing her awareness of the fact that the

students also know that usually there are more students in the lessons.

Acknowledging the audience seems to be one of the aspects of the classroom
discourse, on which the teachers can apply their own personal strategies. For example,
in the examples (142)-(143) below, the teacher, who seems to be using more
expressions or utterances to acknowledge the students or building rapport, has her own

reactions upon contributions of the students, no matter how small they are.

(142) Thank you so much Professor <SSTUDENT NAME> (Onl)
(143) ... Okay, thank you so much Professor. You helped me a lot.

(Onl)
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4.2.4.2. Managing Comprehension/Channel

Secondly, as for managing comprehension/channel, which showed no significant
differences between OnEAP-TC and F2FEAP-TC when compared as a whole, was
examined in relation to 5 emerging sub-functions in this study, which can be seen in

Table 29.

Table 29. Emerging Sub-functions of Managing Comprehension/Channel

MANAGING COMPREHENSION/CHANNEL
(AUDIENCE ORIENTATION)

Checking audience’s understanding

Confirming speaker’s understanding

Informing about failure in channel

Asking for repetition or clarification

Offering solutions to the channel/comprehension problem

SIS

. Checking audience confirmation

4.2.4.2.1. Checking Audience’s Understanding

Checking the interlocutor's comprehension is part of ordinary talk regardless of the
roles or the context of the participants of the interaction in order to maintain the
communication (Heritage, 1984; Schegloff, 1992). In institutional talk, particularly in
academic settings, EAP lessons, as in most other language lessons, the teachers are
usually observed to be monitoring to what extent their learners can follow the
instructions and the lessons content. In language teacher education, prospective or in-
service, teachers are counselled to timely check the comprehension of the learners
(Long, 1983; Brown, 2007). In our data, the metadiscourse function ‘checking
audience comprehension’ was enacted with the use of diverse lexico-grammatical

patterns and preferences such as the following examples (144)-(147):

(144) <STUDENT NAME> is everything clear for you, by the way?
(On12)
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(145) Is it clear now <STUDENT NAME1>, <STUDENT NAME2?
(On16)

(146) Do you understand it now, <STUDENT NAME>?
(On17)

(147) <STUDENT NAME> do you have any questions about that?
(Onb)

In these examples, the teachers address specific students who have asked questions or
indicated a type of problem in understanding. However, teachers checked the students’
understanding addressing the whole class most of the time, some cases for which can

be found in examples (148)-(155) below:

(148) Any questions, any problems up to now about theory? (Onl)
(149) Now can you hear me? (On3)

(150) Do you understand what I mean? (On3)

(151) Isit clear? (Onb5)

(152) Do you want me to repeat them again (On14)

(153) Can you see the board? (On15)

(154) Do you understand what you are going to do? (F2F2)

(155) Okay, any questions? (F2F11)

4.2.4.2.2. Confirming Speaker’s Understanding

In everyday communication, in times of confusion, ambiguity or insufficient acoustics,
hearers may not be able to understand what the speaker is trying to tell them. In such
cases, they try to figure this out by using several strategies like explicitly asking the
interlocutor to repeat or clarify what they have said (Schegloff, 2007), repeating
(echoing) some part or all of what is said by the speaker (Sacks, Schegloff, & Jefferson,
1974), using tag questions to confirm and so on. It is of great importance for language

teachers and to ensure all the students hear and understand what is said in the class.
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Therefore, they frequently seek approval of their understanding from the students. In
the EAP lessons analysed in this study, the teachers resorted to some expressions to
ensure that they had understood the students’ answers or comments properly. Some of

the patterns used by the teachers can be seen in the examples (156)-(158):

(156) Do you mean the texts with multiple choice question type?
(On14)

(157) Did you say sharply? (F2F3)
(158) Food storage items, you mean? (F2F8)

In Example (159) below, the teacher is not sure about the organizational pattern that
the student(s) she is talking to will use but makes a guess and she asks the student for

confirmation.

(159) But the pattern you want to use is compare and contrast, right?
(On3)

Here the teacher checks the comprehension of the students with the use of ‘right?’
Because she first explains the answer to the question and then uses “Right?” as a tag

question.

“Okay?” is used frequently by the EAP teachers, as identified in the literature.

(160) So can you find your quotations during the break then? Okay
because we are going to practice, okay. I want to see how you do it,
guys. Alright?

4.2.4.2.3. Informing About Failure in Channel/Comprehension

Both in online lessons and face-to-face lessons, EAP teachers informed the students
when a communication problem occurred due to a failure in channel, e.g., a connection
or microphone problem in online lessons, or in comprehension because of low tone of
voice or overlapping noise. Examples (161-162) below illustrate some cases for this

kind of function:

112



(161) I cannot hear your voice <NAME S2> (On4)

(162) Sorry, <NAME S1>’cim, I — we couldn’t hear you, okay? (F2F10)

When used on their own such kind of expressions imply that the teacher expects the

addressed student to repeat or clarify what they have said.

4.2.4.2.4. Asking for Repetition / Clarification

In times of trouble in the channel or comprehension or a failure in the way a student
words their utterance, teachers directly asks the student to repeat or clarify what they

have said. Some examples are seen in (163) and (164) below:

(163) Can you repeat it please? (On3)
(164) Can we make it clear? (F2F14)

4.2.4.2.5. Offering Solutions to the Channel/Comprehension Problem

Upon a detection of a sort of problem in the channel of communication or in the
wording or meaning of the utterance by a student, the teachers offered certain solutions
to resolve the problem. At times, there occurred problems due to a lack of course
material or the lighting of the classroom and the teachers offered solutions in these

situations as well.

(165) Um can you- if you don’t have your books, can you take a picture
of this first part, and I will ...

(Onl5)
(166) Let me make the classroom darker more <HEADS TO THE
WINDOWS> (F2F6)
(167) Also, you can read from the board. (F2F10)

For example, in example (165) above, during an online lesson, the teacher is trying to

ensure that the students who do not have their course books with them can also follow
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the lesson and she asks those without books to take a photo of the screen which
displays the part to be studied during the lesson. On the other hand, in example (166),
the teacher realizes that the computer screen projected on the board is not visible
enough for the students as she walks around the classroom and she decides to pull the
curtains so that the daylight does not hinder the visibility of the projected screen. In
the final example (167), the teacher suggests that the students who do not have a laptop
computer so as to follow the digital book, but only their cell phones, read from the
projected screen on the board. In all of these cases, the teachers are concerned with the
accessibility of the course material which will be the main reference for the
effectiveness of the lesson, and hence, they attempt to take measures to ensure that

accessibility.

4.2.4.3. Managing Audience Behaviour

As for the third function managing audience behaviour, which was significantly more
frequently used in face-to-face lessons (N=1134) as compared to online lessons
(N=744), was analysed with reference to the emerging subfunctions and their subtypes
(see Appendix F and Appendix H). The resulting classification of these emerging

subfunctions can be seen in Table 30 below.

Table 30. Emerging Sub-functions of Managing Audience Behaviour

MANAGING AUDIENCE BEHAVIOUR

(AUDIENCE ORIENTATION)

1. Eliciting audience’s a) Eliciting verbal responses
responses i) Instructional questioning
- Display questions
- Referential questions
- Probing
- Scaffolding
- Prompting
- Cloze-prompting
- Interpersonal projection
- Rhetorical questions
i1) Using directives
- Ordering
- Requesting
- Mitigated directives
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Table 30. (continued)

b) Eliciting action responses
i) Eliciting cognitive action
i) Eliciting physical action
iii) Eliciting textual action
iv) Eliciting digital action
v) Eliciting other action

2. Commenting on audience a) Evaluating audience response
behaviour (i) Giving positive feedback on
audience behaviour
(i1) Giving negative feedback on
audience behaviour
(ii1) Giving corrective feedback
(iv) Confirming comprehension
b) Managing rapport
1) Using humour and playfulness
ii)Showing care
¢) Maintaining discipline
d) Responding to audience question

3. Checking in

In this category, one of the points that draw our attention immediately is the functional
and structural variety of metadiscourse. The teacher can manage learner behaviour by
giving instructions, by making requests, by asking them to perform an action or a
verbal behaviour, such as elaborating on an answer they have already given or turning
the page, by commenting on their answers in a positive or negative way, by providing
feedback on student responses, and so on. In order to ask students to do something, the
teachers made use of direct requests (e.g., Tell me. / Please go to Padlet) and indirect
requests (e.g., Would you like to read it? / Could you please put it again?). Also,
teachers used metadiscourse functions for addressing cases involving individual
students and the whole class collectively. The way the teacher addresses or makes
elicitations from the whole class may not be the same. Similarly, the way they give
instructions in a crowded class can vary from that are given in a class where there are

only a few students.

To sum up, the use of different styles and choice of diverse lexis in the fulfillment of
metadiscoursal functions regarding particularly managing audience behaviour can be

regarded as connected to a number of factors, such as number of the students in the
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class, the teacher’s relationship with them, and teacher characteristics (e.g.,
experience, age, personality, teaching style, etc.) as well as time constraints, the load

in the lesson agenda, i.e. the number of topics to be covered in the lesson in question.

4.2.4.3.1. Eliciting Audience’s Responses

As mentioned earlier, one of the most prominent findings of the present study is the
amount of audience orientation. The majority of the cases in this category is related to
eliciting audience’s responses, which equals a frequency of 1477 (see Appendix I). In
this category, I created two sub-categories, i.e. eliciting verbal responses and eliciting
actions responses. The EAP teachers resorted to directives both in online and F2F
lessons. Directives can be defined as the speech acts that are fulfilled to get the hearer
to do something or not to do something and they are enacted via in the forms of advice,
command, order, question, request, and so on (Searle, 1969). Therefore, all kinds of
directives in this study are annotated as ‘eliciting audience’s behaviour’ whether they
are operating as directives for the audience to provide a verbal response or to perform
an action. As such, ‘eliciting audience’s behaviour’ is categorized into two major

classes as ‘eliciting verbal response’ and ‘eliciting action response’.

Eliciting verbal responses

According to the UAM produced statistical analyses (Appendix H and Appendix I),
this subtype was employed in F2F lessons (N=693) significantly more frequently than
in online lessons (N=432). This function is enacted by the structural and pragmatic
preferences of the teachers when demanding verbal responses from their students.
Under this title emerged two main sub-categories, namely, instructional questioning

and using directives were identified.

The ultimate aim of language lessons can be regarded as helping learners understand
and produce the target language, given the contemporary language educational
practices that attribute substantial importance to active learning (Elmetaher, 2021;
Harmer, 2007; Richards a& Rodgers, 2014). Teachers in language classes, therefore,

are expected to find ways of promoting the learners’ production of the target language
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and questions are deemed to play a key role in the active engagement of the learners
in the lessons (Savignon, 2002). “The students are no longer passive learners and the
teacher is no longer the only source of knowledge. Teachers, however, are acting as
guiders who ask ‘good questions’ that should lead the whole learning process
(Waterloo, 2017; IGCSE, 2015; WNET, 2004; Felder & Brent, 2009)” (cited in
Elmetaher, 2021, p. 312). For this reason, whenever possible and whenever teachers
can think of, they resort to questions in order to let the students talk about their
weekend or health genuinely, activate their schemata about a topic, review a grammar
structure, check instructions, engage other learners immediately after eliciting
responses from a certain learner (which can happen either anonymously or directly
nominating a student), give corrective feedback, ask for repetition/ clarification/
confirmation, probe into a given response, evaluate learner responses and behaviour,

etc.

Conventionally, teacher questions can take four main forms as revealed in the literature
which are 1) Yes-No questions, 2) Wh-questions, 3) Tag questions, 4) Declarative
sentences with a rising intonation (Ciccillini & Triki, 2024). In addition, designedly
incomplete utterances (DIUs), which are “comprised of incomplete utterances
produced by teachers as a means to elicit missing information in the shape of utterance
completion” (Margutti, 2010, p.316). All these structural types of questions were
identified in the both online and face-to-face EAP classes. All types, except tag
questions, were annotated. However, tag questions were annotated as asking for
confirmation (i.e. comprehension check) or confirming speaker’s understanding.
Furthermore, Adapting the taxonomy of EMI teacher questions by Sanchez-Garcia
(2020), Ciccillini and Triki (2024) grouped teacher questions under two main
categories as instructional and regulative. Adapting from this classification, for
instructional questioning, display questions (i.e. questions to which they knew the
answers), referential questions (i.e. questions to which they did not know the answers),
rhetorical questions were used in the current research. Besides, prompting and close-
prompting, interpersonal projection were also added to the analysis of the function
instructional questioning. On the other hand, as for regulative questions such as

procedural questions (Ciccillini & Triki, 2024) were also analysed in relation to the
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functions managing situation and checking in. It was observed that teachers utilized a

wide variety of questions with respect to lexico-grammar and function.

Display-Referential Questions

In example (168), we can see a referential asked by the teacher. Such kind of questions
were usually asked at the beginning of the lessons as a warm-up strategy. Also, in pre-
reading and post-reading discussions, EAP teachers asked referential questions to give

students opportunities to express their opinions about topics freely.

(168) How was your weekend? (F2F11)

(169) Does the writer support online education? (On14)

Example (169) illustrates a display question, whose answer is already known by the
teacher. This kind of questions were used abundantly in both online and F2F lessons,
as a prevalent strategy to engage the students in the lesson and promote interaction.

Scaffolding-Probing

The emerging sub-functions ‘Scaffolding” and ‘probing’ can be considered
indispensable parts of contemporary (language) teaching owing to the research into
the effectiveness of inquiry-oriented. When teachers ask questions, it turns out that
students cannot figure out what the teacher is exactly asking for and they either give
incorrect answers or give no response at all. At those times, teachers feel the need to
simplify or rephrase the previous versions of their questions so that they become
clearer. These kinds of questioning modifications are called scaffolding strategies,
which can take in other forms as well, such as scaffolding activities. Sometimes
teachers utilize scaffolding strategy for questioning even if they do not wait for any
reaction for their questions, just by experience, they intuit that some students will not
comprehend the original question in the beginning. An example for scaffolding can be

seen in Example (170).

(170) Scaffolding

T: Summarizing. Very good. Well, what, what do we need to focus our
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attention when we summarize? <T WAITS A FEW SECONDS TO GET
AN ANSWER>

Sx: (XXX)

T: We only use the (.) important information the main idea there. Do we
use the examples and the details? No. Do we use our personal opinion
at the end? No. Okay, we only use what the author actually gives us as
an information, but only the (.) highlighted ones. Only the major ones.
Do you remember those? (.)

(On17)

Probing is a questioning strategy used by the teacher when student is expected to

provide more detailed evidence or rationale for the response, they give preceding the

probing question. In Example (171), the teacher asks the rationale for the answer and

the student makes further explanation for her earlier answer.

(171) Probing

T: ...Conclusion is not a part to give new ideas. We just put everything
together, put what we have said in the body together. So, we talk about
the significance of our topic. We summarize our findings and
emphasize their importance. Why are they important? So, while you are
doing so, you need to keep your thesis statement in your mind. Okay,
imagine like this, introduction and conclusion may be very close to each
other actually. But how is conclusion different from introduction? How
it should be different from introduction? Which one is stronger? (..)

S2: I think introduction part is more.

S1: I guess conclusion is more stronger.

T: Why, <NAME S1>? Why do you think so?
S1: Because we write our titles again.

(On16)

Interpersonal Projection

Projection in linguistics is a concept of Systemic Functional Linguistics which is

introduced by Halliday (1977) and used to “refer to quoting and reporting of saying

and thinking, which is discussed with the terms such as speech reporting, speech
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presentation, discourse presentation, citation, quotation” (Xuan & Chen, 2020, p. 1).
According to Halliday (1994), projection is one of two ways of creating logico-
semantic relationship, which is realized by the use of a primary clause and a secondary
clause, whereby the primary clause projects the secondary clause initiating it as a
locution or an idea (cited in Xuan & Chen, 2020). In the present study, questions
embedding an interpersonal projection were employed by the EAP teachers

considerably. Some examples can be found in (172)-(179) below:

(172) Er for the readers in order to understand the subject in your report
clearly, what do you think you can include in the body of your report?
(On17)

(173) What do you think will happen to the piece of a dozen eggs in the
future?
(F2F3)

(174) Do you have any idea what is sustainable in terms of business?
(F2F4)

(175) Do you have any idea why businesses are turning to a more
sustainable point of view today?

(F2F4)
(176) Why do you think football is an art form?

(F2F5)
(177) Would you think photographs are an art form?

(F2F5)
(178) Do you know what fine art is?

(F2F5)

(179) What do you think alternative means when it is used in phrases
such as alternative fuel or alternative music?

(F2F6)

Rhetorical Questions
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Rhetorical questions are defined as “questions to which no answer is expected and are
meant to make the audience think and reflect on something” (Dafouz-Milne, &
Sanchez-Garcia, 2013, p.134). As revealed by several studies into metadiscourse,
rhetorical questions are attributed to have two important roles in academic lectures as
discourse structuring and engaging the audience (Khan & Aguilar, 2023). They are
assumed to be more effective in lecture comprehension than “micro monosyllabic
markers (e.g.,, SO, 0k, right [italics original])” due to their salience in content bearing
like other “macro-organizing phrases that signal topic shift (e.g.,, let’s start topic
number 4, let’s take a peek at these slides [italics original])” (Khan & Aguilar, 2023,
p.16). Therefore, in the present study the rhetorical questions operating as tools for
announcing topic were not annotated as question, but labelled as topic announcement
as in the following examples. Except for these cases, questions used for micro-level
purposes, as in Example (180), were considered as examples for rhetorical questions.

(180) Rhetorical Questions

Okay, have you heard “Kd6y Enstitiileri”. Yes, it was one of er one of the
altertative educations uh in world uh education history. But especially
for our culture and for our history uh it is a cornerstone and cornerstone
yeah cornerstone education because — I I have some notes about
education <T SEARCHES FOR HER NOTES IN HER BAG> but where
is my — Okay I forgot my phone there. Yes er let me write, let me write.
Probably you you all have heard about Village Institute <I SEARCHES
ABOUT THE TOPIC ON THE INTERNET> (..) Yeah as you see um they
were a group of rural schools — rural. So they are all in in villages, not
in cities towns. Uh in Turkey and founded in accordance with a project
by Hasan Ali Yiicel, who was the minister of education at the time. So
have you heard this? This is an education model um and it worked
really good for some time. How many years? Uh starting uh with late
30s like 37, 38 and longing a nearly 10 years active lifelong. Okay. Let
me write that as a good example for alternative education <T GRABS A
MARKER AND GOES TO THE BOARD TO WRITE THE TERM ON IT>
Why alternative? You search for the details, please.
(F2F6)

In addition to instructional questioning, using directives was identified in the form or
ordering (Examples 181-182), requesting (Examples 183-184) and mitigated

directives (Examples 185-186). Some examples for these usages can be found below:

121



(181) Have alook at it and tell me (F2F11)

(182) Tell me about your ideas, guys. (On2)
(183) Could you please put it again? (F2F14)
(184) Can we make it clear? (F2F14)
(185) Maybe you can tell me. (F2F12)

(186) Let’s answer the questions. (F2F8)

Eliciting action responses

EAP teachers asked their students to perform certain acts other than verbal ones as part
of the activities or tasks required from them. This emerging function was classified
partly based on Hyland’s (2021) characterization of the engagement in 3-minute-
theses presentations. These presentations are made within an annual competition that
“challenges students to squeeze their research into a 3-minute speech without the
assistance of visual aids and in a form that can be understood by an intelligent audience
with no background in the research area” (Hyland & Zou, 2022, p.22). This challenge
requires speakers to make use of audience engagement strategies. One of these
strategies is directives, which are reported to be enacted as asking the hearer to execute
textual acts (e.g., Look at slide X), physical acts (e.g., Stand up!), and cognitive acts
(e.g., Consider this!) (Hyland, 2002). In addition to eliciting these types of acts, in the
present study, eliciting digital acts, and eliciting other acts also emerged. Some
examples for the subtypes of eliciting action response can be found in (187)-(196)

below:

(187) Yes, write it please, poor posture. (On8)

(188) Before we engage in reading, can you please take a look at Part
One?

(F2F1)

(189) Could you please put these three parts of a paragraph in the
correct o- in the right order?

(On5)
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(190) Think about this argumentative essay.

(Onl)

(191) Just try to remember your essays.
(On12)

(192) <STUDENT NAME>, please sit next to <STUDENT NAME>.

(Onl)
(193) Can you click on it and find me here, please? (On1)
(194) You are going to find a citation (Onl)
(195) So you finish your outlines. (On12)
(196) I want you to answer those five questions. (F2F12)

In (187)-(189), examples for eliciting textual act are provided. As can be seen from
these examples, learners are asked to take a look at a text, do something with the text,
or write a piece of text. In (190) and (191), we can see examples of eliciting cognitive
act how EAP teachers asked the students to do cognitive acts of thinking and
considering. Although both are in the form of imperatives, the former is bold-on-
record, while the latter is preceded by the mitigator ‘just’ to decrease the power
imposed by the teacher. In Example (192), a case for eliciting physical act is
illustrated. Example (193) represents an instance for how EAP teachers asked the
students to some actions on the digital environment, and such cases were annotated as
eliciting digital action, which emerged in the present study and is considered as a
contribution to the study of teacher discourse within the fields of online teaching and
technology-enhanced language learning. Some other kinds of eliciting action were

identified as eliciting other action, as in examples (194)-(196).

4.2.4.3.2. Commenting on Audience Behaviour

During EAP lessons teachers responded to audience behaviour in four main ways.

Firstly, they evaluated student responses. Secondly, they made efforts to maintain
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rapport. Thirdly, they attempted to maintain discipline. Finally, they responded to

learners’ questions.

Evaluating audience response

EAP teachers evaluated student responses with positive feedback, negative feedback,
and corrective feedback. They also confirmed comprehension of contributions by the

students.

Giving positive feedback to audience behaviour

One of the most prominent findings regarding “managing audience behaviour” and
“responding to audience behaviour” is that the frequency of the sub-type “giving
positive feedback on audience behaviour” was much higher than that of the sub-type

“giving negative feedback on audience behaviour”.

The statistical results of the UAM analyses indicated that EAP teachers, both in online
and F2F lessons, paid attention to keeping a positive atmosphere in the class and they
exerted plenty of effort to provide positive feedback (e.g., very good, perfect, right,
that’s right, cool, etc.) to the students whenever relevant no matter how small the
contribution was. This is a finding in line with the pedagogical principles that in-
service and pre-service teachers are usually prescribed to follow in their classrooms,
which prioritizes the use of a positive discourse in order to build a rapport in class for
a safe learning atmosphere and downgrade the use of direct negative feedback. Some

examples from both modes of instruction can be seen in (197)-(201) below:

(197) Pollution, okay. Very good. (F2F9)

(198) Okay. Uh-huh, thank you. Yes three? (F2F10)
(199) Exactly, exactly. You are right. (F2F12)
(200) Yes, definitely. (On12)
(201) Your explanation, your reasons are quite right. (On13)
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Giving positive feedback to audience behaviour took place individually or
collectively. Most of the cases concern giving positive feedback to individual students.
This is important since it indicates that EAP teachers showed substantial care for
motivating students to be able to engage them in the lessons as much as possible.
However, there were also cases when the teachers provided positive feedback to all

the participating students at the end of activities.

Giving negative feedback to audience behaviour

Although there were cases in which EAP teachers directly rejected or disagreed a
student’s answer by saying ‘no’, some teachers preferred more indirect or implicit
ways to give negative feedback, such as ‘negotiation moves’ (Oliver, 1995). In online
teaching during ERT, in the context of the present study, teachers had substantial
difficulty in enabling students participate actively in the lessons. As a consequence,
they used less intimidating language to engage their students as in Examples (202)-

(204) below:

(202) Why do you think so? Okay we said this: good. But I think you

are uh missing something.
(Onb)

(203) About the first one, compensation? Erm, not ex-, not really.

(Onl1)

(204) So what's the problem? Okay, you’re not telling me. (F2F14)

These examples illustrate that teacher provided a negative feedback; however, he
avoided saying ‘no’ directly and preferred to mitigate by saying ‘I think you are
missing something’, ‘not really’, and ‘you’re not telling me’. By doing so, teachers

endeavour to avoid causing negative feelings and frustration on the part of the students.
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Maintaining Discipline

Despite not being predominantly, EAP teachers employed several strategies to
maintain discipline in their online and F2F classes. One of these strategies was use of
L1. Example (205) below illustrates how a teacher used Turkish L1 in order to make
a difference in the participation and contribution of some students.

(205) Maintaining discipline in L1

T: Ah, that one is going well. (...) <STUDENT NAME1>, <STUDENT
NAME2> ask olsun. Siz de D ile gecersiniz insallah.
S: Hocam atiyorum ben gimdi.
T: Tamam, geri aldim tamam. <LAUGHS> As I say, it doesn’t have to
be so long or perfect.

(Onle6)

In Example (205), the teacher gives positive feedback to a student’s activity/task
performance, but immediately she realizes that another student is not on task and she
exclaims “<STUDENT NAME> Ask olsun! (Eng. Horsefeathers to you then!)”.
Shortly after this, she wishes him ill, saying <Siz de D ile gegersiniz insallah!> (Eng.
You pass the course with D, God willing.). The ‘cursed’ student defends himself. Other
strategies of the teachers to maintain discipline in class was irony, warning, reminders,

criticisms, and saying ‘please’ with a higher intonation.

Responding to an audience question

In online lessons, the teacher is obliged to react to student responses and questions in
different modes, 1i.e. spoken verbal responses/questions, written verbal
responses/questions in the chat, visual responses in the chat or digital meeting platform
(e.g., emojis). However, this creates an additional load to the mental capacity of the
teachers and it is reflected in the fragmented utterances containing pauses and
hesitation markers in their speeches. In Excerpt 206 below, we can see that, in an
online lesson, the teacher is attempting to respond to both the verbal questions of the
students and simultaneously reacting to contributions of the students on a digital tool
either by reading them, figuring out the meaning attempted by the student, and giving

feedback to these contributions.

(206) Managing a brainstorming activity on Google Docs

T:  Hyphens, eh, yeah. You can (..) write a new item below. As a new
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item. (...) Hm-hm <REACTING TO AN ANSWER ON THE GOOGLE
DOC>, stress management. Okay, interesting. Hm-hm. Would you like
to explain, <STUDENT NAME1>, why (...) stress (.) management comes
to your mind (..) when we say exams, tests? (...)

S2: Sorry, ma'm, (..) Ee, can I say?
T: Yes, <STUDENT NAME2>? Hm-hm?

S2:  I'm thinking an, er:, write something my, but not like self-
improvement, just one phrase like an opinion, how to be evaluate and
measure to success of students.

T: Okay okay. Write it, please, type it. Very good.
S2: Just like a paragraph? Not-

T: Uh, wait for the long paragraphs. I'll give you (..) time (..) to write
your opinions and your paragraphs. But right now, (..) justjot down (...)
the phrases, keywords (...)

S2:  Maybe: can I say, er, the social the social skills have has to be
measured or something?

T:  Yeah. Go for it.
S1: Did you (..) ask something for me?

T: No. no. (..) Okay, more keywords are coming. Social skills, we
haven’t changed to question our information. Er, huh. You have a
chance. I think these two words are often confused it’s fine to if you have
a chance to question your information if you can say I've a chance to
question your learning to what extent have you learned or not. You can
measure rather than guestion, you can say measure your learning. Uh-
huh, but question is also a good word but not the best word for this
context. Like Socratic questioning, that’s more philosophical. So, but
measure is more appropriate. Okay?

(...) Good. Permanent knowledge. Hm, so, er, would you like say you
can try to remember what you know and it can improve that skill (..) or
remembering, your memory, maybe.

Okay. Good. Express Yourself. Hm-hm. You have very nice ideas. What
about the others? Because I can see there are three people who have
joined the Google Documents. I know <STUDENT NAME 3> has some
technical problems. (...) But I hope he can solve the issue, er, as soon as
possible.

Okay everyone. Good. If you don’t have any other keywords to write,
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oh one is coming. <ONE MORE ANSWER IS TYPED ON THE GOOGLE
DOC>

Cap-capable. Capable of, hm-hm, arguing. (.....) Capable (..) of arguing?
Would you like to explain what you mean (..) by that?

S2: Eh, it’s, I think, eh, lost skill (..) of many people. They are pressure
and (..) just manipulate, eh, just want manipulate other peoples. And
they are not capable of arguing. Just they are fighting. And our nation,
er, suffer from this problem. And I think this has to be testing and
evaluating. This children can arguing and discussing or just fighting or
something.

(On14)

4.2.4.3.3. Checking in

This type of metadiscourse function is deployed by the EAP teachers to monitor and
make instant decisions to find contingency solutions for the problems related to the
performances of the students in the activities or tasks they are involved in. Some

examples can be seen in (207)-(212) below:

(207) So right now, are you ready a little bit? (Onl)
(208) Do you need extra time or have you all finished? (Onl5)
(209) How is it going? (Onle6)
(210) Have you finished reading? (F2F2)

(211) Actually, you can start doing three if you have finished? (F2F7)

(212) Shall we check or not? (F2F12)

4.2.4.4. Anticipating Audience’s Response

The EAP teachers are likely to be deploying the metadiscourse function “anticipating

the audience response” particularly when they feel they are saying something familiar
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for the students and thus could be received as boring, time-consuming, repetitive. By
so doing, they could be targeting to acknowledge their proficiency, competency or

knowledge. Some examples can be seen in (213)-(218).

(213) Okay, this is something we already know. (On2)

(214) Normally, I would give you ten minutes to read them all and
answer the questions but it is too long so let’s move on with chapter
by chapter. (Onl5)

(215) Okay, today we’re going to work on how to construct a body
section. Let’s have a look at. Er you're familiar with writing essays.

(On17)
(216) But this is kind of a hard sentence to understand. (F2F5)
(217) Probably you all have heard about Village Institute. (F2F6)

(218) If you hawve difficulty here, you can look at these sentences.
(F2F9)

4.2.4.5. Managing the Message

In both online and F2F lessons, EAP teachers highlighted the importance of certain
information they gave or some points in the instructions that required special attention
of the students. Nevertheless, in online lessons EAP teachers used more phraseologies
pertaining to managing the message, which constituted 5,6 % of the total
metadiscourse usage in teacher discourse in online education, whereas it was 2,3 % in
F2F mode of teaching. In both modes of instruction, four core phraseologies seemed
to be common. These most widely exploited lexico-grammatical patterns were as in

the following:

1. This/That/It/X is (very/really/highly/quite) important /of (great) importance.
2. Be careful that/about ...

3. You should not / Don’t/ Do not forget that / about ...

4. Remember / Keep in mind X/that ...
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Concerning the first pattern, which can be termed as ‘relevance adjective’ according
to Deroey and Taverniers (2012), 45 cases out of 91 were observed in online teaching,
whereas 25 cases out of 42 in F2F teaching. As can be seen in Examples (219)-(221)
below, most of these usages contained an intensifier or pre-modification such as very,
highly, really, and quite. Besides, as in Example 220, the teacher reviews or retrieves
(e.g. by saying “as I said before”) that the importance of the subject in question was

addressed earlier.

(219) Yeah, your message is highly important. (Onl)

(220) But at least one in each paragraph, er you need to include er one
citation. <I READS A NOTE FROM THE COURSE BOOK> “Remember
not to begin or end a paragraph without commenting on it.” This is, as
I said before, something quite important. (On12)

(221) Font size fourteen and in bold. That’s really important. (On17)

As for the second most commonly used pattern of managing the message, EAP
teachers utilized phraseologies with the expression “Be careful” far more frequently
in online lessons (N=24 cases out of 91), than in F2F lessons (N=6 out of 42). The
main combinations of lexical grammar in this category are as in the following:

- Be careful that Subject + Verb + Complement

- Be careful with X

- S0 be careful (about/with that/it).

- But be careful

- You should/need to/have to be careful about ...

- What you need to be careful (about) here is that ...

Examples for these combinations can be found below (222-227):

(222) Yes, while including information, including citations in your
report, in your paragraphs, be careful that your work, your report is
not a patchwork. (On12)

(223) So there is a very good harmony in your research report. And here
you can see and be careful with the er format of it. (On17)
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(224) You're only allowed to use your own booklets. So be careful with
it. (F2F11)

(225) No I don’t think standardized tests are fair, yeah. Yes er so you
have to decide which you'll take. But be careful — do we have to talk
about some countries?

(226) So you can use some of these words as a verb and also as a noun,
so you should be careful with that. (F2F3)

(227) So what you need to be careful here is that what is the most
important difference between them is our heading, major heading
written in capital letters.

Another core phraseology regarding managing the message was ‘Don’t/ Do not forget
that / about ...", but there were several variations such as “You/ We should not forget
that ...” and “What you should not forget is that ...” The phraseologies containing the
verb ‘forget’ were observed in online lessons more in online lessons (N=21) in
comparison with F2F lessons (N=1). Examples (228-231) illustrate some usages of

this kind of managing the message.

(228) And but you know that we are going to make this paragraph
indentation as well. Don’t forget about it.
(On2)

(229) So the writer integra- integrated the citation well enough. And

don’t forget that there is an introduction part, the writer explains

what’s going on, then gives the citation here and then the comment.
(Onb)

(230) What you shouldn’t forget here is that um every subtitle and title
should be supported with a citation.

(On4)
(231) And of course, by the way, I would like to remind, yes (..) your

deadline- the deadline of your IT is very close, huh? Yes, don’t forget it.
(F2F10)

The final most common phraseology that EAP teachers utilized for managing the

131



message was ‘Remember / Keep in mind X/that ...” Again this phraseology was more
frequently employed in online lessons (N=9) as compared to F2F lessons (N=1). Some

examples can be found below (232-234):

(232) So actually we will remember our thesis statement, okay, all the
time, we already mentioned this one before, right? (On1)

(233) Okay, so I am going to give you 10 minutes to finish your outlines.
Remember, except for the topic sentence, it has to be a sentence, you
don’t need to write long sentences or examples. (On14)

(234) Next up we will continue with the er, reading article on page one
hundred thirty-three. I will give you five minutes to read it because it
is really short. And try to understand the general meaning of the article
because I'll ask you two questions. The first one is relatively easy, I
mean, when you're reading maybe you can try to figure out “Who has
the most expensive photograph sold in two thousand eighteen or up
until two thousand eighteen?” And then maybe you can try to identify
er “Which aspects influence er the photographers while taking the
photograph?” I mean “Which aspects influence photograph taking?”
And of course, er then we will move on to main idea part. So, keep that
in mind as well. (F2F5)

In addition to these most commonly deployed core patterns of marking importance,
EAP teachers utilized more personalized wordings which include the use of idioms
(Example 235), hedging (in Example 236), adding a confirmation check or
comprehension check (Example 237), and emphasizing the importance of a student
contribution (Example 238), and the use of alternative lexis to highlight importance

and attention gathering (Example 239-240).

(235) When we just remember how many major types of citation
techniques? <A STUDENT REPLIES "THREE’> Three. What were they?
<85S REPLY> Okay, in-text citation and end-of-text citation. Okay we
put it in our pocket. What - <A STUDENT SPEAKS> Huh. Parenthetical

and signal, okay. When we do in-text citation, we do parenthetical and
signal citation format.

(F2F11)

(236) So out of what you have said altogether two professors er then I
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think something like, you know, then I have my thesis statement, I
guess this is important again as always, okay, because I need to follow
this thesis statement throughout my body section as well.

(Onl)
(237) Please do not forget about it, alright? (Onl)
(238) <STUDENT NAME> said something very important. (Onl)

(239) So, ready? It’s a big day today, the big part of the report we're
going to work on. So, have you watched the video ten on Moodle?

(On17)

(240) You said create. Right? Create, okay. So that’s critical. And also

there’s something else. You create what?
In Example (235), the teacher uses the idiom ‘putting it in our pocket’, which seems
to bear L1 transfer from Turkish since it is usually used especially when teaching
young learners, the concept of carrying over a number in during the operation of
addition in mathematics. She uses this idiom in order to imply that the reply “In-text
citation and end-of-text citation” is important and needs to be kept in mind, yet she is
looking for something else. We see that this marking was relevant as, in the end, she
integrates ‘in-text citation’, one part of the students’ answer, in her explanation
regarding parenthetical and signal citation format, which was the reason for putting it
pocket or keeping in mind. As for Example (236) the teacher seems to use ‘I guess’ so
as to soften her commitment to the message (Brown & Levinson, 1987); as such, the
teacher decreases the power caused by the authority enacted by marking importance.
Another point worthy of noting is that the phraseologies of managing he message were
sometimes followed by a comprehension check such as “Okay?” and “Alright?” as can
be seen in Example (237). The teacher uses these checks to make sure that the students
pay attention to and understand the importance marked. Finally, as can be seen in
Example (238), the teacher emphasized the importance of a student contribution,
which indicates another example of other-initiated case of metadiscourse, i.e. other-
initiated managing the message. Finally, teachers deployed several items of alternative

lexis as seen in Examples (239)-(240).
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To sum up, in both modes of teaching, EAP teachers preferred to highlight the
importance of a topic by using own varied forms of the four core lexico-grammatical
patterns and their personalized ways of emphasizing importance. On the other hand,
in online teaching, they seemed to be more concerned with ensuring that learners
grasped the importance of the subject under the spot light. This may be pertinent to
assessment issues in the courses taught online. Given that most of these lessons were
related to research report writing and the points emphasized concerned certain aspects
of report writing that were commonly overlooked by the students, the teachers might

have wished to attract additional attention to these points.

4.2.4.6. Imagining Scenarios

Imagining scenarios is one of common metadiscourse functions used by EAP teachers
in both F2F and online lessons. It can also be regarded as a common teaching strategy
because it helps teachers to enable the students to visualize alternative situations in the

real world. Some examples are illustrated in Excerpts 241-242:

(241) Explaining the function of introduction through a metaphor

T: Let’s imagine like this, in the intro you're just a baby in the report. I
don’t know who you are, I don’t know what your evidence is, so you
just tell me something and I'm like okay, but in the conclusion, I have
read the whole report. I have seen your evidence, data, your body parts,
so now in the conclusion your language should be more clear, strong,
and precise because you're not a baby anymore in your idea, in your
discussion. You're stronger. You can say, depending on what I have
told you, because you have told me for ten pages, you have given me
something. So, conclusion is stronger.

(On16)

(242) Helping students imagine a situation about customer services

T: This is more like, let’s say, you did everything, right, but you had a
problem with a certain product and you return it to er the company.
And they give you something, er to make it up for.

(On11)
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4.2.4.7. Labelling Author Persona

The EAP teachers sometimes used several descriptions to project some of their
temporary or permanent personal qualities in cases of making mistakes, their general
attitudes or teaching-related habits, emotional reaction toward student contributions or

behaviours. Some examples (243-246) are illustrated below:

(243) This is my, you know, reaction, weird one. (Onl)

(244) Do you have any questions, by the way? I may forget to ask.
(On13)
(245) Sen <NAME>i mi kullaniyorsun? On ikinci hafta oldu hala
isimleri 6greniyorum.
(F2F1)

(246) Okay, thank you <NAME>. I'm sorry again. I am confused today.
(F2F10)

4.2.4.8. Building Rapport with Audience

This function could exist independently of other functions, i.e. the teacher can make a
remark like complimenting or making a joke or just performing a speech act playfully
primarily in order to build rapport with the students and create a positive learning
atmosphere for them. Although another subtype, namely maintaining rapport, has
been identified within the subfunction commenting on audience behaviour, the
subfunction building rapport with audience is different from the subtype maintaining
rapport in terms of its initiation. To clarify, when the teacher uses maintaining
rapport, they do it as they comment on student behaviour and the teacher refers to this
aspect of student behaviour in a more friendly, humorous, playful, and caring way.
(e.g., ‘<T COMMENTS ON THE SILENCE OF A STUDENT> <NAME> Oru¢ mu
vurdu basina? (On6)’ or ‘<T COMMENTS ON THAT A STUDENT GIVES
CORRECT RESPONSES TO ALL QUESTIONS SHE ASKS> You don’t need to
take the quiz. You are all done. Yes, you may leave. (F2F11)> On the other hand,
building rapport with audience is used in situations when the teacher wants to motivate

the students to actively participate in the lesson or to show their respect for them. (e.g.,
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‘<T READS AN INSTRUCTION FOR AN ACTIVITY> Okay so I trust you again
even if this is longer (On1)’ or <T TRIES TO FIX A TECHNICAL PROBLEM> [ am

very sorry for the inconvenience (On3).

4.2.4.9. Managing Situation

This sub-function of metadiscourse was identified in the dataset of the current study
taking into account Mauranen’s (2023) conceptualization of metadiscourse. According
to this conceptualization, which is based on her study analysing and comparing the
spoken and digital use of metadiscourse, she considers metadiscourse as fulfilling two
main functions, namely managing discourse and managing situation. While managing
discourse is viewed to be functioning with linguistic references to the self-generated
(“egocentric”’) and other-generated (“altercentric”) discourse retrospectively
(“retrieving”) and prospectively (“orienting”) (Mauranen, 2023). Mauranen explains
the operative features of managing situation referring to the conference question-and-
answer sessions, where a moderator or chair manages how and when turns are
distributed and the real-time flow of the discussions. Given these kinds of
responsibilities of a chair and moderator, an EAP teacher fulfils similar tasks in the
classroom. Therefore, an EAP teacher’s management of how the mutually-built
discourse is organized and linguistic and interpersonal factors affecting this discourse
was analysed and the subtypes ‘managing channel’, ‘managing audience engagement’,
‘managing time’, ‘real-time reporting’, managing transitions, and ‘self-questioning’
emerged. Some phraseologies could not be categories and they were left unidentified
and annotated as ‘other unnamed regulative discourse’. Some examples for managing

situation and its subtypes can be found in (247)-(262) below:

Managing channel

(247) Can you hear me guys? (On1)
(248) Any problems about Padlet? (On2)
(249) <STUDENT NAME> are you here? (On13)
(250) Are you numbers clear? (On14)
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(251) Is it readable? (On15)

(252) Are we back? (On16)
(253) It is barely visible? (F2F1)
(254) Let me project the paragraph? (F2F1)
(255) Do you have the text, do you have the book? (F2E8)

Managing audience engagement

(256) What about other silent professors (On1)
(257) Anybody else? (Onl)
(258) Can you help me guys? (Onl)
(259) Do you agree with <NAME>? (On2)
(260) How about the others? (Ond)
(261) What about you? (Onb)

(262) Yes, do you want to add anything <STUDENT NAME>?

(F2F1)
(263) Okay uh then <STUDENT NAME>. (F2F4)
(264) Any opinions? (F2F5)
(265) Any other addition? (F2F7)
(266) Any other ideas? (F2F7)
(267) Do you have any idea? (F2F9)
(268) <STUDENT NAME>? (F2F10)
(269) Do you all agree, my dear friends? (F2F10)
Managing time
(270) Er I'm going to give you about ten minutes. (On14)
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(271) Okay, time’s up but do you need extra time to read? (On15)

(272) Okay your time has started. (F2F2)
(273) I'll give you five minutes again. (F2E3)
(274) You have one more minute. (F2F7)

Real-time reporting

(275 <STUDENT NAME> is connecting right now.

(Onl)
(276) I'm waiting for an answer, yeah. <T LITERALLY SPARES TIME
FOR STUDENTS PREPARE>

(On1)

(277) Okay, professor <STUDENT NAME> answered the question
immediately. <T REPORTS THAT A STUDENT RESPONDED ON THE
CHAT>

(On2)

(278) Okay, I can see there are three people who have joined the Google
Documents. <T REPORTS THAT SOME STUDENTS JOINED THE
GOOGLE DOC ACTIVITY>

(On14)
(279) You are viewing my screen right now. (On17)
(280) <STUDENT NAME-> is not in class any more. (F2F4)
(281) I'll give you five minutes again. (F2F3)
(282) You have one more minute. (F2E7)
(283) I am waiting for the exact number for it. (F2F11)
Managing transitions
(284) <T STOPS SCREEN SHARING FOR AN ACTIVITY> Let
me share the course book again on my screen.

(On11)
(285) Now, (..) now, our next step is-. Okay let’s see. (On14)
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(286) What does it mean? Let’s see it together. (On15)

(287) Let’s see if you can find them. (F2F1)
(288) Let’s give a fifteen-minute break and then continue. (F2F4)
Self-questioning

(289) Why did it happen that way? (Onl4)

(290) I'm going to share it in a minute. Er it’s quite short. Where is it?
(On12)

(291) Let’s see the original version. Where is that? (On16)

(292) We will watch the video and find the answers. Where is the

play?
(F2F9)

Other unnamed regulative discourse

(293) And er you may want to prepare for that paragraph during the
break, if you like.
(On12)

(294) Ijust cleaned them. Would you like them back? <T CLEANS HER
NOTES ON THE WHITEBOARD OF ZOOM BUT LATER REALIZES
THAT SOME STUDENTS MIGHT WISH TO GET THE NOTES>

(Onle6)
(295) Let’s highlight the answer. (On8)
(296) Where is my attendance sheet? (F2F1)

(297) Kapatalim sunu. <T FEELS COLD AND HEADS TO THE

WINDOW TO CLOSE IT> (F2F2)
(298) Has everyone signed? (F2E3)
(299) Please sign. (F2F6)
(300) Ikinci iiniteden sorumlu olacaksiniz. (F2Fe6)
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4.3. Comparison of Metadiscourse in Online and F2F Lessons

In this section the major similarities and differences between online and face-to-face

lessons in terms of EAP teachers’ use of metadiscourse functions will be explained.

4.3.1. Similarities Between Online and F2F Lessons

A closer look at the similarities between online and F2F lessons reveals the following:
1. Frequencies of metadiscourse functions are distributed across online and F2F
lessons in similar proportions. In other words, what is frequent/infrequent in one mode
is also frequent/infrequent in the other mode. To be more specific, audience
orientation and topics and information flow were the categories used by EAP teachers
more frequently, whereas comments on discourse and words and their meaning were

the ones that were infrequent in both modes of teaching.

2. The metadiscursive category ‘Audience orientation’ was utilized by EAP teachers
the most frequently, which reveals that the dialogic an interactive nature of EAP
lessons compelled teachers to deploy functions pertaining to this category more
frequently than those in the other categories. As mentioned earlier, interactivity is an
indispensable aspect of language lessons and teachers endeavour to both orient and
engage the students in most of the time allocated for their lessons. Besides, they
conventionally make little use of monologic discourses in their lessons. Unveiled by
several studies, monologic genres are usually characterized by the prominence of
functions concerning managing topic (Adel, 2023) or structuring of the discourse (Lee
& Subtirelu, 2015); however, in the current study, managing audience behaviour is

distinctly more prominent, standing out as a fundamental feature for a dialogic genre.

3. In terms of audience orientation, the frequencies of the functions managing
comprehension/ channel, anticipating audience behaviour, labelling author persona
and managing situation were not significantly different. To put simply, these
functions, regardless of their subfunctions, were employed by EAP teachers in similar
quantities in both modes. In this respect, it can be argued that, overall, teachers tried

to secure a seamless communication, show their recognition for the opinions of the

140



students, create a humble image, and ensure an orderly execution of the interactions

during activities.

3. Although there was a significant discrepancy in the frequencies of the function
managing audience behaviour, some of its subfunctions demonstrated similarity.
These subfunctions are display questions, rhetorical questions, giving positive
feedback, giving negative feedback, giving corrective feedback, responding to
audience question, using humour and playfulness, and responding to audience
question. Thus, taking the distribution of these subfunctions into account, EAP
teachers utilized display questions in order to achieve lessons aims and engage
students, praised them substantially, avoided giving negative feedback, and tried to

maintain a positive atmosphere.

4. The subfunctions managing channel, self-questioning and other unnamed regulative
discourse within the function managing situation were also employed with a
comparable frequency in both modes, which suggests a concern for proper

management of real-time communicative and interactional issues in the lessons.

5. Regarding topics and information flow, in both modes, teachers resorted to
managing topic and managing phorics substantially because the direction of the
students toward upcoming topics and activities and focusing their attention on the
points required in the real-time flow of the lessons were pivotal for the effectiveness
of the lessons. Managing phorics was the most frequent in this category in both online
and F2F lessons. Within the function managing topic, unlike announcing topic, the
subfunction concluding topic was one of the functions which were not widespread in
either of the instructional modes. This shows that although EAP teachers paid attention
to the beginning of the topics/activities, they did not prefer overt conclusions for the
topics or activities, and they seem to have used other ways of signalling that a topic
was concluded, such as discourse markers. Furthermore, emerging functional
subtypes, such as marking shift in topic/activity, announcing sub-topic, adding to topic
and initiating topic also exhibited similarity; that is, they were identified in both
datasets, despite diversity in the number of cases. Moreover, marking asides and

marking interruption in flow were only occasionally used in both modes. Therefore, it
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can be asserted that the navigation between topics and activities in EAP lessons,

regardless of whether online or in-person, suggested uniformity.

6. As for comments on discourse, there was almost a total correspondence in the use
of metadiscourse functions in both online and F2F lessons. Labelling speech act and
exemplifying were the functions with a greater frequency than the other functions,
which indicate a strategic choice of EAP teachers in the elaboration of their
explanations and in aiding student orientation concerning what is going on in the
lesson. Labelling discourse and preliminary announcing speech act were exploited in
a few occasions, which may unveil a personal preference of some teachers. On the
other hand, contextualizing and commenting on genre were not used at all, which
seems to be genre-related as, conventionally, EAP teachers need not make
explanations regarding how they planned their lessons or what an EAP lesson looks

like. Thus, they can be assumed irrelevant for the context.

7. Words and their meaning was the aspect EAP teachers appeared the least concerned
about in their classroom discourse and it was deployed with the smallest frequency
This may be interrelated with the generic characteristics of EAP lessons in that they
are not monologic and teacher-centred. To put in other words, EAP teachers, do not
tend to repair, manage terminology, clarify, reformulate in the way lecturers or
presenters do, as identified by Adel (2010, 2023). Lecturers and presenters typically
convey information to their audience and their speech is usually filled with technical
terms or unfamiliar concepts for the audience, which entail the speaker’s conscious
efforts to make their meanings explicit for the audience (Flowerdew & Miller, 1996;
Zhou, 2005). The main focus of EAP lessons is improving the academic and language
skills of the students and enabling their language socialization into the university’s
academic context rather than teaching them formal properties of the language
(Bankier, 2022; de Chazal, 2014; Duff, 2010). Therefore, a special focus on explaining
word meanings every now and then is not a common scene in EAP lessons, but
eliciting word meanings, explanations or elaborations with questions is a more

widespread phenomenon.

In terms of the corresponding qualitative aspects, the following findings can be

142



mentioned:

1. EAP teachers seem to have made use of similar phraseologies in terms for words

and their meaning, topics and information flow and comments on discourse.

2. When they wanted to comment on words and their meaning and discourse units,
they did so with reference to self-initiated, other initiated, or jointly-constructed
contributions. This can also be recognized as a feature of the dialogic genres, which

accommodate interaction abundantly (e.g. Resnik, 2017).

3. Teachers took into account the importance of keeping a good rapport with the
students and creating a positive teaching-learning environment. They generally

avoided negativity and direct orders.

4. They prioritised the strategies of eliciting learners’ response during the conduction
of activities, which allowed for two affordances: engaging the students via interactions

and achieving instructional goals.

5. Furthermore, the multidimensional nature of the lessons brings about an
unforeseeable realisation of the metadiscourse functions, which can be termed as
‘intertwinement’. In other words, whenever an issue rises in the lesson, the teacher has
to address it, thereby derailing the course of predetermined agenda. For instance, when
no student responds to a question, the teacher may need to delay the start of the next
activity and prefer to recapitulate the relevant content so as to make it clearer for them.
It is also an option for the teacher to reformulate or clarify the question or the key
words in the question. Alternatively, or in addition, the teacher may prefer to scaffold
the original question. Thus, it can be claimed that, although there can be density of
certain functions at specific stages/phases of the lessons, they are likely to occur

anywhere in teachers’ classroom discourse.

6. Instruction-giving can be considered an aspect of the EAP lessons that entails
profound efforts of the teacher to be successfully executed. The covering of all the

requirements to do a task or activity in the instructions may not be straightforward in

143



that there are many details in the instruction and students may have instant or urgent

needs to attend to.

7. Some phraseologies bear more than one metadiscursive function, which can be

interpreted as multifunctionality of certain language patterns.

8. Interpersonal projection, purposeful use of L1 and personal preferences are
identified as some of the major features of EAP lessons that are deployed in online and

F2F modes.

4.3.2. Differences Between Online and F2F Lessons

The current study showed several differences in the metadiscourse use between online

lessons and F2F EAP lessons, which are summarized as follows:

1. One of the main differences is that the category ‘Audience orientation’ was more
prevalent in F2F lessons. The main reason for this was that the function ‘managing
audience behaviour’ was employed in F2F lessons more pervasively, compared to
online lessons. Nevertheless, four functions (acknowledging the audience, managing
the message, imaging scenarios and building rapport with audience were found
significantly more in online lessons. This can be regarded as although, in online
lessons, EAP teachers prioritised ensuring a positive communication with the students
and successful delivery of their messages, their physical distance might have created
some kind of barrier for managing their verbal and action responses, as explained
above. On the contrary, having more students in a shared physical space might have

facilitated the teachers’ job to get into direct communication with them.

2. The category ‘Topics and information flow’ was utilized more frequently in online
lessons, which may indicate that teachers put a greater deal of effort into structuring
topics and activities and channelling the flow information. However, the comparison
of functions revealed that managing topic was used more prevailingly in F2F teaching,
while managing phorics was predominant in online mode. While announcing subtopic

was more frequent in F2F lessons, marking topic/activity shift and concluding topic
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was predominant in online mode. As mentioned earlier, the greater frequency of
announcing subtopic in F2F lessons may have a connection to the fact that F2F lessons
were mostly focusing on pre- and while- reading exercises, consisting of a number of
items studied one by one. However, it appears that differently from F2F lessons, in
online lessons, the boundaries between activities were taken more seriously by the
teachers. The other subfunctions announcing topic, adding to topic, initiating

topic/activity, and concluding subtopic were similarly used.

3. The instructional modes differed in terms of the use of the function managing
audience behaviour, being more prevalent in F2F lessons. Having students in front of
them physically seems to influence EAP teachers’ ability to involve more intervention
into directing and evaluating their verbal responses. The main factor that had an impact
on this difference is the greater use of instructional questioning in F2F lessons.
Because of the mentioned reason, teachers seem to have asked more questions to the

students since they were available in the same physical space.

4. As for words and their meaning the greatest difference was in managing
terminology, indicating that in F2F lessons, teachers provided more definitions or
descriptions for words or expressions. This most probably resulted from the content of
the F2F lessons because they were mostly reading lessons and during the pre-reading

and while-reading stages, teachers provided or elicited word definitions.

5. In online lessons, drawing students’ attention to certain material turned out to be
more challenging because of being in physically distant spaces. This seems to have
influenced EAP teachers’ predominant use of endophoric marking and reviewing in
online lessons. This was enacted in density of the deictic markers ‘This’ and ‘here’

(See Appendix K and L).

6. Getting attention of the students and engaging them in online lessons seemed to be
a more challenging task for teachers. Online teaching comprised an increased use of
enumerating, endophoric marking and reviewing on teachers to attract the attention of

the learners. Therefore, these conditions led EAP teachers to take measures to manage
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the attention of their students and to navigate their lessons in different ways than they

do in F2F lessons.

7. Again, in online lessons, students were predictably asked to carry out digital actions
more frequently. That was inevitable in that because of the difficulty for having
students speak using their microphones, they were asked to engage in some digital or

web tools.

8. Previewing was more frequent in F2F lessons, pointing to the convention of
teachers’ announcing lesson or activity aims. Again, EAP teachers seem to have

applied one of the procedures of F2F lessons.

9. In F2F lessons, the predominance of eliciting other action, which accommodated
actions such as FIND, WRITE, READ, MATCH, HIGHLIGHT, PUT A
CHECK/TICK, INDICATE, GO ON, TRY, FINISH, EXCLUDE, TURN TO PAGE
X, and so on, reflected the dominant content of the lessons (i.e. mostly reading lessons)
and the affordances of F2F lessons and the lower level of the tasks cognitively
(Krathwohl, 2002). The number of activities/ in F2F lessons was higher than that of
the online lessons and the demands of these activities/tasks from students were more
frequent. Since teachers and students were in a shared space, it was more convenient
for the teachers ask them to do a variety of actions which cannot be classified into
physical, cognitive and textual action categories. Thus, eliciting other action seemed

to create a considerable discrepancy between online and F2F lessons.

4.4. Major Features of EAP Lessons

In the EAP lessons analysed in this study, five key characteristics seemed to be
prominent. The first feature that comes to the forefront in the overall landscape of the
metadiscourse deployment is that the functions are intertwined and they follow an
unforeseeable flow. Secondly, the teachers’ concern for audience engagement leads
them to carry out interpersonal projection, which is believed to elicit increased verbal

response from the students.
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4.4.1. Intertwinement of Metadiscourse Functions

In the transcriptions of the investigated lessons, it was observed that the
multidimensional (Huang et al., 2021) nature of EAP lessons is enacted in the rapid
change in the order and flow of the metadiscursive functions, which results in the
intertwinement of several functions. A close analysis of the unfolding of the
metadiscourse functions in the classroom interactions can provide a general overview
of the extent to which the teacher has made use of the linguistic resources to organize
the speech events at both lower and higher levels (e.g., lesson, activity, students’
participation, sequences and turns), to structure the discourse of their own and that of
the students, to ensure that communication is smooth, and to keep the pedagogic and
instructional goals on track. Excerpt 301 (from On1) below illustrates how the teacher
had to deal with students’ unresponsiveness when she wanted to check the

understanding of her instruction and showed her reaction to the situation.

(301) Instruction-checking for an online activity on Google Drive

Teacher Discourse of Instruction Metadiscourse Functions

1 .. So you just - you are going to (Eliciting action

2 work on your titles and i'm going to response)

3  seeif you have understood this

4  formatting properly.

5 Okay? (Checking audience
comprehension)

6  And that's why you can see your (Eliciting action

7 names in each file and you can start response)

8  dealing with your own formatting.

9 Do we have a deal? (..) (Checking audience
comprehension)

10 Isit understood? (Checking audience
comprehension)

11 Is the task easy to understand? (...) (Checking audience
comprehension)
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12 Yes, no? (Eliciting audience’s
responses)

13 Somebody, tell me something. (Eliciting verbal
responses)

14 Then I can repeat the information (....)
<TEACHER SUMMARIZES THE INSTRUCTION>

15 Is this understood guys? (..) (Checking audience
comprehension)

16 Somebody? (Eliciting audience’s
responses)

17 Yes-no, guys? (..) (Eliciting audience’s
responses)

18 Anybody? (..) (Eliciting audience’s
responses)

19 Oh my! (Responding to audience
behaviour - Maintaining
discipline

20 Can you hear me guys? (Checking audience
comprehension) -
Checking channel

21 Okay, some friends are here, but (Commenting on audience

22 nobody tells me something so I cannot behaviour - Maintaining

23 be sure if you are really here or not. discipline

(Onl)

In this case of instruction-giving illustrated in Example (301), the teacher first explains
what the students are going to do in the upcoming activity, and then she tries to check
the students’ understanding of the instruction, yet each time she makes such an attempt
(Lines 9-13), the students do not give any response. Then she decides to repeat the

instruction (Line 14) briefly in order to help the students understand it. After she
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summarizes the instruction, the teacher attempts to check the comprehension of the
students again; however, when she receives no response from them (Line 15), she
becomes obliged to seek for a response from the students (spoken through the
microphone or written on the chat verbally or visually e.g., emoji — thumbs up). Yet
her efforts seem to be in vain as she cannot get any reaction for a while. As a result,
she grows quite perplexed, and unsurprisingly, she cannot stop herself from
exclaiming “On my!”, and employs the metadiscourse function of maintaining
discipline embodied within commenting on audience behaviour, Following this step,
she continues to check whether her audience can hear her or not (Line 20). Again, the
students do not respond to the teacher’s question. Finally, she comments of this
uncooperative behaviour of the students and somewhat reproaches them (Lines 21-
24). This example provides a case for how teachers used different ways of managing

audience behaviour.

Another example case for such an intertwinement can be seen in Excerpt 302 below:

(302) Announcing a new activity and giving time for students to do it

T: <SCROLLS DOWN TO THE NEXT EXERCISE> Again right now “put
the following body chapter paragraphs in the right order.” <READS THE
INSTRUCTION) Here (.) <HIGHLIGHTS THE PREVIOUS
SENTENCES> you know we decided these sentences all right but here
we have something bigger, right, paragraphs in the right order, they say.
Okay so I trust you again even if this is longer. (..) Okay <STUDENT
NAME>¢im, I didn't understand what you have said. Can you help me?
Was it about the other one? (..) Huh, okay okay. so here take your time.
And I'm going to show you all of it maybe like that so that it can be more
helpful. ~ Sorry guys <SCROLLS DOWN AND MAKES
ARRANGEMENTS WITH THE WORD DOCUMENT TO CREATE A
BETTER LAYOUT> Scheduled time <READS OUT THE SUBHEADING
IN THE DOCUMENT> Hubh, okay I forgot something <GOES BACK TO
THE PREVIOUS ACTIVITY> Okay here <HIGHLIGHTS THE FIRST
ACTIVITY ALTOGETHER> guys actually we put the introduction part
in the right order right and they mentioned the sections, okay. Right now
we are dealing with the INSIDE, okay? So sorry I forgot to mention. All
right, right now I guess we can see everything all together or right now
more. <I MANAGES TO FIT ALL THE PARTS TO BE ORDERED INTO
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THE SCREEN SO THAT STUDENTS CAN SEE ALL OF THEM AT THE
SAME TIME>
(On2)

Like in Example (302), EAP teachers sometimes accomplished the task of announcing
the topic by simply reading out the titles, with no accompaniment of a discourse
marker or metadiscourse marker. In the example here, the teacher tries to show the rest
of the text or section that the students see on the screen and scrolls down the page and
makes arrangements with the font size or display percentage. Meanwhile, as something
technical goes wrong, she apologizes for that and then she reads the subheading
“Scheduled time” to announce the title of the text to be read. Yet suddenly she realizes
that she has forgotten something about the previous part and she scrolls up to get to
that part. As she highlights the part she wants to talk about, she says “Okay, here, guys
actually we put the introduction part in the right order and they mentioned the sections,
okay. Right now, we are dealing with the INSIDE, okay? So, sorry I forgot to
mention”. Upon making this remark, she then makes a transition to the issue of fitting
the whole text (introduction) into the screen by saying “All right, right now” and then

says “I guess we can see everything altogether or right now more”.

In these few seconds, the teacher is trying to manage multiple tasks or responsibilities.

First, she tries to signal that the topic/activity has changed; then, she tries to manage

the technicalities about the text visibility on the screen; next, as something goes wrong,

she tries to pay attention to rapport with the students and thus apologizes for that; and

then, she tries to clarify something that is likely to be confusing in the previous

instruction.

In the last case of clarifying something in the instruction written in the course book,
the teacher is exhibiting her sensitivity about the language use and makes an
intervention to prevent a misunderstanding on the part of the students once she realizes
the potential confusing matter. In other words, she shows her “teacher language

awareness” (TLA).

(303) So you think this is poor. <REFERRING TO PARAGRAPH’S
QUALITY> Alright. Let’s look at this one. Let me not give you er some
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time as you are the only one here. Just let me know whenever you are
finished.

(On13)

(304) It's almost er this is week seven and so please be careful with your
timing. Please don’t miss the deadline. Er please check it. Right, so let’s
begin what we’re going to do today.

(On14)
Another type of intertwinement regarding the metadiscourse functions in EAP lessons
was that they appeared sequentially with discourse markers (e.g., alright, right, so,
okay) and phorics markers (e.g., this one, here), enumerators (e.g., the next one, the

last one), and so on.

4.4.2. Interpersonal Projection

As Yang & Yin (2022) contend, teachers frequently employ interpersonal projection
when they ask questions, no matter they are display, closed or referential, open
questions. Although in casual talk interpersonal projection is considered to create
distance, it is likely to be functioning in reverse direction; that is, they can enhance
students’ willingness to communicate (WTC) and their “actual use of English to
communicate” (p. 7). The addition of interpersonal projection to teacher questions is
viewed as a way of raising students’ desire to verbalize their thoughts by inviting them
to give response from their perspective (Yang & Yin, 2022). In this respect, examples
(305)-(307) and excerpt (308) illustrate that the teacher is focusing on eliciting more

ideas.

(305) Okay, so do you think tests foster or encourage critical thinking?

(On14)
(306) So do you think we need to clean this sentence totally or we need
to maybe add something?

(Onle)
(307) So do you think this writer writes this text to show you that
recycling or reusing is better?

(F2F8)
(308) Interpersonal projection

T: Next word we have is “acknowledge”, “Although I do not think
Banksy has the right to paint on buildings without permission, I do
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acknowledge that his work is very imaginative.” Do you know who
Banksy is? He is a graffiti artist, so it maybe makes it easier to
understand the sentence. He's a graffiti artist and so does acknowledge
means agree and admit something is true or make a guess about
something?

(F2F5)

One of the reasons underlying the use of interpersonal projection in EAP or any
classroom teaching can be attributed to the fact that display questions are not accepted
as boosting much interaction as referential questions. For example, in a study
analysing six lectures, Morell (2004) found that the students provided higher number
of and longer responses in lectures which included higher number of referential
questions. Therefore, when display questions are changed into referential questions
by syntactical intervention, they are more likely to create a relatively higher
interactivity. For example, in Example (309), the teacher uses interpersonal projection
instead of the display question ‘Can we use a scientist’s idea?”’ assuming that the

students will share their ‘thoughts’.

(309) Perfect. You can give other people's opinions, perfect. (uses
gestures to emphasize the concept “others”) What else? <NAME>, do
you think we can use a scientist’s idea?

(On16)

On the other hand, the use of interpersonal projection can be automatic, rather than
planned. As emphasized by teacher educators, teachers are generally aware of the fact
that they need to tap into their students’ opinions and ideas in order to create a
foundation to build on the upcoming topics, activities or information. For this reason,
they often apply interpersonal projection, which is considered to be of great use in

classroom teaching.

4.4.3. Purposeful Use of L1

As can be seen from the above example, the teacher sometimes resorts to Turkish L1
for managing discourse and audience orientation. In this example, by saying “Bir sey

diyeyim mi?” (Eng. Shall I say something?), the teacher is performing a preliminary
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before saying “You are very supportive commenters, guys”. With the use of Turkish
and a preliminary, the teacher is likely to be aiming at attracting the students’ attention
to what she is planning to say. It could be considered an effective discourse act
pedagogically since the teacher wants to ensure that all the students can hear her praise
on their peer-feedback performance and that her efforts to build rapport with them are

not wasted.
(310) Eliciting students” comments of classmate’s written products

S: May I ask something?

T: Of course.

S: Is it okay to use something like near half of them succeeds to go

abroad? Should we give a reference for that?

S2: Maybe some is better for it, if we give our idea.

T: Yes, yes, yes, perfect comment. Bir sey diyeyim mi, you are very

supportive commenters, guys. Totally. How nearly half of them is like,

I would say, how do you know as a feedback? So you are trying to give

a detailed number. So many people may not afford, you can say.
(Onl6)

In Example (311) we can see another case of L1 use, which concerns a non-
instructional, i.e. regulative, situation and in such cases, teachers can be said to be

conveying the positivity they desire to express in a relatively rapid and clear way.

(311) Appreciating a student

T: Sorry for the bad colours of the theme, I mean, of the book. <AS T
CLIMBS ONTO THE STAGE, HE POINTS TO THE PROJECTED
PAGE AND SEEMINGLY HE ATTEMPTS TO FIND A WAY TO
IMPROVE THE DISPLAY QUALITY BUT CANNOT> It's not, it's
barely visible. Especially here, the third one <T POINTS TO THE
PART WHICH IS NOT EASILY SEEN. THEN T GOES BACK TO
WANDERING AROUND.>(...) Where's my attendance sheet? (..) Huh
Iseeit. <T SEES THE SHEET ON THE T'S DESK AND GETS IT> When
did I get this? Did you bring it? Someone brought it, I guess.
S: Yeah.
T: Tesekkiir ederim. Ne ara yaptin? <I SAYS THE ITALIC PART
LAUGHINGLY> Okay.

(F2F1)
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From the data, it is understood that EAP teachers exploit their Turkish L1 to invigorate
the lessons and strengthen the social bridges between their students and themselves,
1.e. reinforce the rapport they have with the students. In the example above, we can see
that the teacher thanks the student who has submitted the attendance sheet (with the
signatures of the students). Then he says “Ne ara yaptin?” (Eng. When on earth have
you done that?) in order to show that he appreciates this favour of the student and still

he is surprised at this happening.

In addition, L1 Turkish can also be seen as an effective tool for managing the
classroom and maintaining discipline. It is a common finding in the literature regarding
the purposes of use of L1 in the language classrooms that the teacher resorts to L1 in
order to maintain order during the lesson. This is attributed to the effectiveness and
speed of L1 in getting the attention of the learners to the issue that has become the
subject under the spotlight pertaining to the classroom management. In line with this
finding, we have come across several times when the teacher conveys her disciplinary

message in Turkish L1. One example case can be seen in Excerpt 312 below:

(312) Use of L1 to maintain discipline

T: Ah, that one is going well. (...) <STUDENT NAME>, ask olsun. Siz
de D ile gecersiniz insallah.
S: Hocam atiyorum ben simdi.
T: Tamam, geri aldim tamam. (laughs) As I say, it doesn’t have to be
so long or perfect.

(Onle6)

In Example (312), the teacher gives positive feedback to a student’s activity/task
performance, but immediately she realizes that another student is not on task and she
exclaims “<STUDENT NAME> Ask olsun! (Eng. Horsefeathers to you then!)”.
Shortly after this, she wishes him ill, saying <Siz de D ile gegersiniz insallah!> (Eng.
You pass the course with D, God willing.). When the ‘cursed’ student defends himself
saying that he is going to upload the required document, the teacher takes back her
‘curse’ at once, and she reviews what she has said previously regarding the parameters
of the task and repeats them with the wording “As I say, it doesn’t have to be so long

or perfect”.
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4.4.4. Personal Preference

According to Wang and Kataari (2021), speakers can adopt a certain preference for a
set of phraseologies or formulaic utterances. In the data of the present study, several
cases for this type of preferences were encountered. For example, Teacher ‘T4’ used
the formula ‘DO + THAT WAY’ in various expressions as can be seen below. As a matter
of fact, she has preferred to use various ways of ‘Let’s do it that way’ and ‘Can we do

it that way?’ in her lessons.

(313) Making reminders as fixing technical problems online

T: By the way, uh be careful about the linkers that the writer uses. This
is an important clue for you.
S: Okay hocam.
T: And I will try something else for you. <T TRIES TO FIX A
PROBLEM> If it works. (..) In a minute. (..) Uh if it works, you will see
the all parts of it. (.) Hm let’s do in that way. (..) Now you can see the
whole page. <T SHARES THE WORD DOCUMENT WHICH SHOWS
THE EXERCISE FULLY>

(Onb)

(314) Contingency solutions for an activity problem online

T: Did you choose any quota- citations according to your topic from
the resources that you found? Do you have some citations?
S: <NO ANSWER>
T: No?
S: No.
T: So could you please uh (.) find uh (.) Let’s do it that way. Do you
have at least one or two resources that you found? (..) No one gives
me an answer. (..) So can we do in that way? Um like we did in the
previous hour. If I give you, if I give early break, could you please find
at least uh one quotation from your resources about your topics? (...)
No one wants to do the- these kinds of things. I mean you will get
teedback before you take grades. I think this is a good chance, if you
want to catch.

(Ond)

Another example for a personal preference can be ‘Let’s say’, which is used by

Teacher ‘T10° in a third-year lesson which was basically consisted of vocabulary
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review activities and thematic discussion (on customer services/ customer rights). In

the following are a few of 16 cases for this phraseology.

(315) Sharing an anecdote about customer services

T: Erm and now I would like to share a personal (.) er anecdote, a
personal story, with you and then maybe (.) if you have a personal story
to share with me, I can also listen to it and I will be glad to hear it. So,
erm, (.) mostly my friends say that I have patience, but er last week I
lost my cool, er because I was on the phone er with an internet
company. And, eh, when I er phoned them, I had to choose a series of
options during my call, and er you know, how it works. (XXX) They ask
you to dial nine if you want to talk to the, you know, er personal, you
know, problems, and if you would like to, eh, pay, make a payment,
then you need to dial another number and so on. So this is endless,
right? It never ends. So I was very, eh, let’s say, furious, I was angry.
And I lost my cool, that was the main reason. Eh, so this is one of the,
you know, er problems, that I have encountered recently. Eh, it
happened on the phone. And it, it never ends, so I always choose a
series of options. And I- I cannot reach the person who will help me. So
that is a big problem, I think.

(On 11)

(316) Helping students imagine a situation to make a word meaning clear

Let’s say they are firing you from a company and they give you
compensation. They give you certain money to live on. (...) Is it clear
now <STUDENT NAME>?

(Onl11)

4.4.5. Complexity of Instruction-Giving

Instruction-giving is one of the challenging tasks of a language teacher. It requires
experience for most teachers to give effective instructions. It is emphasized that for
instructions to be successful, they need to be clear, short, simple, and informative
enough. For complex tasks and activities, the teachers are advised to stage the
instructions. It is stated that writing instructions on the board and checking them by

asking students to repeat or key points can be of great use to ensure that instructions
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are understood. However, the everyday teaching is sometimes so hectic that the ideal

instruction-giving procedures may not be applied from time to time.

Instructions usually include information about:

1.
2.

What is to be done (Discuss, match, fill in the gaps, write, listen, look, think
By using what material (Book, exercise, worksheet, sample paragraph/text,
etc.)

How it should be done (With a linguistic focus, with a focus on content,
looking at the example, etc.)

With whom it should be done (In pairs, in groups, individual)

In how much time. (3 minutes, 5 minutes, 10 minutes, etc.)

As can be seen, from a rhetorical perspective, the teacher needs to control the flow of

the lesson, the flow of the major activities, and the flow of the sub-activities / subtopics

within major activities. In language lessons, teachers are required to carry out a number

of activities and tasks and this means that they need to give instructions every now and

then. However, as various dimensions of the lessons keep tugging the teachers,

instruction-giving process can be interrupted by diverse (discourse) events. The

example in the following illustrates such a case:

(317) Early responses and reactions in the middle of an instruction

T: Okay, you listened to paragraph three and four. Now, please try to
write the keywords of paragraph three on Padlet, please. What are the
most important words in paragraph three? Go to Padlet and — Oh
efficiency, exactly! This is one of the principles of a good design.
Ergonomic design. Exactly. What else? What about the second one?
Second principle? (..) Human comfort! Very good. Efficiency is the first
principle, human comfort is the second principle. Okay, very good. So,
please write the keywords of paragraph four on Padlet now. (.) Write
the keywords of paragraph four. Yes, injury is also a keyword in
paragraph three. Workstations, exactly. Er, injuries often occur at
workstations, badly designed workstations. Very good. Uh-huh. What
are the causes of injury? (.) What are the causes of injure to —
<STUDENT NAME>?
(On8)
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In this example, the teacher closes the previous activity and says “You listened to
paragraph three and four”. Then she makes a transition to the next activity and gives
the instruction for it by saying “Now please try to write the keywords of paragraph
three on Padlet, please.” Next, she further helps the students by asking a question to
make them think of the keywords as she says “What are the most important words in
paragraph three?”” Then she continues with the phorics management of the activity and
instructs the students “Go to Padlet”. However, before she finishes giving instruction
there appears an early response and the teacher exclaims saying “Oh!” out of
contentment because her instruction-giving is interrupted with this response and she
reads the word “efficiency” and says “exactly” and she approves the answer. The

Padlet can be seen in the figure below. (See Figure 7)

|+ 2 « 30

Ergonomics

Keywords in paragraph 1 Keywords in paragraph 2 Keywords in paragraph 3 } Keywords in paragra

ergonomics efficiency °
Human engineering
functional

safe and comfortable

Figure 7. Screenshot of a Padlet Activity in an Online Lesson

Upon this approval, she makes an explanation related to the importance of the keyword
in Paragraph 3. And then she asks for other keywords by saying “What else?”, which
is followed by “What about the second one? Second principle?” As she speaks, the
next response appears on the Padlet and she exclaims once more “Human comfort!”
In this scene, we can see that instruction-giving process is interrupted by early

responding students.
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4.4.6. Multi-functionality of Phraseologies

There were some cases which had to be annotated with more than one category of
metadiscourse functions. The excerpt below illustrates how overlapping of functions
has turned out to be inevitable due to the multiple functions executed by the
phraseologies or lexico-grammatical patterns.

(318) Multifunctional phraseologies 1

S: Production.
T: Production, okay. <WRITES ON THE BOARD> Serious, health,
environmental.
S: Problem.
T: Okay, problem. <WRITES ON THE BOARD> Now, we will complete
these sentences with these collocations, okay? For example, air
pollution, nuclear energy, health problem, energy production, okay?
We will find the correct collocation from exercise one. To complete
sentences, okay? Let's give you a few minutes. <CLEANS
WHITEBOARD> <STANDS NEXT TO THE T'S DESK AS SS
COMPLETE THE EXERCISE, SHORT AFTER SITS DOWN> (...)
Ready? () “Critics of blah blah energy say that the risks to the
environment outweigh the benefits of cheap electricity.” Which energy?
S: Nuclear?
T: The risks are more, much more than its costs, it means. Which energy
is risky? Which energy? Huh? Which energy is risky?
S: Nuclear.
T: Nuclear, right? Nuclear. Critics of nuclear energy, right? <STANDS
UP TO WRITE THE ANSWER ON BOARD?> It says the risks are much
more than its costs. That’s why it is nuclear. Solar energy is not risky,
right? There’s no risk to the environment, that's why. Asthma and
diabetes are increasingly common? <LOOKS AT SS TO IMPLY THAT
SHE IS EXPECTING AN ANSWER>

(F2F9)

The utterance ‘Now, we will complete these sentences with these collocations, okay?’

bears the function ‘announcing topic’ since ‘Now’ informs the students that the

previous exercise check is over and something new is coming up. And the following
part ‘we will complete these sentences with these collocations’ indicates the content
of the next topic/activity in the lesson agenda. Thus, it is understood that the next issue

in the agenda will concern completing sentences with some collocations. In addition
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to the announcing topic, the teacher also attempts to ‘manage audience behaviour’ due
to the fact that she ‘elicits action response’ from the students, i.e. the textual act of
completing sentences (because it involves writing). In the final part, the teacher asks
for students’ confirmation as she desires to ensure that they understand she expects
their commitment to the task. However, she actually does not expect an answer from

students since she does not insert a wait-time in her speech.

(319) Multifunctional phraseologies 2

T: Right, what aspect of photography is given here? Yes? No idea? Look
at the first sentence. (..) Is the answer too simple too obvious? Let’s say,
uh <NAME>? <T CHOOSES A STUDENT’S NAME FROM THE CLASS
LIST>
S: “Most photographs are basically objective records.”
T: So what is the aspect here? That is being mentioned. You said it.
Objectivity, right? Objectivity? Uh what does that mean? What’s that
uh photographs being objective records? How is it objective? I mean,
we said that uh when something is objective, it’s based on facts not
opinions, right? So how is photography objective?

(F2F1)

In Example (319) above, the teacher executes two metadiscursive functions by “You
said it”. First, he labels the student-initiated speech act of ‘saying’ and he also marks
the phorics of this speech act by reviewing.

In the Example (320) below, by saying “Sorry, you were saying something”, the
teacher refers to the student who has been saying something and by labelling the
student’s speech act of ‘saying’ she implicitly requests him to repeat or continue what

he has been saying. Therefore, two functions are employed at the same time.

(320) Multifunctional phraseologies 3

S1: Like there is so many things that you can do [XXX]

T: [Okay, doing your online-] So you can do your, er online procedures
(..) whether they are medical or educational-

S1: - (XXX)

T: Or anything else.

S1: I totally agree that. So this is why I'm thinking internet is so
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important right.

T: <FINISHES WRITING ON THE BOARD AND GETS DOWN THE

PLATFORM> Okay, <STUDENT NAME> Sorry, you were saying

something.

S2: I said er it is good for searching news.

T: Uh-huh. You seach the news yeah you search the net, actually. I'm

sorry. <I' GOES BACK TO THE BOARD AND WRITES SOMETHING>
(F2F14)

In Example (321) also there is a case of multifunctionality, which depicts the existence

of clarifying, self-initiated speech act, and endophoric marking.

(321) Multifunctional phraseologies 4

T: Main headings, main titles, okay. Er so thank you very much. I
appreciate your answers by the way. Er so <NAME>, how do we decide
that this a major heading, this is a er main heading or main title?
S: Uh, we should start with the main and its advantages of nuclear
energy.
T: Okay but (.) how can we say this is a major title, this is a main title?
<HIGHLIGHTS THE MAIN TITLE>
S: Because our reports er include the advantages and disadvantages.
T: Okay <T AND THE STUDENT GIGGLE> any specifics, for the titles.
For the titles, as you can see, just — Just try to compare them with the
others — to the others, to the other headings, titles, let’s say. (..) Or here
disadvantages of nuclear energy <SCROLLS DOWN AND
HIGHLIGHTS THE PARTS THAT SS SHOULD PAY ATTENTION
TO> and other titles after them. What is difference between them?
That’s what I am asking. Maybe that will be helpful for you. (..) Okay,
so, er as you can see, they start with Roman numbers. So it means that
these are major titles and, as you can see, all of the letters are in capital.
They are — The whole title is in capital letters.

(On12)

4.4.7. The Role of Metadiscourse in Transitioning Between Classroom Contexts
According to Doyle (2006), transitions refer to specific points of contextual change in

social interactions. They can be regarded as boundaries or lines between two

consecutive contexts, whether they are minor such as two different turns or major like
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two activities or two phases of lessons. Metadiscourse can be regarded as an essential
tool for teachers in their efforts navigating between the different classroom contexts
and activities. The timely and relevant use of metadiscourse can facilitate the existence
of smooth transitions between the tangible classroom activities and between classroom

contexts.

Teachers need to have transitions between the main phases of the lessons, between
major and minor activities, but although it is not very tangible, they also should make
transitions between the different classroom contexts, namely (I) Form and accuracy
contexts, (ii)) Meaning and fluency contexts, (iii) Task-oriented contexts and (iv)
Procedural contexts (Seedhouse, 2004). They are regarded as the “sub-varieties of L2
classroom interaction in which a particular pedagogical aim enters into a reflexive

relationship with a particular organization of the interaction” (Seedhouse, 2019, p. 11)

Unfortunately, this situation increases the pedagogical burden on the shoulders of the
teachers because “as the pedagogical focus varies, so the organization of turn-taking,
repair and sequence varies” (Seedhouse, 2019, p. 10). Sometimes even if the main
topic, or theme, stays the same, activity focus changes, say, from pre-reading
discussion (meaning-fluency), to pre-reading vocabulary review, then to silent reading
and open-ended question answering, and brief focus-on-forms, giving a break time. In
between all these activities, the teacher is supposed to direct students’ attention to the
activities, tell them what and how they need to do, check or monitor the progress of
the students, elicit answers, ensure all students’ engagement, pay attention to the
accessibility of the materials and solve any problems, deal with disciplinary issues
such as off-task students or disruptive behaviours, and so on. All of these teacher and
student activities demand the teacher’s skillful and resourceful management of her
own and students’ classroom discourse. However, if they are competent users of
metadiscourse, they can successfully craft most of the events, if not each and every,

that take place in their lesson.

4.4.8. Challenge of Online Attention-Getting

According to the findings of the study, it was seen that EAP teachers used the
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metadiscourse function managing phorics, especially endophoric marking, more
frequently in online lessons. According to Hyland, Wang and Jiang (2022), “distinct
purposes and audiences lead [authors] to make very different choices” (p.6). The
limitations of online teaching such as lack of sufficient contextual cues and cognitive
load on the part of the learner (Skulmowski & Xu, 2022; Sweller, van Merrienboer, &
Paas, 1998) are likely to influence the ways teachers make the structure/organization
of their lessons and the information flow more explicit. Online teaching seems to have
imposed an increased use of enumerating, endophoric marking and reviewing on
teachers to attract the attention of the learners. Therefore, the conditions of online
lessons caused EAP teachers to take measures to manage the attention of their students
and to navigate their lessons rhetorically and lexico-grammatically in different ways

than they do in F2F lessons.
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CHAPTER 5

CONCLUSION

This chapter provides an overall conclusion for the study. First, a summary of both
quantitative and qualitative findings is provided. Next, the general implications of the
current study for the research into metadiscourse in spoken language and implications
or ELT teacher education are explained. Finally, the chapter concludes with
recommendations for further research on metadiscourse and its use in spoken academic

language.

5.1. Summary of Findings

This study aimed to reveal the functions for which metadiscourse serves in the
classroom discourse of EAP teachers in online and face-to-face modes of instruction.
The quantitative findings have shown that overall, metadiscourse was highly frequent
in EAP lessons. More than half of the cases of metadiscourse use in each instructional
delivery mode, i.e., online (62.1%) and F2F (54.3%), concerned Audience Orientation
(were related to ‘audience orientation’, implying that metadiscourse primarily served

to engage and orient the students in both online and face-to-face EAP lessons.

Furthermore, the metadiscoursal functions in the category ‘topics and information
flow” were the second most frequent in both online (37.4%) and face-to-face (28.7%)
EAP instruction. It was revealed that the teachers substantially utilized metadiscourse
functions of managing topic and managing phorics in this category in order to ensure
that the students could recognize the key points in the flow of lessons. Managing topic
was statistically significantly shown to be employed more in face-to-face lessons than

in online lessons.
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This could have been resulting from the fact that the face-to-face lessons allowed a
snappier pacing and more interactions and more activities were more possible.
Therefore, in order to navigate through all this agenda, there could have arisen a need
to make use of linguistic signposts to regulate the classroom discourse and help
students follow the lesson with ease. However, managing phorics was significantly
more frequently used in online lessons, which can be attributed to the fact that in the
digital environment, teachers need to exert conscious efforts to attract students’
attention toward the materials, content and media in order to engage them in the lesson.
By directing their attention toward materials, content and media, teachers seem to help

the students cope with their ‘cognitive load’ (Sweller et al., 1998).

The results also indicate that in online lessons EAP teachers utilized the functions of
acknowledging the audience, managing the message, and imagining scenarios
significantly more frequently than in face-to-face lessons. However, the function
managing audience behaviour was deployed by EAP teachers significantly more
frequently in face-to-face lessons. Besides, they managed the behaviours of their
students in sophisticated and intricate ways, linguistically and functionally. This could
partly stem from the multi-dimensionality of the language classrooms, which prioritize
the active involvement of the learners in the lessons and creation of a positive learning

environment.

On the other hand, according to the qualitative analysis of the use of metadiscourse
functions by EAP teachers, the current study revealed that metadiscourse is used for
the same main functions as the monologic and less dialogic genres (like presentations
or university/ EMI lectures), i.e., for organizing discourse (Metatext for words and
their meaning, topics and information flow, comments on discourse) and guiding and
engaging the audience through the discourse (audience orientation) (Adel, 2006, 2010,
2023).

Due to the nature of EAP lessons, new sub-functions have been identified and they
added variety to the sub-functions of these main categories of metadiscourse. Firstly,
the sub-function managing topic was expanded by the addition of marking

topic/activity shift, announcing sub-topic, initiating topic/activity, concluding sub-
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topic. Secondly, the main category comments on discourse was expanded by the
addition of the identification of labelling discourse, which was included in Adel’s
(2006) earlier impersonal metadiscourse framework, and preliminary announcing
speech act and the sub-function labelling speech act was expanded by the
identification of self-initiated speech act labelling, other-initiated speech act labelling,

labelling jointly-constructed speech act and labelling textual speech act.

Thirdly, the main category audience orientation was expanded by the emergence of a
number of sub-functions and subtypes of metadiscourse. To begin with, within the
sub-function managing comprehension/channel, the following six subtypes were
identified: 1) checking audience confirmation, 2) confirming speaker’s understanding,
3) informing about failure in channel, 4) asking for repetition/clarification, 5) offering
solutions to the channel comprehension problem and 6) checking audience

understanding (two of which are based on Wu &Yang, 2022).

In addition, within managing audience behaviour, there emerged three primary
subfunctions, namely eliciting audience responses and commenting on audience
behaviour, both of which are based on Wu and Yang (2022) and checking in. Eliciting
audience behaviour was further classified into eliciting verbal response and eliciting
action response as Wu and Yang (2022) did. However, eliciting verbal responses was
categorized into instructional questioning and using directives. The subtypes of these
functions are as follows: instructional questioning- 1) display questions, 2) referential
questions, 3) probing, 4) scaffolding, 5) prompting, 6) cloze-prompting, 7)
interpersonal projection, 8) rhetorical questions, and using directives- 1) ordering, 2)

requesting, mitigated directives.

Moreover, eliciting action responses was divided into five more classes three of which
are based on Hyland (2002, 2021). Hyland (2021) categorized action responses
demanded by the 3-minute thesis presenters of their audience as eliciting cognitive
acts, eliciting physical acts and eliciting textual act. In addition to these subtypes, in
the current study, a new type of action, namely eliciting ‘digital action’ demand by the
speaker was identified. The other action demands were labelled as ‘eliciting other

action.’
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As for commenting on audience behaviour, four subfunctions emerged, which are 1)
evaluating audience response, 2) maintaining rapport, 3) maintaining discipline, and
4) responding to audience question. The subfunction evaluating audience response is
comprised of the following subtypes: giving positive feedback on audience behaviour,
giving negative feedback on audience behaviour, giving corrective feedback,
confirming comprehension. The subfunction maintaining rapport consists of two

subtypes, using humour and playfulness and showing care.

The dataset of the present study revealed the use of two distinct subfunctions
pertaining audience orientation, in addition to the seven subfunctions in Adel’s (2023)
taxonomy of metadiscourse functions. These two emerging subfunctions are building

rapport with audience and managing situation.

The other emerging subfunction in audience orientation is managing situation, which
1s further classified into seven categories: 1) managing channel, 2) managing audience
engagement, 3) managing time, 4) real-time reporting, 5) managing transitions, 6) self-
questioning and 7) other unnamed regulative discourse. These subtypes reflect the
tasks which the teacher needs to carry out in order to ensure the seamless operation of
activities. This involves monitoring how the basic communicational components are
working (e.g., a student’s tone of voice, a microphone’s sound quality, visibility of
text on a projected screen, etc.), how time is used by people and for activities, and
whether everyone is following what is going on in the lesson. These subfunctions and
subtypes that have emerged in the present study can be modified and applied in other

similar genres or discourses.

In addition to the identification of new subfunctions and subtypes of metadiscourse,
the qualitative analysis of the teachers’ use of metadiscourse in the current study
unravelled that overall, EAP teachers employed metadiscourse in similar manners in
online and face-to-face lessons in terms of frequency and variety, apart from some

variation in certain subfunctions.

Main qualitative similarities can be listed as in the following:
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1. In both modes, the majority of the metadiscourse subfunctions and subtypes (both
identified by Adel (2023) and identified in the current study) were used by EAP
teachers, except for contextualizing and commenting on genre, which seemed not very

relevant in the EAP classroom context.

2. In both modes, teachers basically used similar phraseologies for metadiscourse
functions (e.g., it means, let’s say, you could say, now let’s move on to, let’s have a
look at, first, and then, next one, what about, how about, here, this, okay, if you
remember, we talked/discussed/studied/did, as you said, as I said, as X said, by the
way, | would like to ask you, the paragraph says, it says, a good question, my
suggestion, any questions?, is it clear?, can you see?, you mean?, right?, can you

repeat? etc.).

3. In both modes, EAP teachers’ use of metadiscourse involved multifunctionality,

whereby discursive and instructional-pedagogical functions met.

4. In both modes, EAP teachers exploited self-initiated, other initiated and jointly-
constructed metadiscourse. Yet since EAP lesson is not a monologic genre, self-
initiated metadiscourse seems to be utilized to a lesser extent. Even if it is self-initiated,
it is usually derived from course book or course materials (e.g., clarifying or
reformulating a word in an exercise in the course book). The elicitation of most
information from students, actually, seems to have led to the high interactivity and

interpersonal construction of metadiscourse.

5. In both modes, EAP teachers tended to use MD functions according to the
instructional and pedagogical necessities. That is to say that, whether online or F2F,
teachers tended to use metadiscourse in line with lesson or activity aims and student
needs. For instance, when students do not understand a question, the teacher scaffolds
it and asks further simpler questions, thus changing the quantity of quality of
metadiscourse. Or the degree to which a student group is active can affect the quantity

and quality of metadiscourse employed by the teacher.
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6. In both modes, EAP teachers avoided directness and negativity on the whole. They
gave positive feedback considerably more than negative feedback and they used more

requests than orders.

To summarize the major takeaways of the present research, it can be asserted that, in
the EAP lesson, audience orientation is prioritized by teacher due to the importance
of learner engagement. The second prioritized metadiscoursal aspect is management
of topics and information flow, which is another major component of EAP lessons, as
it is central to the smooth operation of activities in the lessons. Despite not being as
prioritized as these two aspects, EAP lessons involve teachers’ comments of discourse
and comments /elaborations regarding words and their meaning. The lower frequency
of the latter two aspects is likely to be pertinent to the primary goals of EAP lessons,
which are improving students’ academic skills expected of them to fulfil the
requirements of their departmental courses and support their L2 development.
Therefore, in general English classes, a higher frequency might have been found with

respect to these two categories.

With regard to the possible influence of online versus F2F mode on the use of
metadiscourse, it can be said that EAP teachers are aware of the main aims of their
instruction (i.e., to prepare their students for the academic tasks in their departments)
and the necessary pedagogical and instructional approach to achieve these aims (i.e.,
a learner-centred, interactive and dialogic approach). That is probably why the
frequencies of metadiscourse categories showed a parallel distribution in online and
F2F modes. For this reason, mode itself does not seem to bring about the discrepancies
in the way metadiscourse is used in both modes of instruction. As Bouziri (2021)
contends, how speakers use metadiscourse can be influenced by certain contextual and
individual factors, such as genre, context, personal preferences and goals and their
interpretations of the contexts. These factors can also be related to teachers’
experience, personality, educational background, lesson and course content, class size,
learners’ willingness-to communicate, time and syllabus constraints, teacher-learner
relationship and so on. Therefore, the differences in the frequencies of metadiscourse
functions in each mode cannot be attributed solely to the effect of the mode per se, but

only partially.
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5.2. Implications for Research into Metadiscourse in Spoken Academic

Language

As Adel (2023) mentioned, “it is an empirical question ‘to what extent adaptations are

299

required if applied to interactive spoken data’” (p. 17). In this study, as foreseen by
her, the taxonomy was explanatory to a great extent. In EAP lessons, the teachers
employed almost all the metadiscourse functions used by presenters in the monologic
genre of student presentations and university lectures, on which the taxonomy was
built. However, because of the fact that students verbally contributed to the lessons
more than the audience in monologic genres, the teachers needed to resort to other-
initiated metadiscourse functions, e.g., completing a student answer with a

reformulated phrase, clarifying student response so that the other students do not

misunderstand the answer given, o labelling other- or jointly-constructed speech act.

This study, by providing a close analysis of the metadiscourse functions in 28 EAP
classes, has revealed that metadiscourse is an indispensable aspect of classroom
discourse of the teachers. Also, it can be maintained that a considerable quantity of the
language generated by the teachers in EAP classes is concerned with orienting the
audience, i.e. the students. Surely, this is not an unpredictable result in that the
interactional or dialogical nature of the “EAP lesson” genre entails the speaker/ teacher
to exert a tight control over how the audience should perceive every word uttered

throughout the process.

Teachers have several roles and identities in the classroom, whether physical or virtual
and they have many responsibilities and endless details to attend to. As this study
portrayed to a certain extent, teachers take on the required roles and shape their
discourse, and their students’ when need be, depending on the context (Seedhouse,
2004), or mode (Walsh, 2006), taking place at a given time period during the lesson.
However, these contexts or modes also unfold as part of larger phases of the lessons,
which can be considered more generic (see Lee, 2016). Therefore, teachers’ classroom
discourse should be examined with regard to both at which phase and at which context
it occurs, as well as with respect to its granulated linguistic and pragmatic features, so

as to yield results that are more viable to apply in language teacher education.
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The results obtained in the present study have contributed to the existing knowledge
about the ways in which metadiscourse manifests itself in classroom discourse, which
is an academic and dialogic spoken genre. Although classroom discourse and
classroom interaction have been investigated from different perspectives (Cazden,
1986; Mehan, 1979; Seedhouse, 2006; Sinclair & Coulthard, 1975; Walsh, 2011), how
metadiscourse is used in the classroom is one of the areas of applied linguistics on
which there is a need for more comprehensive and holistic studies on metadiscourse
in language classes and EAP classes since the available studies mostly concentrate on
how metadiscourse is used in EMI or certain aspects of classroom discourse focusing
on metadiscourse partially (such as hedges, boosters, interactive metadiscourse,
interactional metadiscourse, self-mentions, engagement markers, etc.). The findings
of the current study are likely to expand the conceptualisation of reflexive
metadiscourse in the classroom, and more specifically, Adel’s (2006, 2010, 2023)
taxonomy of metadiscourse in that it points to the fact that classroom discourse and
EAP lessons sustain the features of institutional talk, e.g., the teachers’ instructional
and regulative questioning, or managing situation by nominating students to answer
questions, giving time limits and managing time and so on, but they also share the
dialogic and interactive features of the ordinary talk or everyday conversations, which
is different from monologic or less dialogic academic genres such as presentations or

university lectures.

As Kumpulainen and Wray (1997) maintain, classroom discourse involves diverse
discourse genres and these genres change as new teaching methodologies are adopted
in the classroom. For example, the triadic IRF structure is a discourse genre that is
“typical of direct instruction in which teacher initiates the discussion, usually by asking
questions to which children [or students] respond” (Kumpulainen & Wray, 1997, p.
3). On the other hand, the studies investigating discursive strategies for scaffolding
(Palinscar & Brown, 1984) and for classroom discussions (Orsolini & Pontecorvo,
1992) and similar studies “give evidence of the existence of new discourse genres in
classrooms” (Kumpulainen & Wray, 1997, p. 3).

As mentioned above, the discourse genres in EAP (and language & literacy) lessons

seem to follow both conversational and institutional talk and the understanding of
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these genres can be facilitated by the use of a functional and reflexive approach to
metadiscourse in the study of classroom discourse. The current study revealed that
metadiscourse is used for the same main functions as the monologic and less dialogic
genres, i.e., for organizing discourse (Metatext for words and their meaning, topics
and information flow, comments on discourse) and guiding the audience through the
discourse (audience orientation) (Adel, 2006, 2010, 2023). Therefore, EAP lessons

seemingly bear features of both monologic and dialogic.

Another implication of the present study for research into metadiscourse in spoken
language could be taking the theoretical discussion of the role of metadiscourse in
dialogic genres one step further. As Mauranen maintains, there is a need to for more
“fundamental research, i.e. new theoretical and methodological models” because, as
she believes, this will keep “moving a field forward, seeing things in a new light, and
ensures the continuing relevance of the field’s practices” (2024, 6™ International ESP
Conference). This study, by looking into a dialogic genre, i.e. EAP lessons, has
revealed significant findings and has contributed to the theory of the ‘meta’ function
of language to a certain degree by attempting to conceptualize how metadiscourse

operates in a dialogic academic genre.

5.3. Implications for ELT Teacher Education

As in all communicative situations, the use of metadiscourse by teachers can be
considered compulsory if the message is to be delivered successfully. By and large,
teachers make use of metadiscourse functions in their speeches intuitively and
automatically. However, as Rose (2014) argues, “What makes classroom teaching and
learning so complex is that all semiotic dimensions are unfolding simultaneously,
moment-by-moment, in a social context involving 20-30 or more learners, exchanging
knowledge through multiple modalities in a great variety of activities” (p. 2). As a
consequence, teachers need to handle this constant state of flux, i.e. ever-changing
agenda of events in interactive lessons, in a way that prioritises the building and
maintaining learning opportunities for learners. At this point, there occurs a
convergence of pedagogical goals and emerging classroom interactions (Seedhouse,

2004; Walsh, 2011; Sert, 2015, 2019), which requires teachers to instantly respond to
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requirements of the classroom situations and make decisions momentarily. Thus, an
explicit knowledge of metadiscourse functions by teachers can make their classroom
teaching, no matter whether it is in-person or virtual, more organised and effective, for
both students and themselves. Also, being aware of the available metadiscourse-
related linguistic resources can help them navigate through the unpredictability of the
activities and situations of the classrooms (Huang et al., 2021). As a result, this
suggests that it can be beneficial if the teachers’ awareness of metadiscourse and how

it can be utilized in classrooms are raised overtly.

As Walsh (2013) contends, there is a close connection between classroom activities
and interactions; in other words, pedagogic goals for an activity seem to determine the
way language is used for interactions taking place in the classroom. Therefore, “as the
focus of a lesson changes, interaction patterns and pedagogic goals change too” (p.
73). This change of focus obviously requires teachers to exploit different types of
metadiscourse to perform certain discourse functions. For example, the managerial
mode in L2 classroom may entail the teacher to employ functions from audience
orientation and managing audience behaviour while giving instructions or the
functions announcing topic or concluding topic while ending an activity and starting
anew one. Or the teacher may benefit from metadiscourse functions such as repairing,
reformulating or commenting on linguistic form/meaning from the category words and
their meaning, while the focus of the classroom interaction is on the ‘skills and systems
mode’, whereby the learners are expected to produce language and the teacher
provides corrective feedback. To illustrate, in the ‘managerial mode’ or ‘skills and
systems mode,’ the teacher can adopt an approach which may sound more powerful
and authoritative in their metadiscourse use (since in the teacher is more likely to have
more extended turns, where they provide explanations or give instructions) than that
they adopt in the classroom context, where the learners need to be freely expressing
themselves. Teachers’ knowledge about language and its use is critical since it has a
direct impact on the teachers’ self-confidence in performing their jobs. In addition to
this, equipping teachers with a good knowledge of language is a common concern of
most institutions because it can reflect the quality of the institution in question or
indicate that the standards of that place are high or in line with the internationally

recognized standards.
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Knowledge of metadiscourse and using it appropriately in one’s speech can be
conceived as part of strategic competence, which is, according to Andrews (2003), is
an element of teacher language awareness, along with psychomotor skills, language
competence i.e. “knowledge of language”, subject matter cognitions i.e. “knowledge
about language at their core” and knowledge of learners i.e. “knowledge of learners as
it relates to subject matter” (p. 90). Andrews (2003) bases strategic competence in
Figure 8 on Bachman’s (1990) model of Communicative Language Ability (CLA)
Framework. In this framework, strategic competence is defined as “the mental capacity
for implementing the components of language competence in contextualized

communicative use” (p. 84, cited in Andrews, 2003, p. 93).
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Figure 8. Teacher Language Awareness (Andrews, 2003)

Andrews (2001) provided an account of diverse angles in which TLA can affect the
way each teacher treats language in the classroom in a study on the impact of TLA on
professional practices of 17 teachers. His study revealed the extent to which a language
teacher considers his/her awareness of language adequate can have an effect on the
way he/she uses and deals with language in the classroom. This is likely to apply for
discourse competences and interactional competences of teachers in that the more
competent teachers perceive their interactional skills, the more confident they will be
in using language (and metadiscourse). Teachers need to be aware that they are using

metadiscourse and its effect on lesson management and learner orientation. If their
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consciousness regarding how to make metadiscourse explicit in their lessons is raised

(Tang, 2021), it would benefit the quality of teaching and learning.

Considering all the aforementioned points together, in teacher education, the EAP
lesson genre (also other language lesson genres) can be taught by following a ‘macros
and micros approach’. The macros are concerned with the generic phases (Lee, 2016)
and lengthier generic events can be focused. As for the micros, the smaller generic
events and discourse units can be analysed. For example, giving instructions can be
analysed with its all components and variations for different types of lessons, either

skills or systems.

As Khan and Aguilar (2023) suggest in their study of rhetorical questions in L1 and
EMI lectures, the metadiscursive role of rhetorical questions used by a lecturer could
be attributed to the fact that he was rated highly by his students, which was actually
verified by this lecturer’s own statement of his concerns for facilitating students’
comprehension and thinking. However, although his use of rhetorical questions
decreased in L1, it was still satisfactory for students, and this is regarded likely to be
stemming from having more confidence in mother tongue when making elaborations
on the lecturing content (Khan & Aguilar, 2023). Obviously, this lecturer intuitively
adopted a discovery-oriented teaching method that foregrounds active learning and
this resulted in higher student motivation, more learning at higher cognitive levels, and
better retention of knowledge, a connection emphasized by a number of studies such
as Albanese and Mitchell, (1993), Muehlenkamp et al. (2015), Nilson (1998),
Richmond et al. (2015) (as cited in Nicol, et al., 2018).

In line with these, we can say that a teacher’s or a lecturer’s professional development
in terms of improving their discourse structuring style and learner engagement
strategies, which are apparently pertinent to appropriate use of metadiscourse, is of
paramount importance. On the contrary, it is essential and urgent as it permeates in all
layers of classroom teaching, whether they are minute as thanking a student for
answering a question or macro issues like announcing lesson aims or wrapping up the
information given in a teacher monologue.

Furthermore, teachers’ awareness of the role and features of metadiscourse in online
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education also needs to be raised. One of primary reasons for this necessity is that
online education imposes more interaction types and patterns. According to York and
Richardson (2012), there are three basic types of interactions in the classrooms:
learner-learner, learner-instructor, learner-content. In the light of the findings from the
field of communication technologies, this typology was expanded with the addition of
learner-interface and learner-self. For this reason, it can be interpreted that, while in
face-to-face education the interaction patterns are basically in the form of teacher-
learner, learner-learner, teacher-content, and learner-content, in online education, a
more varied set of interaction patterns become visible, which can be identified as
teacher-learner, teacher-interface, learner-interface, teacher-content, learner-
content. However, the interaction patterns in online education can be more than what
is assumed because there seem to be additional factors such as the learning
environment and the tools (York & Richardson, 2012). Considering the Emergency
Remote Teaching conditions in the time of COVID-19, the majority of learners
attended online lessons at their home environment and that created an immense
hinderance for a smooth and homogenic learning atmosphere as in the classrooms.
Thus, it can be said that this led to the generation of one more interaction, that is,

learner-(home) learning environment.

Furthermore, the concept of interface can be more complicated than it seems in that
there is not only one interface in online education any more. Along with the
developments in instructional technologies, innumerable webtools or digital tools,
learning management systems and platforms have emerged. As matter of fact, this
situation engendered many interfaces. For instance, in the online EAP lessons analysed
in this study, teachers utilized Zoom for delivering their lessons. On the other hand,
some of them used only a PPT presentation as an additional interface, whereas some
others utilized Google Documents and Padlet and asked students to work on them in
addition to the main interface Zoom. Therefore, if we take this multiple-interfaces
assumption into account, the interaction patterns in online education can be considered
to be as the number of interfaces are concerned. However, the number of interfaces
could be more in language lessons as compared to discipline specific online lectures,
due to the aforementioned reasons for the need to promote interaction in language

classes.
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The primary implication of the multiple interfaces and increased number of interaction
patterns in online education seems to be the frequent shift in focus of the lessons. On
the other hand, the learners’ decreased willingness to communicate (WTC) due to the
perceived or inherent complexity and multiplicity of the educational technologies
bring about the need for more effort to enhance (verbal and multimodal) interaction in
online lessons. In addition, in online mode, learners have difficulty in processing the
information they receive because of the cognitive load conceived by the number of
procedures of the digital interfaces and the delivery of content via these interfaces. As
a result, in online lessons, the massive amount of data and stimuli cause students to
have difficulty in directing and maintaining their attention (Mercer, 2019). In line with
this, there occurs the significance of effective use of metadiscourse in online
education, which can make a difference in the motivation, participation, and
interaction of the students. They can be better oriented by the help of appropriately
used metadiscourse in terms of following the discourse flow, topic and information

flow, and when and how to take action in relation to activities.

According to Perrot (1980), the attitudes of teachers toward the learning process and
the roles played by teachers, learners and the language in this process influence the
verbal behaviour of teachers. If the teachers’ awareness of their own deployment of
metadiscourse is raised systematically, they will have better opportunities to improve

their micro- and macro- skills in teaching.

A Proposal for Teacher Training on Metadiscourse for Teaching Purposes

As explained above, metadiscourse is an indispensable aspect of teaching regardless
of content or context. Hence, teachers should be provided with opportunities to
become familiar with the metadiscourse functions that have a high potential to
facilitate classroom teaching and develop their skills for using them properly in their
lessons. Therefore, not only teachers’ knowledge of metadiscourse for teaching
purposes needs to be raised, but also their practice ought to be supported with a
systematic program which allows them to reflect on their practices. To this end,
teachers can be provided with a training program which is similar to Anderson’s (1983,
1985) processing model of Adaptive Control of Thought rooted in cognitive

psychology. In this model, “[P]ractice leading to automatization ... plays a central
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role. It enables declarative knowledge (knowledge that something is the case) to
become procedural knowledge (i.e. knowledge how to do something)” (Mitchell &
Myles, 2004, p.102, emphasis in original). This process involves three stages: The
cognitive stage, the associative stage and the autonomous stage (Mitchell & Myles,
2004.) In this section, a four-step framework that encompasses the three stages of the

ACT model is proposed.

Step 1: Awareness-Raising

To begin with, both in-service and pre-service teachers can be familiarised as to what
metadiscourse is and how it can impact the lessons and student learning. As mentioned
in the introduction, Chapter 1, it is acknowledged that EAP teachers need to have a
sound knowledge base on how metadiscourse is applied in academic discourse and
academic context in order to support their students effectively to become competent
members of academia. As a matter of fact, they should be highly informed about how
metadiscourse impacts the quality of the written and spoken academic genres. Taking
this as a point of departure, teachers are invited to ponder upon the role of
metadiscourse in language or EAP lessons and then they engage with the concept

explicitly, tapping into their declarative knowledge of metadiscourse.

For in-service teachers, workshops or peer-observations can be used so as to raise their
awareness of the role of metadiscourse in the classroom. In workshops, they can be
provided with excerpts from the transcriptions of actual lessons that feature both
appropriate and inappropriate uses of metadiscourse and they can be asked to closely
examine the ways metadiscourse influences teaching and learning. Next, they can be
introduced with the metadiscourse functions and subfunctions that have a pivotal role
in the flow of language/EAP lessons and how these functions and subfunctions are
enacted within specific phraseologies. Based on the findings of the current research,
priority can be given to the categories ‘audience orientation’ and ‘topics and
information flow’ and the functions/subfunctions such as managing audience
behaviour, eliciting verbal response, eliciting action response, managing topic,
managing phorics, endophoric marking, and reviewing. At the end of this step,
teachers, in groups, can be asked to think of and given scenarios which requires writing

up the lexico-grammatical enactment of certain metadiscourse functions.
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Alternatively, teachers can be asked to do peer-observations of more experienced ones
by focusing on certain metadiscursive aspects of their lessons. It is important for the
observing teachers to avoid being judgmental since, as Richards and Farrell (2005)
argue, “Assigning the observer a non-evaluative task goes some way toward
minimizing the sense of threat, as does pairing teachers by choice and letting them
negotiate the goals and procedures for observations” (p. 94). Consequently, by
applying utmost care to this sensitive issue, teachers can be given tasks including
questions as in the following, which concentrate on major and minor aspects of

metadiscourse use in the classroom:

1. What kind of language patterns has the teacher you observed used in order to move
from one topic/activity to another?
(Focusing on ‘topics and information flow’: managing topic, announcing

topic/subtopic, initiating topic, concluding topic, marking topic/activity shift)

2. How did the teacher build relationship with the students? Give examples for the
situations and language use.
(Focusing on ‘audience orientation’: acknowledging the audience, managing

discipline, maintaining rapport)

3. How did the teacher respond to student contributions? Which techniques did s/he
use? Think of her/his style, body language, lexico-grammatical choices when
responding to student contributions.
(Focusing on ‘audience orientation’: managing audience behaviour,
commenting on audience behaviour, evaluating learner response, giving

positive feedback, giving negative feedback, giving corrective feedback)

4. How did the teacher ensure communication and learners’ comprehension were
smooth? Which techniques did s/he use?
(Focusing on ‘audience orientation’: managing comprehension/channel,
asking  for  audience  comprehension/confirmation,  asking  for
repetition/clarification, informing about failure in channel, offering solutions

to channel problem)
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5. How does the teacher’s use of language affect his/her relationship with the students

and their learning?

As a variation, Adel’s (2023) taxonomy of metadiscourse functions and the new
functions identified in the current study can also be provided for teachers to identify
the functions/subfunctions that emerge in the lesson they observe. By reflecting on
their peer’s use of metadiscourse, less experienced teachers will have a chance to
familiarise themselves with the ways in which macro and micro aspects of

metadiscourse are realized in the classroom.

For pre-service teachers, this awareness-raising step can be integrated into
‘methodology’ or ‘discourse analysis for teachers’ courses in pre-service teacher
education programs by using the similar content and methodology with slight
adaptation. Instead of workshops, some modules can be created within the course so

that mini-sessions regarding metadiscourse can be incorporated into the program.

Step 2: Guided Practice

At the second step of our proposed teacher training framework, teachers are engaged
with methods that are necessary for performing the skill (Mitchell & Myles, 2004).
They are expected to plan for incorporating metadiscourse purposefully in various
stages or aspects of their lessons, apply it in class, and evaluate and reflect on their
practice. This step can be part of an observation program in which trainers visit in-
service teachers’ classes with a special focus on the use of metadiscourse. In this
process, the teachers can be asked to prepare a lesson plan which includes how
metadiscourse will be used in the lesson, and then, after the observation, the teacher is
asked to reflect on the experience and the trainer provides feedback and together, they
identify areas to be improved, which will be followed up afterwards. Also, lesson study
can be utilized as it allows for a collaborative preparation, implementation, and
reflection of a lesson (Yoshida, 2005). For pre-service teachers, if they are taking the
‘practicum’ course, the procedure can be applied. If not, observations can be replaced
with micro-teachings and their in-class peer-assessment, which is likely to allow for
an open discussion and collective reasoning as to how and why metadiscourse can be

used in language teaching. Student teachers can be asked to work in pairs or groups in
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order to do microteaching in order to help them pay more attention to the content rather
than the procedures of the task. Again, some areas for improvement can be identified

to be addressed afterwards.

Step 3: Self-monitoring

At this step, which can be viewed as a transition to ‘the autonomous stage’ in
Anderson’s ACT model, teachers are expected to consciously track their own
development in terms of employing metadiscourse in line with pedagogical and
instructional goals. They can be given an opportunity to choose their own method of
self-monitoring. For instance, they can prefer to video-record their lessons and reflect
on their use of the metadiscourse functions that have been specified as areas to be
improved. Or they can prepare lesson plans including written phraseologies with
metadiscursive functions, teach the lessons using these plans and then reflect on the
taught lesson. The teachers can share these reflections with their trainers. Pre-service
teachers can also video-record their micro-teachings and self-reflect on their use of
metadiscourse. Self-monitoring is critical since it serves as a threshold towards gaining
automaticity in using metadiscourse effectively. After this step, the teachers’ explicit
knowledge is likely to gradually turn into implicit and automatic in the daily teaching

practices of teachers.

Step 4: Follow up

As the final step of the framework for teacher training in metadiscourse for teaching
purposes, a specific form of follow up can be utilised in order to revisit the skill. For
example, groups of teachers can do an action/teacher research looking into a specific
metadiscourse function or a functional category and share the results of their research
with their colleagues. One research topic could be comparing two teachers’ preferred
phraseologies of metadiscourse and the relationship between these phraseologies and
several aspects like lesson flow, students’ contributions/responses, or rapport. As an
alternative, teachers can monitor their use of metadiscourse more extensively by

keeping journals or making notes about their strengths and points to consider.

Needless to say, this framework can be subject to changes depending on the context

of in-service and pre-service teachers; however, it can still offer a general approach to
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addressing teachers’ needs as to how to achieve structuring their classroom discourse,
navigating the classroom activities smoothly, establishing appropriate relationships

with the students, and orienting and engaging them in the lesson properly.

5.4. Recommendations for Further Research

In this study, the extent to which reflexive metadiscourse and Adel’s taxonomy of
metadiscourse functions can be applied to the analysis EAP lessons, a dialogic spoken
academic genre was investigated. The main criterion for the comparative analysis was
the mode of instruction. However, it is highly likely that the personal characteristics
of the teachers can be directly or indirectly related to the quantity and qualities of
metadiscourse use in EAP classes. For instance, the experience and educational
background of the teachers can influence their classroom language use. Therefore,
future research can look into such variables in metadiscourse use in language classes
as well as EAP lessons. Also, other contextual factors such as course type, course
content, time and syllabus constraints can be taken into consideration or they can be
used as variables in the research design. In addition, when doing analysis, particularly
qualitative, of the metadiscourse functions, lesson plans and materials the teachers
followed during their lessons can also be referred to. In this way, the rationale for the

teachers’ discoursal preferences could be conceived more comprehensively.

Finally, further research could investigate metadiscourse functions in relation to
discourse functions, rhetorical functions and generic moves and steps inherent in the
EAP lessons. Although this type of analysis might require profound effort
quantitatively and qualitatively, it would yield explanations for the subtle relationships
between the micro- and macro-levels of metadiscourse pertinent to the EAP lessons

genre.
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APPENDICES

A. APPROVAL OF THE METU HUMAN SUBJECTS ETHICS COMMITTEE

UYBULAMALI ETIK ARASTIRMA MERKEZI \ . ORTA DOGU TEKMIK UNMIVERSITESI
T A N A e T TR ./ MIDOLE EAST TECHNICAL UNIVERSBITY

Sayn: 28620816 /281

23 Harziran 2021
Eomu  : Degerlendimme Somcn
Génderen: ODTU Insan Arastrmalan Etik Kurulu (TAEK)

lgi » Insan Arastirmalan Etik Kunilu Basvarusu

Savin Hale Itk GULER

Damgmanhifim yiirittiginiz Meltem TURAN EROGLU nun "Metadiscourse Use in EAP
Instruction” baghkll araghrmamz Insan Aragtrmalan Etik Kumlo tarafindan uygun
gomiilmiis ve 281-0DTU-2021 protekol mumaras: ile onaylanmistr,

Sayglarmmzla bilgilenmize sunanz.

Dr.Ogretim Uyest Ali Emre TURGUT
IAFK Bagkan Vekili
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B. INTRUCTOR’S INFORMED CONSENT FORM

Arastirmaya Goniillii Katiim Formu (Ogretim Gorevlisi)
Bu aragtirma, Meltem Turan Eroglu tarafindan Orta Dogu Teknik Universitesi Yabanci Diller
Egitimi Boliimii’nde Dog. Dr. Hale Isik-Giiler danigmanliginda yiiriitiilen doktora tez caligmasinin bir
boliimiinii olusturmaktadir. Bu form sizi aragtirma kosullar1 hakkinda bilgilendirmek ve goniillii

katilimiz1 belgelemek iizere hazirlanmstir.

Aragtirmanin amaci1 Akademik amaglh Ingilizce 6gretiminde kullanilan bazi dil dzelliklerini
incelemektir. Aragtirmaya katilmayi1 kabul ederseniz, sizden beklenen, en az bir tane veya dilerseniz
daha fazla dersinizin kaydini yapmak ve arastirmact ile paylagmaktir. Ayrica 2020-2021 akademik
yilinda dnceden kaydettiginiz dersleriniz var ise bunlari da mevcut arastirmada kullanilmak iizere
paylasmanizdir. Eger birden fazla g¢esit ders veriyor iseniz aragtirmanin gegerliligine destek verecegi
icin farkli derslere ait kayitlar1 paylasmaniz 6nemlidir. Bununla birlikte derslerinizde kullandiginiz bazi
dilsel ogelerle ilgili goriislerinizi tespit etmek iizere kisa bir yari-yapilandirilmis miilakata katilmaniz

beklenmektedir.

Aragtirmaya katiliminiz tamamen goniilliiliik esasina dayalidir. Ders kayitlariniz tamamiyla
gizli tutulacak, sadece arastirmacilar tarafindan degerlendirilecektir. Bu kayitlardan ve sizinle
yapilabilecek miilakattan elde edilecek bilgiler yalnizca bilimsel arastirma amagli kullanilacaktir ve

calismada kisisel bilgileriniz / verileriniz anonim bir sekilde yer alacaktir.

Herhangi bir nedenden otiirii kendinizi rahatsiz hissederseniz c¢alismadan ¢ekilebilirsiniz.
Boyle bir durumda g¢alismayr uygulayan kisiye, ¢alismadan ¢ikmak istediginizi sdylemeniz yeterli

olacaktir. Calisma sonunda, bu aragtirmayla ilgili sorulariniz olursa cevaplanacaktir.

Bu c¢alismaya katildiginiz igin simdiden tesekkiir ederiz. Aragtirma hakkinda daha fazla bilgi

almak i¢in Meltem Turan Eroglu ile _ ile iletisim kurabilirsiniz.

Yukaridaki bilgileri okudum ve bu calismaya tamamen goniillii olarak katilyyorum.

(Formu doldurup imzaladiktan sonra uygulayiciya geri veriniz).

Isim Soyad Tarih Imza
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B. INTRUCTOR’S INFORMED CONSENT FORM (CONT’D)

Ders Kayitlarinin Arastirma icin Kullamilmasi izni ve Katihma Bilgileri Formu

Yukarida, Meltem Turan Eroglu’nun Orta Dogu Teknik Universitesi'nde yapmakta

oldugu doktora g¢aligmasinin arastirma kosullarint ve goniillii katilim konusunda verdigi

bilgileri okudum.

Kendisi ile paylastigim ders kayitlarimin arastirmaci tarafindan Akademik amach

Ingilizce dgretiminde kullanilan bazi dil 6zelliklerinin incelenmesi igin kullanilmasina izin

veriyorum. Bu izni agagidaki Katilimer Bilgileri kisminda paylasacagim kisisel bilgilerimin

yalnizca aragtirmanin gecerli bilimsel veriler saglamasi i¢in gerekli oldugunun ve kimligimin

calismanin her agsamasinda anonim olacaginin bilincinde olarak veriyorum.

Isim Soyad Tarih Imza
A
Katihmer Bilgileri
Dogum Tarihi:
Cinsiyet:
Mezun Olunan Lisans
Programi
Lisans Ustii Derece | MA/MS:
Yok il
Tamamlandi  (Bolim:
)
Devam ediyor  (Bolim:
)
PhD:
Yok L
Tamamlandi  (Bolim:
)
Devam ediyor  (Bolim:
)
Ogretmenlik Deneyimi: | 1-5 yil
6-10 y1l
11-15 y1l
16-20 y1l
20 ve daha fazla
Universitede 1-5 y1l
Ogretmenlik Deneyimi: | 6-10 yil
11-15 y1l
16-20 y1l
20 ve daha fazla
Anadil
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C. TRANSCRIPTION CONVENTIONS

Convention Element Description
T Teacher All the utterances that belong to the
teacher
S Student The utterances that belong to a student.
Which student is speaking is not
important or unidentified.

S1, S2, etc. A specific student This indicates a specific student who is
speaking. Used when a prolonged
exchange takes place between a student
and the teacher.

<NAME S1> A student who is called on A student who is addressed to directly,

<NAME S2>, etc.

or whose name is mentioned during the
lesson

(XXX)

Unintelligible material

This indicates an utterance of varying
length which is not understood due to a
noise in the original lesson (e.g., a
coughing participant, or a rustling
sound of pages turned, or overlapping
speech) or due to a problem in the
recording

Commentary notes

Comments or explanations regarding
the non-linguistic events (e.g., writing
on the board, cleaning the board, or
sharing a PPT) and kinesics (e.g.,
nodding, smiling, pointing to the board,
walking) that occur at the time of an
utterance or turn

(OXHAE

Pauses at varying length

A silent period during the lesson with
different durations

CAPITALS

Capitalized words

Emphasized words are indicated in a
fully capitalized form

False starts or interruption in

Hyphens at the end of a word or an

speech interrupted word indicate either the
speaker’s sudden pause or false start or
the interruption of speaking by another
speaker
[ ] Overlapping speech This indicates that the speech marked
with the square brackets overlap with
an utterance that follows or precedes it
er, uh, erm, um, Fillers All cases of fillers were transcribed.
uh-huh, hmm, Backchannels All cases of backchannels were
hm-hm, oh, yeah transcribed.
(word) Guesses Guesses of unintelligible parts are

indicated within parentheses.
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C. TRANSCRIPTION CONVENTIONS (CONT’D)

Convention

Element

Description

04:30, 25:15, etc.

Time stamps

Time stamps were added manually
so as to make a quick reference to
the timing of the events or
utterances in the lessons

“Nuclear energy”

Caesarean delivery

Quoted material

The phrases, sentences or discourse
that does not belong to the speaker

are indicated in quotation marks or

underlined.
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D. SAMPLE TRANSCRIPTION

METADATA

Mode: Online (Zoom)

Course Level: Sophomore

Course: ENG202

Lesson Type: Advanced Writing

Teacher: Female, Non-ELT graduate, 5-10 years’ experience
Class size: 7

Time: 2020 Spring

Schedule: 1% of 3 consecutive lessons

Transcription
0:00
S: Hello
T: Hi good afternoon, <NAME S1>. What's up?
S: Everything is going well what about you?
T: Fine much better. Have you visited the dentist <NAME S1>?
S: Yeah but the not yours. (T laughs) It's a little bit far away for me.
T: Doesn't matter. Did you have any operations?
S: Er they (T makes the gesture of so-so) told us it's my 20s.
T: Okay, it's uh you mean the wisdom tooth (touches her cheek pointing to her teeth)
S: Yeah.
T: Huh. They (T makes of the gesture of pulling and grimaces)
S: I don’t know the name- its name.
T: Yes it’s the wisdom tooth. I know that. Did they tell you that they need to take it out pull
It?
S: Yeah because it needs an operation like uh which means “goémiilii”?
T: Uhh okay. Best of luck, <NAME S1>. I don't wanna talk about dentistry issues anymore.
I
got my (touches her chest) share last week. So I'm done. Others! Welcome. <NAME S2>,
<NAME S3>. Hello!
S: Hello teacher! How are you ?
T: Fine what about you? How was your week? <NAME S3> is connecting, I guess. Still.
Okay. Uh is it all you? You three of you? <NAME S4>,! It’s another very common visitor of
this lesson. Are you here <NAME S4>,? Can you hear us? (.) We don't often get to see you
in the lesson, which is interesting. Okay. (T responds to something written by a student)
Yeah I'm following the chat box, okay. Thank you. <NAME S3> is still - Yeah I saw your
message <NAME S4>. Okay if you have a microphone if you could use it, you would make
me much happier. Huh you have - of course - you have microphone problems, okay. But I'll
be following the chat box. Welcome. <NAME S3>, can you hear us? Still trying to connect?
(.) <NAME S5>, welcome. Hello? (T waves at the camera.)
S: Hi teacher.
T: Hi what's up? How are you?
S: I'm fine. What about you?
T: Much better. Okay, so <NAME S5>, I think you're again the only person from your
group, right?
S: I'm not look looking at the participants, yes, I guess.

211



T: Yes, I feel like they always send you as a representative but — Okay, it doesn't matter as
long as you get the part you need. <NAME S3> is also having problems. So I guess we will
be

this much probably. Okay let's start. While we're waiting for the others, newcomers maybe.

02:50

T: Have you watched the video? Video 10? Before you come to lesson? (..) Surprise (T
laughs) Anyone? No?

S: (XXX) after me because I couldn't remember something like we need to do.

T: Okay the videos that you are supposed to watch before you come to the lesson. (laughs) S:
Yeah you're right. (laughs)

T: Yeah, right. The FLP videos (T makes a gesture of quoting with two fingers of both her
hands) uploaded on Moodle. Has anyone watched? <NAME S5>? <NAME S2>? (laughs)
S: I watched, teacher.

T: Okay, <NAME S6> welcome. What about you? (..) No, not even a reaction. Okay so-

S: Merhaba hocam.

T: Merhaba <NAME S6>. Have you watched the video?

S: izlemedim hocam.

T: Ya, ah be <NAME S6>! (T bends her head toward one side, laughs and makes gestures
with two hands and arms) You just - you just came to the lesson. Okay, so let me change the
Question. Do you have any ideas what's going to happen today? What we are going to talk
about?

S: We are going to uh learn how to write body (paragraph)?

S2: (XXX) Body paragraphs

T: Perfect. Okay at least - Okay at least yeah we have something but you didn't choose the
to watch the video. Okay so do you have any ideas what's going to happen?

S: We are trying to find some articles?

T: Maybe. Probably. It's a nice idea <NAME S5> because we will need to do so. Okay. Any
other? Nope? Perfect, that this is what happens when you don't watch the videos but okay
let's see (T shares a PPT) what we can do.

04:33

T: O::kay so, yes, as <NAME S1> said, we going to talk about how to write your body (.)
and your conclusion sections today. Uh so actually you may be ready for this. Because this is
not the first body part you're going to write. So let me ask you this first. What are you doing
when you write a body section? Not only for a research report. For any kind of writing, in an
email in an essay. (Speaks with gestures) What do you do?

S: Firstly, [ write a general sentence but after then I write detail about my topic.

T: Perfect. You give the details about your topic, perfect. What else?

S: Then give examples about my —

T: You give examples. (T gestures in a friendly way) Nice. What else?

S: (XXX)

S2: [we prove our ideas.]

T: Again <NAME S5>, <NAME S1>. Okay. (laughingly) Okay <NAME S5>. Yeah yeah
(most probably reacting to something written in the chat box.) At the same time, all the time.
<NAME S5> let's start with you.

S: We are trying to pro- prove our ideas, giving examples.

T: Right. <NAME S1>, you were saying?

S: Like these, identifying what we are going to say and giving detailed examples to uh
support our main idea or improve our main idea to believe readers our idea.

T: Okay yes, you mean to make the readers believe, maybe yeah persuade way change their
minds. <NAME S3>, there's a problem on my zoom I don't know what it is. (T responds to a
student comment or question in the chat.) Sorry, okay. <NAME S3>, no problem. Maybe

212



you can just uh try to reconnect, try it again. But I'll be following the chat box if you cannot
use the microphone. No problem.

06:26

T: Okay so, as all of you have mentioned, this is the the body. (explains with gestures) The
name suggests, right, the body, the biggest part. So now after a little introduction, it is time
to make everything a little bit more clear for the reader. Perfect. (T changes the slide) So let's
start with looking at the body paragraphs in an essay before we go on with the report because
we know how to write. Last semester we did it in two oh one. We all wrote an
argumentative essay. What can you include in your body in an essay? Imagine you are in an
exam | give you a blank page and a pen. Write about it. What can you do to support your
ideas?

S: Giving an example.

T: Perfect. What else? How can you make me believe? How can you explain yourself?

S: Your reference about the topic.

T: Reference?

S: Yes.

T: Um how are you planning to do it, <NAME S2>, in an essay? Here is your paper; here is
your pencil (T raises the paper and pencil in her hands up to the camera) You have one hour.
Sit down and write. Hmm, how is it going to be?

S: Maybe you can mention about your experiment.

T: Maybe. The things that you have lived,

S: Yes.

T: You experienced. Perfect. What else? <NAME S6>, any ideas? <NAME S7>, welcome.
Hello. (T greets the late-comers as their names appear in the participants list or as some of
them greets the T in the chat) Yes, newcomers, we are talking about the body paragraphs in
an essay. How can you support your ideas, your topic sentence, your thesis statement in an
essay. We can talk about our experiences, examples from where? What kind of examples can
you provide?

S: I explain opposite opinion I write in this.

T: Perfect. You can give other people's opinions, perfect. (uses gestures to emphasize the
concept “others”) What else? <NAME S5>, do you think we can use a scientist's idea? Can
we use a quotation?

S: No.

T: (makes gestures significantly) It's - it’s like - actually yes. Please don't because it would
be plagiarism probably. How can you even remember something when you're writing an
essay? So when you're writing an essay, you have an idea. You need to support it but you're
all alone with yourself, your mind, your experiences. So how can you support? You can give
your ideas. (T makes the “your ideas” in the PPT visible — in an animated slide) “I think face
to-face education is better than online education”. How? (T makes “your experience” visible
in the PPT) Last year [ had a lesson and I suffered from blah blah in the online

Lessons. That's why I think” My experiences. Or “one of my friends told me that”, “I
witnessed blah blah that”. I can give examples from my neighbors, my family, my friends,
myself, my ideas. And also (T makes “common knowledge” visible on the slide) common
knowledge? What is it? Common knowledge?

S: Something everybody (XXX)

S2: Everybody knows yeah.

T: For example?

S: The biggest team is Besiktas.

T: (Laughs) Ya <NAME S2>, ortalig1 karigtirma. It’s not it's not common knowledge.
Maybe Fenerbahge is the worst team this season. Yeah it's a common knowledge. Besiktas,
I'm not sure. Anything scientific maybe?
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S: When we cut our finger, there will be blood maybe.

T: (Laughs) Okay. When you cut somewhere, you will bleed. <NAME S5>, sorry what were
you saying?

T: Vegetables is good for health.

T: Perfect. Yes if you are comparing um two kinds of diets, for example, in an opinion essay.
You can say everybody knows this. Vegetables, eating vegetables is healthy in your diet.
Perfect. Water boils at 100 degrees, common knowledge. So for this kind of information,
you don't have to give a reference because we all know it. So when you're writing an essay
you're all alone. With your mind, what you have learned so far and everything else, okay.

10:59

T: So (shows the next slide, which reads “What about the body section in a ‘Research
Report’?) What happens when you come to writing a research report? What is this new
superpower you gain? What do we call it? (.) You're not alone anymore? What is that new
Superpower?

S: Scientific information.

T: Yes.

S: Articles,

T: Articles. Perfect.

S: Books.

T. Books. Perfect, nice (nodding). <NAME S6>, <NAME S7>? Any ideas? How can you
feel stronger (.) when writing a research report? (.) Articles, books. Everything basically,
right? Google (laughingly) you have all the internet, all the sources. Uh so you need to feel
stronger. You're not all alone. And you will be more reliable now. Because it's not your
cousin, your Fatma Hala, your Ahmet Amca. Now you're going to give solid, clear, reliable
examples. (making the gesture of the concept of “concreteness”) So you can actually change
my mind. I can actually believe in what you say. (shifts to the next slide) So this new serum.
(Here T uses this metaphor consciously as the current slide features a cartoon depicting two
people looking at a yellow lab tube, which looks like a serum) So this new serum (making
the gesture of a “test tube” in the form of the fingertips of both hands first touching each
other and then diverging), this new superpower, which is Google basically (laughingly), and
the libraries (makes a big circle with two arms), we can give some evidence (.) in our body
parts.

12:28

T: Some details (shifts to the next slide). What are the details? What do [ mean? By details?
S: Maybe some percentages.

T: Perfect. Maybe percentages.

S: Number values.

T: Perfect. Values, numbers, percentages. So when I'm writing an essay —

S: (XXX)

T: Sorry yes.

S: Survey.

T: Yes (nods) Perfect. Good job, <NAME S2>.

S: Results of experimental tests.

T: Perfect. (nods)

S: Discussions

T: Perfect. (nods) Discussions, the numbers, the percentages, findings. So when writing an
opinion essay, | say many students think that face-to-face education is better. When I'm
doing it in a research report, as <NAME S5> said, I share some statistics maybe like 85% of
the students according to this research they think that blah blah blah. (T speaks with
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exaggerated gestures) So now you're more reliable. Not so many_people think like this.
According to a research conducted in X University, 85% of all engineering students think
that. Details. (T makes the word “data” visible on the slide) Data. (makings a big circle with
one hand) All of them can be data actually. (clicks to make the next item on the slide and
reads it) “Results of other researches.” How can you make use of them? Have you checked
any other researches when you were doing your research?

S: Yeah yes

S: Yes, teacher.

T: Did it help you? How did it go?

S: We use it like secondary source they have used. And we got some idea about their
research. Then we use it, their result.

T: Perfect. Anything else? <NAME S6>, <NAME S7>, <NAME S4>? Nope? Okay, you can
also check the other researches people had DONE before you did your research. They can
also be helpful for you. They can show you something; they can give you some suggestions.
Maybe they only did their research about Group A. Now you can do the same research for
Group B. So the former, past researches can give you suggestions and ideas. This is also
useful. Facts (makes this word visible on slide) The things we can actually believe in, some
realities. Not only my imagination, my cousin's experiences. Fact. (with a gesture referring
to concreteness) And also findings. (This word is made visible) The researches other people
had done, the things they had found. So all of them can be reliable solid support for your
ideas in your

body part in the research report.

15:16

T: (New slide comes) So time to take action now. (claps her hands once) Okay, so (shares a
page from the course book now) as you remember, we talked about writing your
introduction. Actually, we have done like 10% of your body section in the introduction. How
is it possible? Or in the outline? What have we done so far? How can they help you, guide
you (both hands raised at the chest’s height moved together from left to the right) for your
body part? Can they? I don't know. (..)

S: They will help us because we mainly mention about what are we going to tell

in our body paragraph. that's why we will give some references about them also.

T: Perfect, what else?

S: Actually in the introduction we decide about our body paragraph. How it is going to be
and what's the results and so.

T: Perfect. Anything else? Okay so actually as <NAME S2> said, (highlighting some
sentences on the page) in the preview part, the last part of your introduction if you
remember, was like

the trailers for your body section. It showed me what's coming up. I know that huh I'm going
to read about - Okay first part (highlights this part in the text), “advantages of nuclear
energy.” The second part, “the disadvantages of nuclear energy.” And what does this writer
think? Conclusion (highlight this part in the sample introduction in the book) shows why
disadvantages overweigh the advantages. So I have a trailer; I know what coming up. You
have already planned what's going to happen in the body. But, the body, as you may
imagine, is the longest, the biggest (with gestures) part of your report. So I need to do what?
What do you think? How can you help your reader? When you write a long, long (with
gestures) part? What would be helpful for me when I read your body?

S: It should be clear, not complicated.

T: Please (whispering). Please. (smiling and bending her head toward one side)

S: It should be going well while you are uh writing. You shouldn't be bored.

T: Yeah please. Yes nice ideas.

S: Maybe interesting details. More -better better.
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T: It would be fun to read it, yes. I would be interested. Nice what else in terms of design,
organization? What do you think? (..) Because you are the writer.

S: (XXX)

T: Yes <NAME S2>.

S: Between the topics, didn't - shouldn't be sharp.

T: Okay. Transition should be smooth.

S: Yes.

T: What else? <NAME S5>. What would be really helpful when I read the report of 10
pages? (mimicking a teacher reading a student paper with a pen) When I follow it?

S: Not contain too much details.

T: Maybe yes. But it's all about the content of the report. What you put in the report.

I'm asking more about how you put in the report. Like would you like to give me a

whole page, block page, without any paragraphs, titles and I'm supposed to

read and group and — Or?

S: Make a paragraph and each paragraphs have a small su- su- summary. (T nodding)

T: Yes. [ would appreciate it, please. I wouldn't like to do that. As a reader, I need to follow
your body, like your whole report actually, easily. Because you include so much
information. You have the advantages, some of them. And you have disadvantages, three of
them. So

if I want to follow and read smoothly (with gestures: two hands going down in parallel
incidating smoothness), you need to ORGANIZE. So the the shape the design how it looks
also matters when you write your report.

19:42

T: Okay so let's continue. (scrolls down the page on the screen) This is the longest part. But
actually I think the most exciting part because finally (.) you get to talk about your ideas in
real life.

S: Can I ask you a question?

T: Yes please.

S: After the research about our topic, can we change or each topic for examp for example for
example I say our topic is nuclear energy

T: Uh-huh?

S: Renewable energy is energy and solar —

T: It's too late (mimicking singing) (laughs)

S: But (XXX)

T: No like why? Would you like to change something? But why you were going very well.
S: I don't I didn't know detail about topic. But after the research maybe change my my
decision. Maybe renewable energy is the most —

T: Okay, uh yeah. You can in your — Yes. in your comparison, you can come to a different
conclusion. That's okay. After the research, you change your mind when you compare two
things. It may be okay. But changing the topic all over again -

S: Okay.

T: - is not possible. But for example, if you: were thinking that wind energy was better but
after some research you saw that uh hydroelectric is better actually you can change it.

S: I mentioned it

T: Yeah yeah I got it now okay. You were comparing wind and hydroelectric right?

S: Yes teacher.

T: Okay. (..) In Turkey (gesturing quoting) specifically.

S: Yes.

T: Yeah I remember that. Yeah we we did some research. (laughingly) Okay, so keep these
questions. At the end I'm going to have a 10 or 15 minutes of questions answer session,
okay?

216



S: Okay.

T: We can actually uh look at some details. So it is the longest part. It is the part where we
support our ideas, perfect, we give evidence. (highlighting) But can I ask you something?
What do you think about the balance between your ideas and evidence? (making a gesture of
scaling) (..)

S: I think if you if I give percent, 40 per cent ours, 60 per cent (XXX).

T: Maybe. Okay not bad.

S: The conclusions are - should be same.

T: Yes perfectly. The evidence should be in parallelism with your idea. They

should be supporting you. Perfectly. But more evidence more Professor blah blah or more
<NAME S5>. What do I need to see? (making a gesture of scaling, one hand at a higher
point in the air than the other) (..) Should should I see?

S: Equals maybe

T: No (laughingly). No not equal. (laughingly) Nice try, not equal. Actually um this would
be the biggest mistake you can make. Research report is not a collection of (making big
circles in the air turning hands inwards) researches, basically. I would Google them if |
wanted to see the references; I would read them by myself. So it is still you (holding a hand
horizontally up in the air, at the level of her eyes) supported by the evidence (mimicking a
backing movement towards the hand held in the air). So you are here, your ideas, your
thesis statement, your (..) opinions (moving the hand representing “you”) and evidence
comes as a support (the hand representing evidence backing the other hand) basically. So
you are not writing for evidence. Evidence is here to support you (T making the same
gesture). So actually this is the first thing you need to keep in mind while (making a circle
with a finger in the air) writing the body part. It is not a collection, patchwork, puzzle of
references, citations. I need to see you, but stronger than and opinion essay because now you
have reliable (making fists with both hands) and solid support you supported by evidence.
Please pay attention, okay? Don't overwhelm (grimacing) your report with suggestions,
paraphrases, quotations, summaries (gesturing as if she is mimicking swimming). I still need
to see YOU. This is your report. Okay? Don't forget it. Okay, we have an idea. We have the
thesis statement. We showed some evidence. (highlighting in the book) What is this?
Discussions. (highlighting) What do I mean? (..) Iste hocam I gave the evidence. (mimicking
a typical student reaction) Eee? What is the discussion?

S: Opposite side of the —

T: Maybe (gesturing toward the camera) Opposite side. (moving an index finger from one
side to the other in the air) How other group or how other people think about this Issue?
What else?

S: The evidence is not enough so we should make it um longer. (laughing)

T: Yeah it's coming. Yes.

S: Tiirk¢e’ye ceviriken —

T: Do not translate, just tell the way you wish. I feel like I can understand. (laughs) Okay,
evidence is not enough; you're right. Like evidence is a quotation you give to me. According
to the researches, 85% of the students feel like this (with exaggerated gestures) Evidence.
Okay, what what I'm going to do with this evidence? Is it enough? Am I using you to do
some (.) Google search for me? (making a gesture of “so what?”’) I don't know. What do you
think? Silent people? <NAME S6>, <NAME S7>? If you keep silent, I hope you fail. (T
laughs, probably after reading a student comment in the chat) Yeah use

S: It is the best wishes

T: Yes, huh? Beddua (curse). Worst dua, actually. Guys, please. <NAME S4>, I'm following
the chat box. Say it. What do you think? Discussion? What do I need you to do after you
give me some evidence? Your idea. And then some evidence. And then some? (the same
gestures)

What?

S: Discussions.
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T: Yes. You need to actually give your comments on the evidence as well. Like you cannot
just give me the evidence. Hocam, take this quotation; do whatever you want to do with it.
No. I still need to see your comments on the evidence as well. So evidence itself is not
speaking for you. You just use it. Okay? It doesn't tell your story to me. It doesn't tell your
ideas to me. So your_idea. Support it with evidence and then comment on the evidence as
well. (with gestures) Okay? So sandwich (gesturing) this evidence for me. Your idea,
support, a quotation, a paraphrase whatever, and then your comment. Huh, according to
what Professor blah blah says it is clear that, it can be understood that. So don't leave it to
me, okay? Give your discussion, your comments after giving evidence as well, okay? It is
understood that, it is presented that blah blah blah. So -

S: It's a bit —

T: (gesturing that she is all ears)

S: It's a bit rewrite, about paraphrasing?

T: Yeah, kind of (smiling, gesturing) actually. But I - more I'm looking for some
explanations

Actually. Like I need to see, for example, <NAME S2> you use the quotation. [ want you to
explain why you chose it? Why do you think it is suitable for your report? What do I need to
understand from this quotation?

S: Okay teacher.

T: Okay so yeah. Evidence is talking for itself. No. You need to talk for the evidence as well
Okay? It is just a little support for you. Do not rely on the evidence. Evidence is clear
enough hocam. No, give your discussion, give your comment, okay? It is here to support
you. Evidence is here to support you. It's like not like you are supporting the

Evidence, okay? Be careful. So —

S: Can I ask one question?

T: Yes please.

S: Can we do also we can give some opposite ideas and then uh we can give some
discussions about it and refute it.

T: Yes also. Uh yes

S: It is more stronger.

T: Yeah, yeah. It is. Possibly. It would be much stronger. Many people believe that blah
blah but actually -

S: There are some evidence then give refute it

T: Yes. You're trying to manipulate the readers.

S: Maybe.

T: Iliked it. Okay. So yes discussion. It means that you are the main part of this idea. You
are the main part of this report okay? So everything is here to support you and your thesis
statement. Okay, so we include some details, data, facts and findings. We are doing
everything to change the reader's idea or serve some present some facts for the reader. So we
make some analysis. (highlighting in the book) We choose our uh quotations to support our
ideas. We give them we present them - please — clearly. Like if there is a history we follow it
okay? We design, we present, we use the language well to put all of these things together. So
when I look at your body, I don't want to see um a half-puzzle okay? I don't want to see a
collage, a mash-up. I I don't want a patchwork okay? So it needs to feel smooth, planned by
you and just by you okay? You need to be in control in charge of your body part.

29:46

T: And then paragraphs. (highlighting) Please. That's also important. They need to follow
each other. Tell me a story. How is it possible? How can you tell a story well to a person?
How would you start? From specific to general? From general to specific? One from this

one, from that? How would you do it? Good storytelling? How is
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S: Once upon a time. (T laughs) Of course not.

T: No. Not not that kind of story.

S: General to specific much better I think.

T: Okay. <NAME S1> says from general to specific. What do you think others? <NAME
S2>, <NAME S5>?

S: Because if we give the general idea, the readers got the main point of idea. Then when we
give the specification - Is it the noun form of it? I don't know but —

T: (laughs) I don't know but I'm saying something. Yeah, you're right. Better for readers. Yes
you're right. Actually, have some pity for your poor teacher. Because, <NAME S2>, how am
I supposed to know about hydroelectric energy Turkey? So what would you like your reader
to do? Like do I need to do some research before I read your report, <NAME S2>?

S: No teacher.

T: (laughs) 1 I don't want to actually. So how can you help me as a

Reader? First?

S: Inform you. Then, explain it.

T: Yes but <NAME S2>, directly tell me that story like I know nearly nothing about it okay?
Because I don't have to - I cannot actually know about all of your topics. So as we talked
about it in the intro, remember you have some audience basically me and your friends. So
you need to take me to your topic step by step from general to the details to the more specific
point. So imagine like we are all together when you are doing your research. How do you
start? First you look at the general information and then you look at advantages
disadvantages. So imagine I'm always with you during this research process So you need to
show it, how you do your research, in your body

design as well. Okay?

32:22

T: So let's come to a more technical part. Dividing into relevant sections. (highlighting)
What do I mean? What are the sections? (..) Sections in the body. How can you separate?
S: Advantages disadvantages for —

T: Perfect. (nods) The the major heading (with gestures), the title, main title. Advantages
disadvantages. And then under them <NAME S2>? (gesturing like mimicking a caterpillar
s0 as to give a clue to the student)

S: Compare them. No?

T: Do you? If you are writing a compare-contrast one and you are writing actually, compare-
contrast one, so yes, your main titles are what but on - Imagine your outline? What is
number two? Remember your outline. Let me show you (T opens a sample outline) Okay,
this is an advantages-disadvantages type of report. So part one is advantages. Part two is
disadvantages. If you are writing a compare-contrast? What is this part? (T highlights the
second main part in the outline) <NAME S2>? In your report?

S: (Body part)

T: Yeah. So first wind energy and then advantages, disadvantages (gesture of sweeping the
air with one hand) And then hydroelectric, advantages, disadvantages. So it may change
depending on your choice. For <NAME S5>, for example, it is, <NAME S5>, it's
advantages-disadvantages right?

S: Yes right.

T: Yours okay. So it looks much like this one (gestures).

S: Yes

T: Okay so you need to divide it into sections. Titles and subtitles. (gestures) I mean
headings, major titles and the little ones under it. But of course we

have some rules while doing that. What are these rules? I took a sample outline. Because it
is basically your body. Which parts in your outline constitutes your body, guys? Which parts
make your body?

S: Two point one, two point two. All of them.
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T: Huh.

S2: Except introduction.

T: Yes. The part between introduction and conclusion actually. (highlights the part in the
sample outline) It's your body. So you have some titles and subtitles under them. I took the
sample outline for you. But of cours, I played with it a little bit. I distorted, I broke it a
little bit. Who in the chat box? Okay. So let's make it much better because I took it but I wish
I hadn't. Can you please help me to fix this one several problems? How can you turn

this outline - I took it as an outline actually - now when you write something under them, it
becomes your body. But shape, style, format. (gesturing “it’s all gone”) All over the place.
What do you think?

S: Two point one, it shouldn't be in Roman, Roma rakamlari.

T: Yes, it's not. Yeah, it shouldn't be. So I change it as two point one and two point two. And
this one, <NAME S5>7?

S: Yes again

T: Three point one, three point two, three point three.

S2: A bit inside of the page.

T: Yeah yeah it is actually. How can I fix it? (..) It's all over the place. (gestures)

S: Double tab.

S2: One tab.

T: One tap for what? Which one? The main heading?

S: Two point one and two point two.

T: You mean subtitles?

S: Yeah.

T: Okay. One tab.

S: My internet connection has gone, sorry.

T: Okay no problem.

S: It took me me out.

T: I'm following, no problem. One tab, indentation, indentation, indentation. (T indents each
subheading one tab) Eh. Slightly better. (laughs) We have we still have a lot to change.
<NAME S6>, are you here?

S: yes teacher

T: <NAME S6>, did you like the colour red? Would you like another colour?

S: Black

T: Yeah. Wouldn't it be much better <NAME S6>? Can I use colours decorations in my
research

report? (T gestures “no”) <NAME S6>? Don't! (Whispering and laughing) No. If you have
any plans to do so, please don't. There there is no room for colours. Black is the best option.
What else? S: There should be two up down? What is the name of it?

T: You mean the paragraphing space?

S2: Between the lines.

T: Between the lines. I choose it. Paragraph. (T chooses paragraph settings window on Word
and shows how to do the right settings) Which spacing? Single, one and half, double?

Ss: Double.

T: Double, much better. (smiling and gestures “there is a lot to do”) It's a start. What else?
What about the capital letters? Uppercase, lower case? Is everything okay?

S: Subtitles can be small.

T: Yes, subtitles shouldn't be in uppercase. (highlighting a subtitle) How can I do it in the
shortest way? Do you know? Anyone? Are you good at Microsoft Word? How can I —

S: We did it before but I can't remember.

T: Okay, just for you. Special edition. I'm showing it right here, guys. Over the colouring,
highlighting colour, sentence casing. Okay I change them into lower case. Let me choose
them lower case. (T changes all subtitles to lowercase) Is it okay now?

S: no we should uh make Capital
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the first letter of the sentence.

T: Yes first letters initials should be upper case, capital letter. Okay (reads the subtitles as
she capitalizes the initials) zero emission. Ease of finding. Risk of nuclear energy. Blah blah
blah.

S: Teacher, which version is that? Word? Which year [ mean?

T: This one I'm not sure. Not the latest not the oldest. I’'m not sure.

S: (xxx)

T: Yeah two thousand and ten, let's say (laughs and gestures) What else? Is it nice now?

S: Font size 12.

T: Uh <NAME S6> welcome! 12 for all of them.

S: No 13 is the

S2: No.

Sx: For the others.

T: Hmm. Okay let's make it clear. For the main titles | mean Roman numerals?
(highlighting) Two, three, four, five. Roman numerals. What is the font size?

S: 14

T: 14. Perfect it is 14. I got it right. 14,14. What about the subtitles? Are they —

S: 13.

T: 13 One step shorter. 14 for the main headings. 13 for the subheadings.

S: For the normal right (Student most probably intends to mean “writing” or “text”) 12. T:
Yes and for the the, right, the text you write, it is 12. So I make it. Let me choose it. I make it
13. So 14 for the main heading, the heading. And then one step smaller 13 for the sub. And
then 12 for the original text. Is it okay?

S: Um the last one, I guess, uh right left and bottom.

T: (T claps) Margins (pronounces melodically) Okay. How am I going to find it? Where are
the margins? (moves the cursor over the word panel searching for the layout menu) Layout.
Yes Margins. Custom, special for you. Custom margins. (T chooses the right setting from the
layout menu) How much? <NAME S2>, do you remember, top and bottom? (gestures)

S: Three.

T: Three, perfect. Top and bottom, three. And left and right?

S: (XXX)

T: What will? Again?

S: Two and a half.

T: Two and a half okay. Two and a half for left and right okay. Advantages I got my main
heading uh Bold, all capital, 14. And then my subtitles. Perfect. 13. All of them Times New
Roman. Can I make the main headings Arial, subheadings Times New Roman?

S: No

T: No? E 6yle diyordu sanki booklet’te. Arial or Times New Roman. Isn't it okay?

S: yeah if you start with Ariel it should be in Ariel. then then as same with time (this one).
T: Perfect. You just follow it however you started. Just go on with that. So Times New
Roman, make all of it Times New Roman. Perfect. It is much better. I guess.

42:01

T: And then, okay. I wanna start writing. Because actually when you make these
arrangements, copy your outline make the arrangements. Say hi to your body part actually.
You have done 10% of your body part. You're just going to write something under subtitles.
It's the easiest part. (T makes space below the first subtitle) So can I start writing about zero
emission directly?

S: T think (XXX)

T: N’apayim, <NAME S2>? How can I make it right? What am I going —

S: we should give uh some informations like abstract before two point one.
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T: Uh perfect. (T creates space just below the main title so as to show that Ss are expected to
write an introduction to their main body section). So you say that I need something before I
start writing under my subtitles.

S: for example in the first part of that body paragraph, it is the nuclear energy. Like the
Earth

Energy, needs something like this give some information.

T: Perfect. You give some general information. Do not forget always prepare your reader for
what's coming up. What's coming? When I read your report, you need to take me step by
step to every heading and subheading okay? I don't need to put a lot of energy. You need to
guide me in your report. So please tell me. What's going to happen in this part? Blah blah
blah will be mentioned in this part? Advantages will be discussed such as blah blah blah.
There are so many advantages and blah blah blah will be presented in this part. So prepare
the reader, okay? So tell me something. Don't say. First, say Hi, Hello, How are you? Is
everything okay? Make a little introducing all the time in every heading. So I prepared a
little text for you. “Insert your sentences, insert your sentences”. Of course, I'm not going to
write your report. So I'm just going to copy it. Is it okay? Does it look nice?

S: No we should [XXX]

S2: [XXX]

S: Yeah, one tab.

T: Huh.

S: Before our first sentence.

T: Perfect. So whenever I start a new paragraph, whenever I open a new paragraph, I give
one indentation, one tab (gestures) All the time whenever I take it. And then <NAME S5>,
what about this? (moves cursor at the end of the lines which are not justified) Does it look
nice and neat? To the left, to the right? Can I write it like this? As much as [ want from the
left to the right? How can I fix it?

S: (XXX justified of the paragraph

T: Maybe or? (..) I can choose this one, right? (T chooses “aligned” on the Word panel)

S: Yes.

T: Aligned. Perfect. I can make it neat and nice (gestures) by aligning it to the both

sides, to the left and to the right. After I finish writing I can do it. And then now finally after
a little introducing part, I can start writing my first advantage: Zero emission. Perfect. Any
question so far? Anything we need to clarify?

S: No teacher.

T: Everything is going very well.

T: Okay. <NAME S5>, <NAME S6>? <NAME S7>, are you here? <NAME S7>, oru¢ mu
vurdu bagina? Niye sessizsin?

S: It's okay teacher.

T: (laughs) If it's okay, let's give a little break of 14 minutes okay? it is 16 now

for my watch. Let's give a break of 14 minutes. Let's be back at sharp half past

four, okay?

S: Okay teacher.

T: See you in 14 then. Bye-bye.
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E. ADEL’S TAXONOMY OF METADISCOURSE FUNCTIONS

Adel, A. (2023). Adopting a ‘move’ rather than a ‘marker’ approach to metadiscourse:
A taxanomy for spoken student presentation. English for Specific Purposes
69, 4-18.

The left column presents the categories and their definitions, while the right column
offers examples from the corpus of student presentations.

Words and their meaning

REPAIRING refers to both self- and other-initiated
suggestions or alterations which correct or cancel a ... sorry I meant to say that...
preceding contribution.

REFORMULATING refers to the offering of an
alternative term or expression not because the preceding
contribution was seen as erroneous (as in REPAIRING),
but because of the added value of expansion.
COMMENTING ON LINGUISTIC
FORM/MEANING includes metalinguistic references
to linguistic form, word choice and/or meaning. It is
limited to small discourse units, such as words and
expressions.

CLARIFYING is used to spell out the author’s
intentions to avoid misinterpretation. It does not refer to
a specifically interactive function, in which case it
would be classified as “Audience orientation”; it
involves examples of the addresser wishing to specify
what he or she is (not) saying.

... in other words...

in brief this study is...;

um I don’t know if successful is a
good word um;

maybe I'm pronouncing that wrong

and that is um to say that

MANAGING TERMINOLOGY typically involves not exactly what I call an
giving definitions and providing terms or labels for inconsistency;
phenomena that are talked about. I will be referring to [...] as [...] at
times;
um I can’t remember what they 're
called now

Topics and information flow

MANAGING TOPIC refers to explicit ways of signalling for example the start of a new topic or
the conclusion of a topic.

ANNOUNCING TOPIC is used to open a topic. I'll be discussing...;

um my focus in this presentation
anyway is on...

CONCLUDING TOPIC is used to close a topic. And um that brings me to conclude
my presentation;

Well, that’s it
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MANAGING PHORICS refers to explicit ways of showing how items are connected through
numbering or pointing the audience in different directions, e.g. by referring to a figure on a
slide. Phorics point to various locations in the discourse.

ENUMERATING is used to show how specific
parts of the discourse are ordered in sequential
relation to each other through numbers or letters.

The first thing is... the next thing is...

ENDOPHORIC MARKING is used to point to a
specific discourse location; it refers to cases in which
it is not clear or relevant whether what is referred to
occurs before or after the current point (unlike
PREVIEWING and REVIEWING), as for example
when the audience is instructed to look at a table, or
turn to a specific point on a slide.

in table one;
um as you can See;
but this bit up here

PREVIEWING points forward in the discourse and
is used to announce what is to come.

but we'll get back to this;
'l talk a little bit about that in a
second

REVIEWING points backward and reminds the
audience about something has already taken place in

As | said earlier we have...;
it’s just like the comment that | made

the discourse. before
MARKING ASIDES labels material as a topic That is not a key point, but | just
sidetrack or digression. wanted...;

Anyway, this is a- this is a- a tangent

MARKING INTERRUPTION IN FLOW refers to
expressions that mark an unplanned interruption in the
discourse flow. Actual wording to mark the interruption
is needed, so pauses or Ums are excluded.

um let me see

Comments on discourse

LABELLING SPEECH ACT refers to cases when
the author refers to their own discourse act that is being
performed, such as summarising or adding (not already
covered by a category in the taxonomy).

um but I’ll try to sum- to sum to
summarise it;

I would strongly recommend that...;

1 would also like to mention that...

EXEMPLIFYING refers to a way of marking a unit
serving as an example in the current author’s discourse.
It is thus a way of labelling a specific speech act.

so for example;
so it’s like like when you use...

CONTEXTUALISING is used to comment on the
planning stage: (the conditions of) the situation of
writing or speaking, and thus contains traces of the
production of the discourse. This may include spelled-
out justifications for choices made in planning or
organising the discourse.

um | could have done some
background reading but maybe I’ll-
1 didn’t have time, but maybe I'll
do that some other time;

I’'m using a different computer today
so I guess I won’t have any
complications

COMMENTING ON GENRE refers to explicit
comments on the genre that the author is using. The
comment may also refer to a part genre, such as a
summary part in a longer presentation.

This presentation is not very long;
Anyway, the paper is a bit... it’s a
hodgepodge

REFERRING TO LINKED GENRE includes
references to other genres and texts that are related to
the current discourse in that the current audience or
presenter are involved in some way, such as in the case
of a script for the spoken presentation, or a
conversation with the teacher before giving the talk.

um I believe [name of fellow student]
will cover this in way more details;

I've got my own notes here;

...because I had a very very good
PowerPoint presentation but then |
thought that maybe | saved it one
my OneDrive but I didn’t so | lost
everything and | | had to restart
doing this yesterday
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Audience orientation

ACKNOWLEDGING THE AUDIENCE refers to
instances when the author explicitly shows an
awareness of the audience and attends to face needs by
for example greeting, welcoming, or thanking the
audience. The audience may be referred to as a
collective, or a selection of any number of people.

Hello everyone [GREETING] welcome
to my presentation
[WELCOMINGT;

Thank you very much for listening;

Hope you enjoyed it

MANAGING COMPREHENSION/CHANNEL
functions to ensure that the author and audience are
“on the same page”. It is used to check or at least refer
to participants’ understanding and uptake in relation to
the channel. No assumptions of shared understanding
are necessarily made, but it is rather about checking
understanding and channel.

OK then Oops Let’s see if I can upload
my presentation;

Can you all see the presentation?
Excellent. Nice.;

Can you hear me now?

MANAGING AUDIENCE BEHAVIOUR refers to
cases where the audience is directly addressed and
typically instructed to do something (except look at a
visual, which is classified as ENDOPHORIC
MARKING); it may also include cases in which the
audience is reprimanded or complimented for their
behaviour. Direct audience address is not necessarily
involved, as in it would be good to have a discussion
on this, where the author expresses a desire for a future
discussion with the current audience on a particular
topic.

And an- another thing that | found
interesting that you might, too,
§...,

| wonder if you agree with some of the
um conclusions they make;

I wonder if anybody else picked up on
this?

ANTICIPATING THE AUDIENCE’S RESPONSE
pays special attention to predicting the audience’s
reaction to what is said, often by attributing statements
to the audience as potential objections or
counterarguments.

um I hope I'm not repeating myself 1
feel like I am but;

But fear not: I'll take you through it;

[laughter] Don’t know if you
understand that [laughter]

MANAGING THE MESSAGE is used to emphasise
the core message in what is being conveyed; as such, it
tends to provide the big picture, or at least state what
the addresser wishes the audience to remember or
experience based on the discourse. It also refers to
cases where the author explicitly comments on the
desired uptake.

This is an important point to
remember;

For me, the interesting part is more
about the-;

1 thought they’d be useful for all of us
to know

IMAGINING SCENARIOS asks the audience to see
something from a specific perspective, often in a vivid
way. It is a strategy for engaging the audience and can
be thought of as a mutual thought experiment between
the author and audience, taking place in the shared
world of discourse.

So at the very beginning stage, you
know when you re giving a preview
of your PowerPoint

LABELLING AUTHOR PERSONA refers to
instances when authors describe their persona, e.g. in
terms of a personality type they may belong to, or a
temporary characteristic that may (or may not) be
ascribed to them, in ways that will affect the discourse.
For example, if a person is hypercritical, the discourse
performance will be affected by this; if a person is slow
or fast, this will affect the rate of speech.

I’'m easily confused but I found that
difficult to follow;

I don’t mean to seem arrogant in that
way So;

1 tend to be cynical but but I don’t
mean to undermine the whole
project
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F. NEW FUNCTIONS AND SUBFUNCTIONS ADDED TO ADEL (2023)

Topics and information flow

MANAGING TOPIC

a. Marking topic/activity shift refers to the situations
the speaker indicates that a new topic/activity is going to
take place without directly announcing the topic.

All right um so
Okay, then

Let’s do something
Shall we begin?

2 | b. Adding to topic is used to indicate an addition to the | One more thing
topic being discussed. Another important thing about

3 | c. Announcing sub-topic refers to the start of an aspect | Next one?
or part of a topic/activity. Yes, three?

What about gardening?

4 | d. Initiating topic/activity refers to the situation when a | Here we go.
topic/activity is started by the speaker. Go ahead.

We can start, | think.

Haydi!

5 | e. Concluding sub-topic is used to indicate the end of a | Okay.
sub-topic/sub-activity. So, you brainstormed

Let me stop share this

Comments on discourse
LABELLING SPEECH ACT

6 | a. Self-initiated speech act labelling refers to the And of course, | would like to
speaker’s labelling of a speech act they produce remind, yes (..) your deadline
themselves.

7 | b. Other-initiated speech act labelling is used to mark . "
the speaker’s labelling of a speech act produced by Photography is not an art”,

. . <NAME S5> says.
another participant/audience.

8 | c. Labelling jointly constructed speech act refers to Um so uh it it could be- it could
marking of the speaker’s labelling of a speech act have been that as well but
produced by mutually with another here we were talking_about a
participant/audience. camera.

Oh there are two different topics
here we are talking about in
this sense, right?

9 | d. Labelling te).(tual speech act is used tg indicate the This is another worksheet. Part
speaker’s labelling of a speech act figuratively

. one says that...
produced by a text or material.

10 | LABELLING DISCOURSE refers to the speaker’s That’s a good question”.
labelling of a piece of discourse produced by That’s yeah, I mean that’s just a
themselves or the other participants/audience. suggestion.

11 | PRELIMINARY ANNOUNCING SPEECH ACT is

used to indicate a speaker is planning to produce a
speech act.

I am going to say something.
Can | ask you something else?
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Audience orientation

MANAGING COMPREHENSION/CHANNELL

12 | a. Checking audience confirmation refers to the Andin the body section again, you
situations where the speaker intends to have the audience needed to convince people
verify what they have said about your idea. Am | right?

This is a bit annoying, isn’t it?
You said it. Objectivity, right?

13 b Cpnﬁrmlng speaker’s understanding is used to Did you say sharply?
indicate that the speaker wants to confirm what they .

Food storage items, you mean?
have understood.

14 | c. Informing about failure in channel refers to the I cannot hear your voice <NAME
situations that the speaker intends to express a problem S2>
with the communication channel. Sorry, <NAME S1>’cim, I —we

couldn’t hear you, okay?

15 | d. Asking for repetition/clarification is used to signal .
the speaker’s demand from the interlocutor to repeat or Can you rep eaF it please?

. . Can we make it clear?
clarify what they have said.

16 | e. Offering solutions to the comprehension/ channel Um can you- if you don’t have

problem refers to your books, can you take a
picture of this first part, and I
will ...

Also, you can read from the board

17 | f. Checking audience’s understanding is used to Any questions, any problems up
indicate the speaker’s intention for checking whether the to now about theory?
audience have understood the information Is everything alright for you?
given/discussed or activity done (Am I) Clear?

Okay, are you following?

MANAGING AUDIENCE BEHAVIOUR

18 | a. Eliciting audience responses refers to the speaker’s attempts to have the audience or a

discourse participant say or do something

19 (i) Eliciting verbal responses is used to indicate that the speaker intends the audience or a

discourse participant say something

20 Instructional questioning the speaker’s questioning that aims to achieve an

instructional objective.

21 Display questions is used to signal that the What’s the clue?

speaker asks a question to which they know the Does the writer support online
answer. education?

22 Referential questlofls is useq to indicate that the So, which one of them do you find

speaker asks a question to which they don’t know . .
the most interesting?
the answer.
23 Probing refers to the speaker’s questioning that Why, <NAME S1>? Why do you

aims to get to the root of the reason for or details

of a response.

think so?

Perfect. What else? How can you
make me believe? How can
you explain yourself?
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24 Scaffolding refers to the speaker’s questioning T: Summarizing. Very good. Well,
that provides simpler questions when the what, what do we need to focus
audience do not understand a question our attention when we

summarize? <T WAITS A FEW

SECONDS TO GET AN

ANSWER>

Sx: (XXX)

T: We only use the (.) important
information the main idea
there. Do we use the
examples and the details?

25 Prompting is used to indicate a questioning
strategy that er)V1des a cllue related .to the Yes of 110?
response and aim to remind the audience of an .

. . . .. Your evidences?
aspect of it, accompanied with a rising
intonation.

26 Cloze prompting is used to indicate prompting What is pound? It’s the unit of-?
that

27 Interpersonal projection refers to the Er for the readers in order to
questioning strategy of the speaker which focuses understand the subject in your
on eliciting the opinions of the audience by report clearly, what do you
projecting a secondary clause within a main think you can include in the
clause. body of your report?

Do you have any idea what is
sustainable in terms of
business?

28 Rhetorical que.stu')ns 1s’used to 1ndlcafe the Why alternative? You search for
speaker’s questioning with no expectation of any )

. the details, please.
response from the audience.

29 Using directives is used to indicate that the speaker asks the audience or a discourse

participant to say something orally.

30 Ordering is used to indicate that the speaker

. . . Just tell me.
orders the audience or a discourse participant to .
. And explain your reasons orally.
say something orally.

31 Requesting refers to the speaker’s politely Would you like to tell me what'’s
asking the audience or a discourse participant to in your mind?
say something orally. Can we please hear yours?

32 Mitigated directives is used to is used to
indicate that the speaker orders, accompanied Maybe we can discuss the
with a mitigating word/phrase such as maybe, quotation provided here.
just, can, etc., the audience or a discourse Maybe you can tell me.
participant to say something orally.

33 (ii) Eliciting action responses is used to indicate that the speaker intends the audience or a

discourse participant do something

34 Eh?ltmg cognitive actlop is used to is I%SCd to Think about this argumentative
indicate that the speaker intends the audience or a
discourse participant to do a cognitive action. essay.

35 Eliciting physical action is used to indicate that

the speaker wishes the audience or a discourse
participant to do a physical action.

<STUDENT NAME>, please sit
next to <STUDENT NAME>.
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36

Eliciting textual action is used to is used to
indicate that the speaker wants the audience or a
discourse participant to do a textual action.

Before we engage in reading, can
you please take a look at Part
One?

37 Eliciting digital action is used to indicate that . .
) . . Can you click on it and find me
the speaker desires the audience or a discourse
.. .. . here, please?
participant to do a digital action.
38 Eliciting other action is used to is used to
indicate that the speaker wants the audience ora | You are going to find a citation
discourse participant to do something other than | So you finish your outlines.
a cognitive, physical, textual and digital action.

39 [ b. Commenting on audience’s responses is used to indicate that the speaker intends the

audience or a discourse participant do something

40 (i) Evaluating audience response refers to the speaker’s attempts to provide an

assessment of an audience response.

41 B Giving p.o.s1tlve feedback refers Fo the speaker’s Pollution, okay. Very good.
provision of positive feedback on an audience response .

.. Exactly, exactly. You are right.
or performance on an activity.

42 Giving negative feedback refers to the speaker’s
provision of negative feedback on an audience response | Er, not ac-, not really.
or performance on an activity.

43 Giving corrective feedback is used to indicate I would improve it by adding
that the speaker provides the audience/interlocutor something
feedback that guides them to modify their Yes, but you need to express it in
responses/performances on an activity. a full sentence

44 Confirming comprehension is used to indicate
that the speaker has understood what the I got your point <NAME>
audience/interlocutor has said.

45 (ii) Maintaining rapport is used to indicate the speaker’s reaction to an audience response

in a way that reinforces the rapport between the speaker and the audience.

46 Using humour and playfulness refers to the You don’t need to take the quiz
situations where the speaker responds to the audience’s anyway <T PRAISES A
responses in a humorous and playful way. STUDENT WHO ANSWER

ALL QUESTIONS
CORRECTLY>

Okay I'm listening to you because
you are the teacher now.

47 Showing care is used to indicate the speaker’s <NAME> are you fine?
checking on the well-being of the audience <NAME> are you okay?

48 (iii) Maintaining discipline is used to indicate the “<STUDENT NAME> Ask
situations where the speaker responds to the audience’s olsun! (Eng. Horsefeathers to
responses in a humorous and playful way. you then!)”. Insallah D ile

gecersiniz! (Eng. You pass the
course with D, God willing.).

49 (iv) Responding to audience question refers to the No problem.
speaker’s answers to the questions asked by the Sure!

audience.

You can, you can.

Don’t ask any questions about
examination.

Not now.
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50

c. Checking in is used to monitor the progress of the
audience on the task they are assigned.

Do you need extra time or have
you all finished?
Have you finished reading?

51 | BUILDING RAPPORT WITH AUDIENCE refers to <NAME> is this photo taken in
the speaker’s own initiation to connect with the audience Bolu?
socially No judgment, we 're just trying.
I am very sorry about the
inconvenience.
52 | MANAGING SITUATION refers to the speaker’s acts for organizing the conditions of the
speech event e.g., the way an activity should be carried out, turn distribution, etc.
53 . Managing channel is used to monitor and organize | Can you hear me guys?
the effectiveness of the communication channels. Any problems about Padlet?
Are you numbers clear?
54 . Managing audience engagement refers to the How about the others?
speaker’s attempts to invite the audience to respond | Anybody else?
to a question or do an activity What about you?
55 | e. Managing time is used to monitor and organize the | Er I’'m going to give you about
use of time during an activity. ten minutes.
You have one more minute.
56 . Real-time reporting refers to the speaker’s <STUDENT NAME> is
reporting on instant updates regarding the execution connecting right now.
of an activity or the speech event or genre. (e.g. You are viewing my screen right
changes in channel, connecting an online lesson, now.
etc.) I am waiting for the exact number
for it.
57 | e. Managing transitions is used to connect the end of | What does it mean? Let’s see it
an activity to the start of a new activity. It aims to together.
guide the audience by attracting attention to the <T STOPS SCREEN SHARING
upcoming topic/activity. FOR AN ACTIVITY> Let me
share the course book again
on my screen.
58 Self-questlon.lng refers to the situations in which .the Why did it happen that way? (.)
speaker questions to themselves about the regulation
I need to check. Uh —
of the lesson
59 . Other unnamed regulative discourse refers to the | Where is my attendance sheet?

situations where the speaker attempts to carry out
actions related to the regulation in the lesson.

Kapatalim sunu. (Eng. Let’s close
that.) <T FEELS COLD
AND HEADS TO THE
WINDOW TO CLOSE IT>

Has everyone signed?
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G. THE REVISED CODING SCHEME

Words and Their Meaning

repairing
reformulating
words-and-their-meaning MJEEIES(;WNEPEHER commenting-on-linguistic-form-meaning

clarifying
managing-terminology

Topics and Information Flow

marking-topic-or-activity-shift
announcing-topic
adding-to-topic
concluding-topic
announcing-sub-topic
initiating-topic-activity
concluding-subtopic
enumerating
endophoric-marking
PHORICS-TYPE previewing

reviewing

MANAGING-

rmanaging-topic TOPICTYPE

TOPICS-AND-

INFORMATION-FLOW-TYPE
L managing-phorics -MANAGING.

topics-and-information-flow

rmarking-asides
“marking-interruption-in-flow

Comments of Discourse

self-initiated-sa-labelling

LABFELLING- other-initiated-sa-labelling
SPEECH-ACT-TYPE {abelling-jointly-constructed-speech-act
labelling-textual-speech-act

rlabelling-speech-act

rexemplifying
comments-on-discourse —B%%EEELSE%PE rcontextualising

) Fcommenting-on-genre
rreferring-to-linked-genre
Flabelling-discourse

-pre-liminary-announcing-speech-act
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H. FREQUENCIES OF METADISCOURSE USE IN ONLINE AND F2F EAP

MAIN
CATEGORIES
Words and their
meaning

Topics and
information
flow

Comments on
discourse

LESSONS

Functions

WORDS AND THEIR MEANING
1. REPAIRING
2. REFORMULATING
3. COMMENTING ON LINGUISTIC
FORM/MEANING
4. CLARIFYING
5. MANAGING TERMINOLOGY
TOPICS AND INFORMATION
FLOW
1. MANAGING TOPIC
- Announcing topic
-Marking topic/activity shift
-Adding to topic
-Announcing sub-topic
-Initiating topic/activity
-Concluding sub-topic
- Concluding topic
2. MANAGING PHORICS

- Enumerating
- Endophoric marking

- Previewing
- Reviewing

3. MARKING ASIDES

4. MARKING INTERRUPTION IN
FLOW

COMMENTS ON DISCOURSE

1. LABELLING SPEECH ACT
-Self-initiated speech act labelling
-Other-initiated speech act labelling
-Labelling jointly constructed speech
act

-Labelling textual speech act

2. EXEMPLIFYING

3. CONTEXTUALISING

4. COMMENTING ON GENRE

5. REFERRING TO LINKED GENRE
6. LABELLING DISCOURSE

7. PRELIMINARY ANNOUNCING
SPEECH ACT
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Online

57
5
20%
14

12
6
1120

185
47
65*
3
41
4
1
24%*
913*

205
569*

27
112*

8

14

191
80
27
30
18

F2F

84
5
14

26

12
27%
861

263*
68
57

123*
3
0
11

146
330

53*
52

11

193
80
20
36
17

11

W

Significance

++

+
-+
-+
+++
+++
-+
-+
-+

-+

o
o



Audience
orientation

AUDIENCE ORIENTATION

1. ACKNOWLEDGING THE
AUDIENCE

2. MANAGING COMPREHENSION/
CHANNEL

-Checking audience confirmation
-Confirming speaker’s (teachers’)
understanding

-Informing about failure in channel
-Asking for repetition/clarification
-Offering solutions to the
comprehension/ channel problem
-Checking audience (students’)
understanding

3. MANAGING AUDIENCE
BEHAVIOUR

a. Eliciting audience (students’)
responses

(1) Eliciting (students’) verbal
responses

Instructional questioning

Display questions

Referential questions
Probing

Scaffolding

Prompting

Cloze prompting
Interpersonal projection
Rhetorical questions

Using directives

Ordering

Requesting

Mitigated directives
(i1)Eliciting (students’) action
responses

Eliciting cognitive action
Eliciting physical action
Eliciting textual action
Eliciting digital action
Eliciting other action

b. Commenting on audience’
(students’) responses

(i) Evaluating audience response
Giving positive feedback
Giving negative feedback
Giving corrective feedback
Confirming comprehension
(i) Maintaining rapport
Using humour and playfulness
Showing care

(iii) Maintaining discipline

(iv) Responding to audience question
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1626

187*

268

177*
21

8
8
9

46

744

549

432

384

168
107
12
58
24

3k
48
13

32

117

30
25%
18
21*
23
186

159
146

12
10

13

1863*

79

281

131
23

52%*

61

1134%*

928*

693*

624

176
157*
36%*
128*
56*
43*
25%

69
14
54

235%

30*
12
41*

148*
181

138
127

27%
14
13%*
13
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+++
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F++

F++

+++
+++
+++
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+++
+++

+++

+++
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+++
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c. Checking in

4. ANTICIPATING THE
AUDIENCE’S RESPONSE

5. MANAGING THE MESSAGE
6. IMAGINING SCENARIOS

7. LABELLING AUTHOR PERSONA

8. BUILDING RAPPORT WITH
AUDIENCE
9.MANAGING SITUATION

-Managing channel
-Managing audience engagement

-Managing time

-Real-time reporting
-Managing transitions
-Self-questioning

-Other unnamed regulative discourse
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28

91*

56%*

8*

236
15
134
19

39%
15%

10

25%
21

42

33

267

199*
39%

13
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I. ‘COMPARE DATASET’ TABLES ON UAM-CT 6.2

Unit of [nterest: <Metadiscourse-Functions feature="metadiscoursa-functions"/=

Aspect: featurs
Counting: local
faf online Comparison
METADISCOURSE-FUNCTIONS-TYPE N m N m ChiSqu| P _|Signif|Effect Size
- words~and-their-meaning a4 28 57 1.9 5.23(0.0222 | ++ 0.054
- topics-and-information-flow BE1 287 | MED| 3T4 51.48|0.0000 | +++ 0186
- camments-on-dEcourss 193 6.4 191 6.4 0.01 (09348 0.002
- audignce-origniation 1863 B2.1| | 1626 543 3720 0.0000 [+++ 0.158
TOTAL: 3001 [100.0% | 2994 |100.0%|
2 anling Comparison
WORDS-AND-THEIR-MEAMNING-TYPE N m N m Chisqu| P | Signif| Effect Size
- repairing o 6.0 ] B.E 0.41)0.5221 0.108
- reformulating 14 16.7 20 351 6.30|0.0121 | +++ 0427
- commenting-on-linguistic-form-meaning | 26 1.0 14 24.6 0,66 | 04087 0.143
- clarifying 12| 14.3 12 214 1.10(0.2941 0178
- managing-terminalogy a7 321 G 10.5 B.85)0.0028 [+++ 0.545
TOTAL: B4 100.0% 57| 100.0%
faf anling arison
TOPICS-AND-INFORMATION-FLOW-TYPE — - PR cmsz.omp Sionit [Efiaci Sizs
- managing-topic 263 305 185 16.5 5474 | 0.0000) #++ 0.334
- managng-phorics 561 67.5 o913 815 51.74| 0.0000| +++ 0.325
- marking-asidas G 0.7 ] 0.7 0.00) 09634 0.002
- marking-nierruption-in-flow 11 1.3 14 1.3 0.00) 0.9565 0.002
TOTAL: | BE1)100.0% | 1120 1nn_nﬁ|
f2f onling Comparison

MANAGING-TOPIC-TYPE 7] % 7] ) ChiSqu| P | Signif |Effect Size
- marking4oplc-or-activity-shift 57 21.7 85 351 Q.93 (00016 | +++ 0.300
- anmauncing-topic G4 258 47| 254 0.01)|0.9145 0.010
- adding-to-toplc 1 0.4 3 16 1.89(0.1681 REF]
- coneluding-topic 11 4.2 24 13.0 11.65| 0.0006 | +++ 0.325
- annauncing-sub-Lopic 123 468 41| 222 | 2B.33(0.0000 |+ 0.526
- initiating-topic-activity 3 1.1 4 2.2 0.74|0.3907 0.081
- cancluding-subdopic 0 0.0 1 0.5 1.42)|0.2328 0,147
TOTAL: 263 | 100.0% 185 1m.w.|

21 anllne Comparisan
MANAGING-PHORICS-TYPE N o M o ChiSqu| P | Signif Effect Size
- enumeraling 146 254 205 225 1.41|0.2344 0.063
- endophoric-marking 330| 568 569) 623 4.52|0.0335 | ++ 0113
- previewing 53 91 w 30 2663 (0.0000 | +++ 0.266
- reviewing 52 a0 12 123 4.00 [0.0458 | ++ 0.108
TOTAL: 581 100.0% 913 1W.lﬁi|
faf onling Comparison

COMMENTS-ON-DISCOURSE-TYPE N % N % ChiSqu| P |Signif| EHect Size
- labelling-spaach-act &0 41.5 =] 41.9 0.01]0.8313 0.00%
- exernplifying ar|  §0.3 BE| 461 DET[0.4118 0084
- contextualising i} 0.0 0 0.0 0.00(1.0000
- COMMErling-on-genss 0 0.0 0 0.0 0.00] 1.0000
- referming-to-linked-genre 4 4.7 11 5.8 0.23)|0.6288 0.04%
= labszlling -discourss 3 14 3 1.6 0.00) D.5857 0.001
- pre-liminary-announcing-apesch-act 4 21 a 4.7 204 (01527 0149
TOTAL: 183 | 100.0% 191 | 100.0%

236




N Yo N k] ChiSgu| P | Signif Effect Size
- self-initated-sa-tabelling 20( 250 271 338 1.48 [0.2244 0.193
- otherdniliated-sa-labedling 3G 450 | 3IFs 0.93|0.3353 0153
- labelling{ointly-constructed-speach-act 17 2.3 18 25 (.04 |0.8483 0.030
- labslling-texdual-spesech-act 7 a8 5 8.3 0,36 |0.5483 0.085
TOTAL: BO|100.0% 80 |100.0%
[Fil online Comparison
AUDIENCE-OR[ENTATION-TYPE N Y " y ChiSqu| P _|Signif |Effect Size
- acknowledging-the-audience 79 4.2 187 1.5 64.98 |0.0000 | +++ 0277
- managing-comprehension-channel 281 15.1 268 16.5 1.28|0.2576 0.038
- manageng-au diene-behaviour 1154 609 T4 458 79,78 |0,0000 | +++ 0,304
- anficipating-the-audience's-response 21 1.1 28 1.7 2.22|0.1364 0.050
- N lhe-miessage 42 2.3 Ll 58 2646 |0.0000 | +++ 0,176
- Imaginimg-scenarios 33 1.8 56 34 9.77|0.0018 |+++ 0106
- labelling-awthor-persona G 0.3 a 0.5 0.63 |0.4283 0.027
- bulldingrapport-with-audsence 1] 0.0 | 0.5 91900024 | +++ 0.140
- managing-situation2 267 14.3 236 14.5 0.02 [0.8784 0.005
TOTAL: 1663 [100.0% | 1626 100.0% |
f2f online Comparison
MANAGING-COMPREHENSION-CHANNEL-TYPE M rmy M ry ChiSgqu| P |Signif|Effect Size
- chicking-audisnce-canfirmalion 131| 466 (177 &5E 20.52|0.0000 [+++ 0.388
- confirming-speakers-understanding 3 B2 [ 2 T8 0.03 |0.6701 0.014
- informing-about-failure-inchannel 8 3.2 a 3.0 0.02 |0.B768 0.013
- asking-for-repetition-or-clanfication 52 18.5 ] 30 34,11 |0.0000 | +++ 0.543
- offering-solutions-to-the-channel-comprehensionproblem ] 1.8 a 33 1.36|0.2437 0.100
- checking -audience-understanding 61 2.7 | 48] 174 1.86(0.1724 0.7
TOTAL: |28 [100.0% | 269 [100.0%
f2f online Comparisen
MAMAGING-AUDI EMCE-BEHAVIOUR-TYPE N % N m ChiSqu| P _|Signif|Effect Size
- gliciting-audisnce-responses 928 818 549 738 A7.31|0.0000 | +++ 0.184
- commenting-on-audience-behaviour 181 16.0 186 250 23.34 | 0.0000 | +++ 0.225
- checking-in 25 2.2 4 1.2 250001137 0.07a
TOTAL: 1134 [100.0% 744 [100.0%:
f2f enline Comparison
ELICITING-AUDIENCE-RESPONSES-TYPE m m m P ChiSqu| P _|Signif|Effect Size
- gliciting-werbal-responaas BO3[  TAT 432 BT 3.06 | 0.0803 |+ 0.095
- eliciting-acton-responses 235 253 117 21.3 3.06 | 0.0803 )+ 0.085
TOTAL: 928|100.0% | 549 100.0%
f2f anline Comparigen
ELICITING-VERBAL-RESPONSES-TYPE m m N y ChiSqu] P _|Signif |Effect Size
- insbructionakgueslioning 624  @0.0 3a84| 8BS 0.38{0.5373 0.038
- using-directives 63 100 48 11.1 0.38(0.5373 0.038
TOTAL: 693(100.0% 432[100.0% |
f2f online Comparison
AUESTIONING N | % N | % | Chisqu P |Signif|Effect Size
- display-questioning 176 282 168 438 25.55(0.0000 | +++ 0.326
- rederential-guestioning 167 252 107 279 0.90(0.3430 0.061
- provbing a6 5.8 12 31 3.68|0.0556 [+ 0.130
- seallolding 128 205 58| 151 462 (0.0316 | ++ 0.142
- prompting 56 a.0 24 6.3 2.41(0.1202 0.103
- cloze-prompting 43 6.9 ] 1.6 14.58(0.0001 [+++ 0.281
- Interpersonal-projecton 25 4.0 a 23 2.02(0.1556 0.086
- rhedorical-questions 3 0.5 4] 0.0 1.85(0.1736 0.138
TOTAL: 624[100.0% 384 |100.0%
28 anling Comparisan
USING-DIRECTIVES-TYPE M [ M % ChiSqu| P |Signif|Effect Size
- ordering 14| 203 13] 271 0.74/0.3910 0.160
- requesting 54 B3 3z 667 1.95 (01622 0261
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- hedged-directives 1 1.4 3l eal| 1m8[oasms] | 0.264
TOTAL: 69100.0%  48100.0%
faf online Comparison
ELICITING-ACTION-RESPONSES-TYPE ™ Py ™ Py ChiSqu| P | Signif|Effect Sizs
- aliciting-cognitive-action 30 12.8 30 256 B.16 |0.00256| +++ 0.331
- eliciting-physical-action 12 5.1 25 214 21,96 [0.0000 | +++ 0.505
- liciting-texdiual-act 41 7.4 18 154 0.24 (06258 (.056
- aliciting-digital-action 4 1.7 21 i7a 31,25 |0.0000 | +++ 0613
- eliciting-other-action 148 63.0 23 197 5B.66 (0.0000 ) +++ 0915
TOTAL: 235 | 100.0% 17 1nn.1m|
faf online Comparison
COMMEMNT ING-ON-AUDIENCE-BEHAVIOUR-TYPE m Py ™ m ChiSqu| P _|Signif|Effect Size
- evaluating-audienceresponse 138 T6.2 1530| B5S 50700243 ++ 0.236
- maintaining-rapport 27 14.9 12 6.5 .92 |0.0085 | +++ 0.27e
- malntaining-discipline 13 7.2 13 7.0 0.0 [0.9425 0.008
- rasponding-to-audienca-guestion 3 1.7 2 1.1 0,23 (0.5305 0.050
TOTAL: 181|100.0% 186 [100.0°%
r2f onling Comparison

EVALUATING-AUDIENCE-RESPONSE-TYPE H % m " ChiSqu| P |Signif|Effect Size
- giving-positive-feedback-on-audience-behaviour 127 820 146 918 0.00| 0.54584 o.no0a
- giving-negative-feadback-on-audience-behaviour L 248 T d.d 0.47|0.4937 0.081
- giving-comactive-feedback 7 5.1 3 18 2.30{0.1280 017
- confirmang-comprehension f a0 3 148 2.63|0.1048 0.276
TOTAL: A13B[100.0% | 159 [100.0%

f2f onling Comparison
MAINTAINING-RAPPORT-FLOW-TYPE ™ Py ™ Py ChiSqu| P _|Signif| Effect Size
- using-humor-and-playfulness 14 51.9 10 B33 3.48|0.0622 |+ 06593
- showing-cara 13 481 2 187Y 48| D.0622 )+ 0.683
TOTAL: 2T (100.0% 12 [ 100.0%
21 onling Comparison

MANAGING-SITUATION2-TYPE H % N % ChiSqu| P | Signif| Effect Size
- ranaging-channel g 3.4 15 G4 2.46| 0170 0140
- managing-audience-engagement 188 T4.5 134 56.8 AT.64 | 0.0000) +++ 0.377
- managang-lme [ 148 18 8.1 5.2B(0.0216(++ 0.209
- real-time-reporting 2 0.7 3 16.5 41,65 0.0000 [+++ (1664
- managing-lransitions 4 1.5 15 6.4 B3| 0.0043 | +++ 0.264
- self-guestioning 1 0.4 4 1.7 2.22|101363 0.139
- otharwumnamed-ragulative-discourse 13 4.8 10 4.2 0.11]0.7350 0.030
TOTAL: 267 [100.0% 236 | 100.0%
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J. DISTRIBUTION OF METADISCOURSE FUNCTIONS BY LESSON
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O. TURKISH SUMMARY / TURKCE OZET

AKADEMIK AMACLI INGILIZCE SINIFLARINDA USTSOYLEM:
CEVRIMICI VE YUZ YUZE EGITIMDE OGRETMEN SOYLEMININ
KARSILASTIRMALI ANALIZI

1. GIRIS

Konusucularin veya yazarlarin kendi sdylemlerini diizenlemek ve yorumlamak tizere
ve dinleyicilerini ya da okuyucularini bu sdyleme dahil etmek i¢in kullandiklari dilsel
ve dilsel olmayan unsurlar olarak tanimlanabilen iist sdylem son birka¢ on yildir
giderek artan bir ilgi gormektedir. Bu ilginin daha ¢ok yazili dilde olmasindan ve sézlii
dilde st sOylem arastirmalarina ihtiya¢ bulunmasindan dolayir bu calisma sozlii
akademik bir dil olan AAI derslerinde iist soylem kullanimmi incelemeyi
hedeflemektedir. Daha spesifik olarak bu ¢alisma ile Akademik Amach Ingilizce
Ogreten Ogretmenlerin cevrimici ve yliz ylize yaptiklari derslerde kullandiklar: iist

sOylem islevlerinin 6zelliklerinin ortaya ¢ikarilmasi amaglanmaktadir.

Calismanin Amaci ve Onemi

Bu ¢alisma Akademik Amach Ingilizce (AAI) dgreten 6gretmenlerinin, boliimleriyle
ilgili derslerinin gerekliliklerini yerine getirebilmeleri i¢in &grencilerin ihtiyag
duyduklart 6nemli becerilerin kazandirilmas: konusunda anahtar bir rolii oldugu
varsayimina dayanarak AAI 6gretiminde iist soyle kullanimi iizerine odaklanmaktadur.
“Akademik Amaglh Ingilizce 6greten 6gretmenler, genel amagl Ikinci Dil Olarak
Ingilizce (IDOI) 6greten Ogretmenlerinin aksine IDOI 6grencilerinin iiniversite
ogrencileri olarak akademik c¢alisma yiiriitebilmeleri i¢in “konumlanmis (Eng.
Situated) dil kullanim1” ve akademik denemeler yazma, akademik dersleri dinleme ve
ders notlar1 tutma gibi akademik becerileri es zamanli 6gretme gibi zorlu bir gorevleri
vardir” (Basturkmen, 2009, p. 8, aktaran Lee ve Subtirelu 2015, s. 52). Bu nedenle
Ogrencilerinin bagimsiz akademik calismalarinda onlar1 yonlendirmek siireglerinde

iistlendikleri bu zorlu sorumluluklar1 g6z liniine
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alindiginda, AAI &gretmenlerinin bu amaglarmi nasil gerceklestirdiklerinin analiz
edilmesi hem ¢evrimici hem de yiiz yiize derslerinde tercih ettikleri sdylemlerinin
temelinde bulunan ilkeleri anlamamiz acisindan 151k tutacaktir. Bu ilkelerin
anlasilmas1 AAI 6zelinde akademik sdylemler ve AAI dgrenci ihtiyaclar kapsaminda
gerekli 6gretmen niteliklerinin agiga ¢ikarilmasi agisindan 6nem teskil etmektedir.
Cesitli dgretmen yeterlik cercevelerinde (Or. BALEAP, 2008) goriilebilecegi gibi,
ogretmenlerin 6grettikleri dil hakkindaki farkindaliklar1 ve bu dili kullanimlari kaliteli
dil egitiminin temel bir bilesenidir. Tablo 1°de Britanya Akademik Amach ingilizce
Okutmanlar1 Orgiitii (Eng. British Association for Lecturers in English for Academic
Purposes (BALEAP))’niin hazirladig1 yeterlikler gercevesinde kaliteli Ogretim
yapabilmeleri i¢in AAI dgretmenlerinde akademik uygulama ve AAI dgrencileri

konusundaki beklenen yeterlik ifadeleri goriilebilmektedir:

Tablo 1. Dilsel AAI Ogretmen Yeterlikleri (BALEAP, 2008’den uyarlama)

Ana Yeterlik Alt Kategori Yeterlik ifadesi

Kategorisi

Akademik Akademik Bir AAI 6gretmeni sdylem analizi bilgisi dahil yiiksek bir

Uygulama Soylem sistemsel dil bilgisine sahip olacaktir.

AAI Ogrencileri | Ogrenci Bir AAI 6gretmeni 6grencilerinin girmeyi amagladiklari

Ihtiyaglart akademik ortamim gerekliliklerini ve onlarin ge¢mis

o6grenme deneyimleriyle ilgili ihtiyaglarini ve bunlarin
mevcut egitimsel beklentiler iizerindeki etkilerini
kavrayacaktir.

BALEAP orgiitii bu cercevede, AAI oOgretmenlerinden etkili bir AAI egitimi
yapabilmeleri i¢in, 6grencilerinin girecegi akademik kiiltiirii tanimalarin1 ve yine
ogrencilerinin gegmis 6grenim deneyimleri ile su anki beklentiler arasindaki baglantiy1
fark edebilmelerini bekledigini agik bir sekilde belirtmistir. Dolayisiyla AAI
dgretmenlerinin Ingilizce olarak kullandiklar {ist séylemin arastirilmas saglanan AAI

egitim kalitesi ile Gnemli bir baglanti tasimaktadir.

Ayrica yukarida belirtildigi gibi sozlii dilde iist sdylem kullanimi {izerine olan
arastirma ihtiyacindan dolay1 mevcut ¢alismanin hem bu konuda hem de dzellikle AAI
derslerinin karsilikli konusmaya dayali bir s6zlii tiir olmas1 bakimindan hem de s6zli

interaktif akademik tiirler {izerine olan literatiire katki saglamas1 beklenmektedir.
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Son olarak AAI’nin ¢evrimigi 6gretiminin de ele alinmasi nedeniyle bu calismanin iist
sOylemin ¢evrimigi Ogretimde kullanimi hakkinda da 6nemli veriler saglamasi

Oongoriilmektedir.

Mevcut calismada yukarida belirtilen amaglar dikkate alinarak asagida sorulara
yanitlar aranmaktadir:

1. Hem ¢evrimi¢ci hem de yiiz yiize derslerde AAI &gretmenlerin baslica
kullandigz iist sdylemin islevleri nelerdir? (Islevsel kategoriler)

2. Hem cevrimici hem de yiiz yiize derslerde AAI Ogretmenleri tarafindan
kullanilan iist sOylem nasil bir sikligi ve dagilim sergilemektedir? (Nicel
analiz)

3. Cevrimici ve yiiz yiize derslerde kullanilan iist sdylem arasinda farklilik

gosteren temel nitel ve dilsel 6zellikler nelerdir? (Nitel analiz)

2. YONTEM

Bu calismada, yukarida belirtilen arastirma sorularinin yamitlarin1 aramak {izere AAI
Ogretmenlerinin {ist sdylem kullanimlarinin incelenebilmesi i¢in nitel ve nicel
incelemeleri igeren derlem-temelli bir sdylem analizi yontemi benimsenmistir. Buna
gore 17 AAI 6gretmeninin kendi rizalariyla arastirmaci ile paylastig: 14 ¢evrimigi ve
14 yiiz yiize dersin video kayitlarinin transkripsiyonundan olusan kii¢iik 6lgekli bir
derlem UAM Corpus Tool (O’Donnell, 2009) programi iizerinde olusturulmustur.
Derlem iizerinde {ist sdylem igeren sdz ifadeleri Adel’in (2023) Ust Séylem Islevleri
Siniflandirmasina gore isaretlenerek kodlanmistir ve bu isaretlemelerin sayilar1 ve
UAM tarafindan yapilan otomatik karsilastirmalar {izerinden nicel analiz
gerceklestirilmistir. Yine UAM tarafindan olusturulan her islev i¢in kullanilan dilsel
yapilarin listelendigi s6z dizimi listelerinden ve hem 6grenci hem 6gretmen ifadelerini

iceren ders kaydi transkripsiyonlarindan yararlanarak nitel analiz yapilmistir.

Arastirma Alani, Veri Toplama Siireci ve Katihmcilar

Bu calismada kullamlacak verinin toplandigi alan Tiirkiye’de bulunan ve Ingilizce
Dilinde Egitim (IDE) saglayan bir vakif iiniversitesidir. Verileri saglayan 6gretmenler,
genel olarak Ingilizce hazirlik egitimi almis ve iiniversitedeki boliimlerine devam

etmekte olan dgrencilere Ingilizce yeterliligi ve akademik beceriler konusunda destek
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olan Modern Diller Béliimiinde (MDB) ¢alismaktadir. Ingilizce egitim veren

boliimlerde okuyan dgrencilere zorunlu olarak 3. Smifa kadar her donem bir Ingilizce

dersi verilmektedir. Bu dersler ve amaglar1 Tablo 2’de goriilmektedir:

Tablo 2. MDB Derslerinin Amaglar ve Igerikleri

Yil | Ders Amaclar Icerik
1 Boluimlerindeki birinci | e Okudugunu anlama
ENG101 yillarinda bulunan 6grencilere | o Akademik metin incelemesi
Akademik temel akademik Ingilizce | o Okuma stratejileri
Ingilizce I becerilerini  edinmeleri  ve | o Sgzciik bilgisi ¢alismalar
genel Ingilizce yeterliliklerini | ¢ gupumlar
(B1) gelistirmelerinde | Sinif ici tartismalar
ENGIOZ. yardime: olmak e Yazma ¢alismalari
Akademik
Ingilizce I1
2 -Ogrencilerin akademik e Elestirel okuma
ENG201 okuma ve yazma becerilerini e Akademik metin yapilarmin
Akademik daha fazla gelistirmelerinde analizi
Ingilizce III | yardimer olmak e Okuma stratejileri
. o Sozciik bilgisi ¢aligmalart
-Ingilizce kelime yeterliklerini | ¢ gypyf ici tartismalar
hazirliksiz ve akici konusma
diizeyine yiikseltecek sekilde * Tartismaci deneme yazma
ilerletmelerine yardime1 olmak
—Ogrencilerin temel akademik | e Kiitiiphane ve elektronik
ENG202 arastirma adimlarini arastirmalart
Akademik | tanimalarinda ve e Genisletilmis akademik
Ingilizce IV | uygulamalarinda destek olmak | okuma
-Ogrencilere akademik e Ozet yazma
uygulamalar ¢ercevesinde e Not alma ve atif yapma
arastirma raporu yazmalarinda | Grup calismasi
y‘a}rvdlmc% olmak e Bir aragtirma raporu taslagi
-Ogrencilerin sunum hazirlama
becerilerini pratik etmelerini o Bir arast
N stirma raporunu
saglamak . ..
yeniden diizenleme
e Bir aragtirma raporunu
sunma
3 -Ogrencilerin is yasaminda e Ikili veya iiclii gruplar
ENG301 is | kullanabilmeleri icin Ingilizce halinde farazi olarak bir
Yasami i¢in | dilindeki becerilerini ve isletmeyi kurtarmak veya
Ingilizce I yeterliklerini gelistirmek gelistirme projesi hazirlama
-Ogrencilerin is ile ilgili e Projenin yazili kisimlarini
cevrelerde uygun agiz, resmi hazirlama/toplanti tutanagi
ENG302 s | sozciik ve ifadeleri kullanarak ve is protokolii gibi
Yasami igin | dogru bigimde iletisim isletmecilikle ilgili
Ingilizce I | kurmalarina yardimei olmak dokiimanlar olusturma
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Table 2. (devami)

-Ogrencilerin is yasaminda e Farazi bir isletme i¢in basit
yaygin olan durumlar ve diizeyde bir web sitesi
konularla ilgili gelistirme

farkindaliklarin1 artirmak e Proje sunma

e Is yasaminda iletisim, risk
alma, kriz yonetimi,
yonetim bi¢imleri ve
pazarlama stratejileri gibi
konularda sinif igi
tartismalar

e Bir is ilanina farazi olarak
basvurma siireci (is ilan1
bulma, CV yazma ve
motivasyon mektubu yazma
adimlar)

e Isletme ici tavsiye mektubu

Tablo 2’de goriildiigii gibi bu zorunlu Ingilizce dersleri ile bdliim ¢alismalarma

baslayan 6grencilerin en temel olanlardan en ileri olanlarina kadar yazili ve sozlii

akademik ve dil becerilerini gelistirmeleri i¢in olanaklar saglanmaktadir.

COVID-19 pandemisinden dolay:r tiim bu dersler Zorunlu Uzaktan Egitim (ZUE)
(Eng. Emergency Remote Teaching (ERT)) kapsaminda 2020 Mart ayindan
baslayarak cevrimi¢i verilmeye baslamistir. Bu c¢alismada kullanilan ¢evrimigi
derslerin verileri ZUE siirecinde 2019-2020 Akademik Yili Bahar doneminde
kaydedilen derslerden temin edilmistir. Ote yandan yiiz yiize derslerin ve bazi
cevrimigi derslerin kayitlar1 2021-2022 Akademik yili ve 2022-2023 Akademik yili
Giliz donemine aittir. Cevrimigi derslerin kayitlar1 Zoom flizerinde yapilmistir. Yiiz
ylize derslerin video kayitlar1 ise Ogretmenlerin 6grencilerini bilgilendirmesi ve
kameray1 yalmzca kendilerine odaklamalar1 ile yapilmistir. Ogretmenler kendi
sectikleri ve yaptiklari kayitlardan bir ya da iki tanesini arastirmaci ile kendi rizalariyla
paylasmuslardir. Bu ¢alisma igin arastirma izni 23 Haziran 2021°de ODTU Insan
Aragtirmalar1 Etik Kurulu’ndan 281-ODTU-2021 protokol numarasi ile verilmistir
(Bknz. Ek A).

Arastirmaya katilan 6gretmenler ¢esitli egitim alt yapisina ve igse deneyimine sahiptir.
Tablo 4’te AAI &gretmenlerinin ve kaydi yapilan dersin icerigine ait detaylar

goriilmektedir.
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Buna gore toplam 646 dakikadan olusan 14 ¢evrimigi ders kaydinin ve 599 dakikalik
14 yiiz yiize ders kaydinin transkripsiyonu yapildiktan sonra UAM iizerinde ¢evrimigi
ders yapan ogretmenlere ait OnEAP-TC ve yiiz yiize ders yapan Ogretmenlere
aitF2FEAP-TC adi altinda iki alt gruptan olusan bir derlem olusturulmustur. OnEAP-
TC alt derlemi 48,406 kelimeden olusurken, F2FEAP-TC alt derlemi ise 35,720
kelimeden olusmaktadir. Her iki alt derlemde AAI 6gretmenleri tarafindan kullanilan
iist sdylem ifadeleri UAM iizerinde Adel’in (2023) siniflandirmasma gore

isaretlenmistir.

Adel (2023) iist séylem siiflandirmasini Jacobson’m (1990) dilin ana islevleri ile
ilgili alismasina dayandirarak kendisinin daha 6nce yaptig1 siniflandirmalar (Adel,
2006, 2010) degistirerek yapmustir. En son gilincellenmis haliyle iist sdylem
simiflandirmasinda ‘konu ve bilgi akisi’, ‘dinleyici yonlendirme’, ‘sozciikler ve

anlamlary’ ve ‘soylem hakkinda yorumlar’ ana kategorileri bulunmaktadir (Tablo 4).

Tablo 4. Ust sdylem islevlerinin siniflandirmasi (Adel, 2023)

ANA KATEGORILER ISLEVLER
Sozciikler ve Anlamlart

. Diizeltme

. Yeniden Ifade Etme)

. Dilsel bigim/anlam hakkinda yorum yapma
. Ac¢iklama

. Terminoloji yonetimi

—lh W N =

Konu ve Bilgi Akist . Konu y6netimi
- Konu Duyurma

- Konuyu Sonlandirma

[\

. Soylem igi atif yonetimi
- Stiralama

- I¢ Gonderim Belirtme

- On izleme yapma

- Tekrar Gozden Gegirme
. Ek bilgi belirtimi

. Akista kesilme belirtimi
. S6z Eylem Etiketleme

Sdylem hakkinda yorumlar
. Orneklendirme

. Baglamsallagtirma

. Tir Hakkinda Yorum Yapma

. Tlgili Tiire Atifta Bulunma

. Dinleyiciyi takdir etme

. Anlama ve iletisim kanal1 yonetimi

Dinleyici yonlendirme

. Dinleyici davranigini yonetme

. Dinleyici tepkisini tahmin etme

. Mesaj yonetimi

. Senaryo varsayimi

. Konugmacinin kisisel yonlerini vurgulama

N AN N W =R WD~ W
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Adel’in siniflandirmast Tablo 4’te de goriildiigii gibi iistsdylem incelemesi
adim/hareket yaklasimi (Eng. Move Approach) ile yapilmaktadir. Bu yaklasim daha
sik kullanilan belirte¢ yaklasimindan (Eng. Marker Approach) (Or. Hyland, 2005)
biraz daha farklidir. Belirteg¢ yaklasimi dilsel yapilarin yapisal ozelliklerine
odaklanilarak kullanilirken, adim/hareket yaklagimi dilsel yapilarin séylem igerisinde
hangi islevleri gerceklestirdiklerine dncelik verilerek kullanilmaktadir (Adel, 2023).
Asagidaki Sekil 1°de bu iki yaklasim arasindaki fark goriilmektedir.

A marker A move
approach approach

as | discuss below
Previewing

I i sorry | meant to say that...
Self-mention Repairing

that brings me to conclude my
presentation
Concluding topic

thank you very much for listening
Acknowleding the audience

you Can you all see the presentation
Engagement marker Managing comprehesion/channel

don’t know if you understand that
Anticipating audience response

Sekil 1. ‘I” ve “You’ iceren anlam birimleri 6rneklerinin Belirte¢ yaklagiminda ve
Adimm/hareket yaklasiminda karsilastirilmasi (Adel, 2023, s. 5)

Temel olarak mevcut calismanin odak noktasinin konusma dili olmasi ve bundan
dolay1 Adel’in (2023) iist sdylem siniflandirmasimin bu dilin kullaniminda ortaya
cikacak iist sdylem islevlerinin tespit edilmesine olanak saglayacaginin tahmin
edilmesi nedeniyle bu smiflandirma gergevesi benimsenmistir. Adel’in (2023)
calismasint hem akademik derslere hem de 6grenci sunumlarina dayandirmaktadir.
Ayrica siiflandirmada karsilikli ve interaktif konusma unsurlarini da kapsadigi icin
tercih edilmistir. Bu husus AAI egitiminde genellikle 6gretmenlerin interaktif bir
sekilde ders islemesi ve bu list sdylem siniflandirmasinin derslerin arastirilmasinda
katki saglamasi ihtimali nedeniyle Onemlidir. Hyland’in (2005) iist soylem

arastirmalarinda  siklikla kullamilan smiflandirmast  daha c¢ok yazi dilinin
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arastirilmasinda kullanildigt igin tercih edilmemistir. Konusma dili “yazi dilinden
farkli bir bigimde iiretilir ve islenir (Rehbein vd., 2016), ve siklikla yazi dilinde daha
sik kullanilan sdylem baglayicilar1 bulunmaz” (Wang vd., 2017, s.264). Ayrica
konusma dilinde bulunan dil dis1 unsurlar (ses tonu, jest ve mimikler gibi) dilsel
iletisimdeki anlam1 genisletme 6zelligine sahiptir. (Biber, 1988). Bunlara ek olarak
Adel’in (2023) iist sdylem smiflandirmasinin, dgretmenlerin simf icinde kullandig
dilin hem mikro hem de makro taraflarina odaklanmasi konuyla ilgili genel resmi daha
1yi anlamamiza ve bdylece ortaya ¢ikacak bulgulardan hizmet 6ncesi ve hizmet igi

Ogretmen egitiminde yararlanabilmemize olanak saglayacaktir.

OnEAP-TC ve F2FEAP-TC alt-derlemlerinde AAI 6gretmenlerinin derslerinde
kullandiklar iist sdylem ifadelerinin isaretlenmesi icin Adel’in (2006) énerdigi bazi

kriterler kullanilmistir. Bu kriterler su sekildedir:

1. ‘Aciklik’ (ifadenin acik¢a iist sOylem Ozelligi tasimasi veya {ist sdylem
niyetiyle sdylediginin belirgin olmasi)

2. ‘Soylem diinyas1’ (sOylem biriminin ifade ettigi eylemin ‘gercek diinya’ ya
degil soylem diinyasina ait olmasi)

3. ‘Mevcut metin’ (kullanilan {ist sdylemin, disaridaki metinler yerine mevcut
metne ya da devam etmekte olan sdyleme atifta bulunmasi)

4. ‘Konugsmaci/yazarin mevcut konusmaci/yazar olarak ifade etmesi’ (mevcut
konusmaci/yazarin kendisini devam etmekte olan sdylemin katilimcist olarak
ifade etmesi)

5. ‘(Hayali ya da gercek) dinleyici/okurun mevcut dinleyici/okur olarak ifade
edilmesi’ (mevcut dinleyici/okurun devam etmekte olan sdylemin katilimcisi

olarak ifade edilmesi)

Bu kistaslara dayali olarak, iist sdylem oldugu acik olan, sdylem diinyasina ait olan,
mevcut sdyleme gonderme yapan, AAI gretmeninin derste kendisine ve 6grencilerine
mevcut dersin katilimcist olarak gonderme yaptigi ifadeler list sdylem ifadeleri
Adel’in (2023) smiflandirmasina gére isaretlenmistir. Bu kriterlere paralel olarak
asagida verilen Ornek 1 iist sdylem olarak isaretlenirken Ornek 2 iist sdylem olarak

kabul edilmemistir ¢iinkii Ornek 2’deki ‘sen’ ifadesi dgrencilerin derste sdylem veya
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ders katilimcisi olarak degil jenerik yani ‘herhangi biri’ anlaminda kullanilmistir, yani

‘s0ylem diinyas1’ na degil ‘gercek diinyaya’ aittir.

Or. (1) Why do you think football is an art form? (F2F5)
Or. (2) So, you can do your online procedures, whether they are medical or
educational- or anything else (F2F14)
(Boylece ¢evrimigi siireglerinizi yapabilirsiniz, saglikla ya da egitimle —

veya bagska bir seyle ilgili olsun.

Degerlendiriciler Arasi1 Giivenilirlik

AAl ogretmenlerinin derslerde kullandiklar1 {ist sdylem ifadelerinin islevsel
kategorilerinin ifadeler iizerinde isaretlenmesinin miimkiin oldugunca objektif ve
giivenilir olmasinin saglanmasi i¢in OnEAP-TC ve F2FEAP-TC alt derlemlerinden
rastgele alinan 133 6rnek durumdan olusan bir degerlendiriciler-arasi giivenilirlik testi
Adel’in  (2023) smiflandirmasina aginaligi olan bir arastirmaci tarafindan
cevaplanmistir. Bu test sonucunda iki degerlendirici arasindaki uyum %79,54 olarak
hesaplanmistir. Bu uyum diizeyinin daha da yiikseltilmesi i¢in degerlendiriciler
uyumsuzluk yasadiklart maddeler iizerinde tartismis, birgok anlagsmazlikta ortak bir
zeminde fikir birligine varilmistir. Test yeniden hesaplandiginda uyum orani %94
olarak tespit edilmistir. Ancak yiizde hesabiyla elde edilen degerlendiriciler arasi
giivenilirlik sonuglarinin her zaman tam bir sonu¢ vermemesi s6z konusu oldugu i¢in

(Kanoksilapatham, 2005; Moreno & Swales, 2018, aktaran Kim, Qiu and Wang, 2024)

4. BULGULAR VE TARTISMA

UAM-CT programinin istatistik analizine gore (Tablo X) ¢cevrimigi ve yiiz yiize egitim
birlikte dikkate alindiginda AAI dgretmenleri ‘dinleyici yonlendirme’ ve ‘konu ve bilgi
akis1’, kategorilerini ‘sézciikler ve anlamlari’ ve ‘séylem hakkinda yorumlar’
kategorilerinden oldukg¢a fazla siklikta kullanmistir. Sirasiyla ‘dinleyici yonlendirme’
(N=3489) %58,2, ‘konu ve bilgi akisi’ (N=1981) %33,5, ‘séylem hakkinda yorumlar’
(N=384) %6,4 ve ‘sozciikler ve anlamlari’ (N=141) %2,35 olarak tespit edilmistir. Bu
ilk bulgulara gére, AAI 6gretmenlerinin kullandig: iist soylem temel olarak dgrencileri
derslere dahil etme, gorevler ve etkinliklerle ilgili yonlendirme ve bu gorev ve

etkinlikler arasinda gecisleri saglamak i¢in kullanilmistir. S6ylem ve ifadeler {izerinde
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yapilan yorumlar ise derslerde ¢ok biiyiik bir yer tutmamaktadir. Bu bulgular bir
iletisim tiirii (Eng. genre) olarak AAI derslerinin diyaloglara dayanan ve etkilesimsel
yoniinii yansitmaktadir. Ogrencilerin etkilesim halinde olmasi ve derslere etkin olarak
dahil olmasi dil derslerinin temel, olarak kabul edilmektedir. Etkilesimci teorilere gore
“Etkilesim 6grencilere dil edinimi i¢in ihtiya¢ duyduklart veriyi igeren dil girdileri
saglar. Ayrica onlarin dil kullanimlarin1 deneyimlemelerini ve bu ¢abalarina dair
geribildirim almalarini ve ikinci dil ile ilgili bilgilerin belirgin hale gelmesini saglar.
Ayrica, Sosyokiiltiirel Teori'de de etkilesim ve diyalog 6grenme siirecinde oldukga
etkili olarak diisiiniilmektedir. Lantolf ve Thorne'a (2007) gore, bireyin aile ve akran
grubu etkinliklerine eslik etmesi ve kurumsal ortamlara katilmasi kiiltiirel, dilsel ve
tarihsel olarak olusturulmus baglamlara katilmasi anlami tagimaktadir ve bu durum

n

gelisimsel siirecleri kolaylastirir ve " bu sosyal ve maddi ortamlardaki etkilesim
yoluyla insanin biligsel etkinliginin en onemli yapilar1 gelismektedir" (s.197-198).
Ogrenmede ve ozellikle dil dgreniminde etkilesimin roliine iliskin bu teorik
degerlendirmeler, pek c¢ok dil dersinde 6gretmenlerin dgrencileri sozlii etkilesime
cesitli sekillerde dahil etmek i¢in neredeyse her firsati degerlendirmesiyle somut hale
gelmektedir. Bu nedenle mevcut ¢alismada incelenen AAI smiflarinda iist sdylem
kullaniminin dinleyici yonlendirme amaciyla yaygin olmasi 6gretmenlerin ¢evrimigi
ve yliz yiize derslerde 6grencileri yonlendirme ve onlarla etkilesim kurma yoniindeki
bilingli gabalarmni yansitiyor gibi gériinmektedir. AAI derslerinde etkilesimin énemli
rolii Lee ve Subtirelu’nun (2015) calismasinda tespit edilmistir. Hyland’in (2005)
kisileraras: iist sdylem modelini kullanarak AAI dgretmenleri ve iiniversite dgretim
iiyelerinin smmif ici sodylemlerini karsilastiran Lee ve Subtirelu (2015) AAI
Ogretmenlerinin  etkilesim belirteclerini  (engagement markers) ve cerceve
belirteglerini (frame markers) daha yaygin sekilde kullandigini bulmustur. Bu bulgusu

ile bu ¢alisma mevcut arastirma ile uyumluluk géstermektedir.

AAI bgretmenlerinin gevrim i¢i ve yiiz yiize derslerdeki iistsdylem kullanimimin

karsilastirmasinda ise Tablo 5’te belirtilen bulgular elde edilmistir:
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Tablo 5. Ustsdylem Islevlerinin Alt Tiirlerinin Dagilimi (Alt-derlem)

Karsilastirma
OnEAP-TC F2FEAP-TC
1 P Etki
Derecesi

Sozciikler ve 57 1,9% | 84 2,8% 5,23 0,0222 0,059
Anlamlan ++
Konu ve Bilgi 1120 37,4 861 28.,7% | 51,48 0,0000 0,186
Akasi % +++
Soylem Uzerine | 191 6,4% | 193 6,4% 0,01 0,9348 0,002
Yorumlar
Dinleyici 1626 54,3 1863 62,1% | 37,20 0,0000 0,158
Yonlendirme % +++
TOPLAM 2994 100% | 3001 100%

++ Istatiksel Olarak Orta Seviye Anlamlilik +++ Istatiksel Olarak Ust Seviye Anlamlilik

Tablo 9°da goriildigii gibi dinleyici yonlendirme kategorisi yiiz yiize derslerde ¢evrim
ici derslerden daha sik kullanistir (%2 (1, N=3489) =37,20, p<.001). Bu bulgu, diyalogla
karakterize edilen sozlii akademik tiirleri monolojik nitelikli tiirlerle karsilastiran
arastirmalarda elde edilen sonuglarla paralellik gdstermektedir. Lee ve Subtirelu’nun
(2015) calismasi, diyalojik tiiriin temsilcisi olan AAI derslerinde, 6gretmenlerin
ogrencileri derse dahil etmeyi v katilimlarini artirmay1 oncelikli kabul ettigini fakat
Uiniversite Ogretim gorevlilerinin de ders i¢i sOylemlerindeki fikirler arasinda

baglantilar kurmanin daha fazla 6nem arz ettigini diisiindiigiinii gostermistir.

Ayrica Aguilar (2008) calismasinda diyalog 6zelligi tasiyan seminerlerde dinleyici
etkilesiminin akademik derslerle kiyaslandiginda daha Oncelikli goriildiigilini
bulmustur. Buna ek olarak Kashiha (2022) monolojik siyasi konusmalarla akademik
dersleri karsilastirdiginda derslerin 6gretim tiyesinin karsinda ona cevap verebilen
diyalog kurabilen 6grencileri oldugu i¢in etkilesimsel iist sdylemin derslerde daha
fazla oldugunu bulmustur. Bu ¢alismalarla uyumlu olarak mevcut ¢alismada yiiz ylize
derslerde cevrim igi derslerle karsilastirildiginda AAI 6gretmenlerin dinleyici
yonlendirme grubundaki iist soylem Ozelliklerini 6grencilerle daha fazla etkilesim

yaratmak tizere kullandig1 bulunmustur.

‘Konular ve bilgi akisi’ kategorisindeki islevler ise ¢evrimici derslerde (%37,4) yliz
yiize derslere (%28,7) gore anlamli derecede daha sik kullanilmastir (%> (1, N=1981) =

51,48 p<.001). Bu sonug, monolojik 6zellik tasiyan sozlii akademik tiirler olan
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tiniversite dersleri ve sunumlari iizerine yapilan bazi arastirmalardaki sonuglarla tutarl
goriinmektedir. Bu calismalar, 6gretim gorevlilerinin 6grencileriyle etkilesim iginde
olmaktan ziyade sodylemlerini nasil organize ettikleri konusunda daha dikkatli
olduklarim1 gostermistir (Aguilar, 2008; Lee ve Subtirelu, 2015; Molino, 2018).
Bundan dolayr, AAI Ogretmenleri igin ¢evrimigi ogretimde soylemin nasil
yapilandirildigy, yiiz yiize derslere gore daha fazla bir ilgi kaynag1 gibi goriinmektedir;

bu da ¢evrimici AAI derslerinde daha monolojik bir 6zellige isaret edebilir.

Cevrimici ve yiiz yiize AAI dersleri, 6gretmenlerin 'Soylem Uzerine Yorumlar'
kategorisindeki listsdylem islevlerini kullanmalar1 agisindan o6nemli bir farklilik
gostermemistir. Her iki Ogretimde de, Ogretmenlerin dersleri esnasinda konusma
eylemi ve soylem birimi etiketleme, drneklendirme, ve AAI ile ilgili tiirlere yapilan
atiflar hakkindaki yorum yapma islevlerini ayni sekilde ve ayni miktarda (%6,4)
kullandiklar1 gériilmiistiir. Bu nedenle, mevcut ¢alismada incelenen AAI ders tiiriiniin,
dinleyici yonelimi ve konu yonetimi ve soylem i¢i atifta bulunma yonetimini takiben,
Ogretmenlerin séylem tizerine yorumlar: iigclinciil bir bagvuru yolu olarak kullanmasini

icerdigi varsayilabilir.

Son olarak, Tablo 9'da goriilebilecegi gibi, "Kelimeler ve Anlamlari" kategorisi,
cevrimigi ve yiiz yiize AAI dersleri arasinda orta diizeyde anlamli bir fark sergilemistir
(% (1,N=141) = 5,23 p<.05). Bu bulgu yiiz yiize AAI derslerinde iist dilsel (Eng. meta-
linguistic) yorumlarla ilgili daha fazla bir kullanima isaret ediyor. "Kelimeler ve
Anlamlar, her iki dgretimde de en az uygulanan kategori olmasima ragmen, AAI
Ogretmenlerinin yiiz ylize derslerdeki simf i¢i sdylemleri, kendi sdylemleri ve
ogrencilerinin sdylemlerindeki kelimeler ve anlamlari ile ilgili yanlarini daha fazla ele

alindigin1 gostermistir.

Cevrimigi ve yiiz yiize alt derlemlerinin sozciikler ve anlamlar1 kategorisindeki
listsdylem iglevleri agisindan karsilastirilmast Tablo 6’da goriilen sonuglar1 ortaya
¢ikarmistir. Buna gore bu kategoride yeniden ifade etme ve terminoloji yonetimi

disindaki islevler agisindan bir istatistiksel olarak anlamli bir fark goriilmemistir.
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Tablo 6. ‘Sozciikler ve Anlamlar:’ Kategorisindeki Islevlerin Sikliklarinin

Karsilastirmasi
Karsilastirma
OnEAP-TC F2FEAP-TC
v P Etki
Derecesi
Diizeltme 5 8,8% |5 0,41 0,41 0,5221 0,108
Yeniden ifade 20 35,1% | 14 16,7% | 6,30 0,0121 0,427
etme +++
Dilsel 14 24,6% | 26 31,0% | 0,68 0,4087 0,143
bicim/anlam
hakkinda
yorum yapma
Aciklama 12 21,1% | 12 14,3% | 1,10 0,2941 0,178
Terminoloji 6 10,5% | 27 32,1% | 8,85 0,0029 0,545
yonetimi A==
TOPLAM 57 100% | 84 100% | 5,23 0,022 0,059
++

+++ Istatiksel Olarak Ust Seviye Anlamlilik

Yeniden ifade etme ¢evrim i¢i 6gretimde yliz yiize 6gretimden anlamli 6l¢iide daha
fazla siklikla kullanilmistir (y*> (1, N=34) = 6,30 p<.05). Bu da bize ¢evrimigi
ogretimde AAI 6gretmenlerinin sozciikler ve sdzciik gruplar icin daha fazla alternatif
ifade bigimi kullandiklarin1 gdstermektedir. Ote yandan terminoloji ydnetimi yiiz yiize
ogretimde daha siklikla gériildii ()2 (1, N=33) = 8,85 p<.05). Bu sonug bize AAI
Ogretmenlerinin yliz yiize derslerini yaparken tanimlar ve nitelememeler kullanarak
ogrencilerinin belli kelimeleri anlamalarinda kolaylik saglamaya calistiklarini
gostermistir. Ancak diizeltme, dilsel bicim/anlam hakkinda yorum yapma ve aciklama

islevlerinin kullaniminda anlamli farklilik goriilmemistir.

Konu ve bilgi akis1 kategorisinde ise UAM-CT 6.2’de yapilan chi-square testleri Table
11°de goriildiigl gibi konu yonetimi islevinin yiiz yiize 6gretimde ¢evrimici 6gretimde
oldugundan anlamli 6l¢iide daha siklikla kullanilmastir (%2 (1, N=448) = 57,74 p<.001).
Ancak soylem ici atif yonmetimi g¢evrimigi Ogretimde anlamli Ol¢lide daha sik

kullanilmistir (> (1, N=1494) = 51,74 p<.001).

Bu noktada AAI 6gretmenlerinin her iki 6gretim modunda sdylemlerindeki fikirler
arasindaki iliskileri agik hale getirmeye ve bilgi akisini diizenlemeye biiylik dlgiide
caligmalarina (Tablo 7 de goriildiigii gibi %33,5) ragmen bu acik hale getirme ve akis

diizenlemesinin nasil yapildigina dair gozle goriiliir bir farklilik ortaya ¢ikmuigtir.
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Tablo 7. ‘Konu ve Bilgi Akisi’ Kategorisindeki Islevlerin Sikliklarinin

Karsilastirmasi
Karsilastirma
OnEAP-TC F2FEAP-TC
v P Etki
derecesi
Konu yonetimi | 185 | 16,5% | 263 30,5% | 54,74 0,0000 0,334
+++
Soylem ici atif 913 | 81,5% | 581 67,5% | 51,74 0,0000 0,325
yonetimi +++
Ek bilgi 8 0,7% | 6 0,7% 0,00 0,9634 0,002
belirtimi
Akista kesilme 14 1,3% | 11 1,3% 0,00 0,9565 0,002
belirtimi
TOTAL 1120 | 100% | 861 100% | 51,48 0,000 0,186
+++

+++ Istatiksel Olarak Ust Seviye Anlamlilik

Yiiz yiize derslerde konularin yapilandirilmasini yonetmek icin 6nemli 6l¢iide daha
fazla caba gosterilmesine ragmen, soylem ici atiflarin yénetimi cevrimici AAI
derslerinde daha Onemli bir sekilde fazlaca kullanilmistir. Cevrimi¢i Ogretimin
kosullari, dzellikle paylasilan bir fiziksel ortamin olmamasi, AAI 6gretmenlerini
sOylem ici atiflar1 yonetmek ve ogrencilerin dikkatlerini dersin akisindaki odak
noktalarina yonlendirmelerine yardimei olmak i¢in daha fazla ifade bi¢cimi kullanmaya
zorlamig olabilir. Bamford (2004) ve Friginal ve digerlerine (2017) gore, mekansal
gosterim, Ogretmenin Ogrencilerin dikkatini simif baglamindaki nesnelere veya
materyallere ¢ekmesine yardimet oldugu i¢in yiiz yiize 6gretimde hayati olarak kabul
edilir. Ancak, ¢evrimi¢i derslerde paylasilan bir gésterim alaninin (Eng. Deictic space)
olmamasi, 6gretmenlerin ¢evrimigi derslerde ogrencilerin dikkatini belirli noktalara
nasil yonlendirdiklerini etkilemis ve bu noktalar1 agiklamak i¢in daha fazla sozlii ifade

kullanmalarina yol agmis olabilir.

Soylem hakkinda yorumlar kategorisi daha yakindan incelendiginde, Tablo 8’de
istatistikler bu kategorinin islevlerinin kullaniminda anlamli 6l¢iide bir farklilik

gostermemistir.

Adel’in (2010, 2023) belirttigi gibi baglamsallastirma ve tiir (Eng. genre) hakkinda

yorum yapma konusmacilarin devam etmekte olan sdylemlerini planlama siireci

288



hakkinda konustuklarinda veya onunla ilgili yorum yaptiklarinda gériilen islevlerdir.

Fakat bu amaglar AAI derslerinin dogasi dikkate alindiginda ilgili gériinmemektedir.

Tablo 8. ‘Séylem Uzerine Yorumlar’ Kategorisindeki Islevlerin Sikliklarinin

Karsilastirmast
Comparison
OnEAP-TC F2FEAP-TC
v P Etki
Derecesi

S6z Eylem 80 2,6% | 80 2,6% 0,01 0,9313 0,000
Etiketleme
Orneklendirme | 88 2,9% |97 3.2% 0,67 0,4118 0,017
Baglamsallastir | 0 0,00 |0 0,0% 0,00 1,0000 -
ma
Tiir Hakkinda | 0 0,00 |0 0,0% 0,00 1,0000 -
Yorum Yapma
Tlgili Tiire 11 0,4% |9 0,3% 0,23 0,6289 0,012
Atifta Bulunma
Soylem 3 0,1% |3 0,1% 0,00 0,9897 0,000
Etiketleme
S6z Eylem 9 0,3% |4 0,1% 2,04 0,1527 0,149
Duyurmaya
Hazirhk
TOTAL 111 | 6,4% | 165 6,4% 0,01 0,916 0,002

AAI dersleri donem basinda planlanir ve haftalik olarak belli saatlerde yapilirlar.
Ogrenciler derslerin nasil islendiginden haberdardir. Ayrica sira digt bir durum
olmadik¢a AAI dgretmenlerinin derslerini nasil hazirladiklarina dair bir agiklama veya
yorum yapmalarina ihtiya¢ yoktur. Ancak, diger islevler sz konusu oldugunda,
ogretmenler sz eylem etiketleme ve soylem etiketleme islevlerine basvurduklarinda
ders akisi esnasinda kimin ne sdyledigini daha acgik hale getirmek istemis olabilirler
clinkii bireysel olarak dgrencilerin katkilarin1 vurgulamak diger 6grencilerin derste

neler olup bittigini anlamalarina yardimci olmak i¢in 6nemlidir.

Son olarak her iki alt derlemde de en ¢ok kullanilan kategori olan dinleyici
yonlendirmenin karsilastirmali analizi dinleyiciyi takdir etme (2 (1, N=266) = 64,98
p<.001) , mesaj yonetimi (* (1, N=133) = 26,45 p<.001), senaryo varsayimi , (> (1,
N=89)=9,77 p<.05), ve dinleyici ile iyi iligki kurma girisimi (> (1, N=8)=9,19 p<.05)
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islevleri ¢evrimic¢i dgretimde yiiz yiize dgretimden istatistiksel olarak daha siklikla

kullanildigin1 ortaya ¢ikarmistir (Tablo 9).

Tablo 9. ‘Dinleyici Yonlendirme’ Kategorisindeki Islevlerin Sikliklarinin

Karsilastirmast
Karsilastirma
OnEAP-TC F2FEAP-TC
e P Etki
Derecesi

Dinleyiciyi takdir etme | 187 | 11,5% | 79 42% | 64,98 0,000 | 0,277

0

+++
Anlama ve iletisim 268 | 16,5 281 15,1% | 1,28 0,257 | 0,038
kanali yonetimi 6
Dinleyici davranisim 744 | 45,8% | 1134 60,9% | 79,79 0,000 | 0,304
yonetme 0

+++
Dinleyici tepkisini 28 1,7% | 21 1,1% | 2,22 0,136 | 0,050
tahmin etme 4
Mesaj yonetimi 91 5,6% | 42 2,3% | 2645 0,000 | 0,176

0

+++
Senaryo varsayimi 56 3,4% |33 1,8% | 9,77 0,001 | 0,106

8

et
Konusmacinin Kisisel 8 0,5% |6 0,3% | 0,63 0,428 | 0,027
yonlerini vurgulama 3
Dinleyici ile iyi iliski 8 0,5% |0 0,0 9,19 0,002 | 0,140
kurma girisimi 4

+++
Gercek-zamanh 236 | 14,5% | 267 14,3 0,02 0,878 | 0,005
durumyonetimi 4
TOPLAM 1626 | 100% | 1863 100% | 37,20 0,000 | 0,158

0

+++

+++ Istatiksel Olarak Ust Seviye Anlamlilik

Dinleyici takdir etme ve dinleyici ile iyi iliski kurma girisimi iglevlerinin ¢evrimici

ogretimde daha yaygim olmasinin nedeni AAI dgretmenlerinin 6grencilerine onlara

deger verildiginin ve takdir edildiginin gosterilmesine daha fazla caba gostermeleri

olarak goriilebilir. Cevrimi¢i derslerde ogrencilerin derslere etkin bir sekilde

katilmalarin1 saglamak zorlayici olabilmektedir, fakat bunun iistesinden 6grencilerle

duygusal baglar kurarak gelinebilecegi diisiiniilmektedir (Hodgson, 2005; Mortiboys,

2012). Buna ilaveten, AAI 6gretmenleri cevrimigi derslerde 6grencilerin 6gretmenler

tarafindan vurgulanan mesajlar istenildigi gibi aldiklarindan ve farazi Grneklerin
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zihinde canlandirilmasi yoluyla bazi agiklamalarin anlasildigindan emin olmak iizere
yiiz ylize 6gretimden daha fazla kullanmislardir. Ayrica mesaj vurgulama konusu ise
akla ogretmenlerin ileride yapilacak degerlendirmelerde Ogrencilerden kriterlerde
belirtilen konularin beklenilmesi nedeniyle onlara karsi kendilerini sorumlu

hissedecekleri i¢in bu konularla ilgili mesajlar vurgulanmistir.

Ote yandan dinleyici davranisini yonetme islevi yiiz yiize 6gretimde istatiksel olarak
anlamli derecede daha yaygin kullanilmistir (%> (1, N=1878) = 79,79 p<.001). Bu
durum gostermektedir ki yliz yiize 6gretimde 6grencilerle ayni fiziksel ortamda
bulunmak AAI dgretmenlerinin bu iist Sylem islevini cevrimici 6gretimde oldugundan
belirgin derecede daha fazla kullanmasma etki etmis olabilir. Fakat g¢evrimigci
ogretimde oOgrencilerin kameralarini agmamalari, derslere yaygin bir sekilde
devamsizlik yapmalari, onlarin da 6gretmeni rahatlikla gérememeleri nedeniyle ve
derslere katilma konusunda isteksiz olmalar1 nedeniyle 6gretmenler de o ortamdaki
iletisimi ‘dogal’ bulmadiklarindan (Terras, 2017) ve 6grencilerle yukar1 bahsedilen
nedenlerden otiirii etkilesime yeterince giremediklerinden dolay1 dinleyici davranisin
yonetme islevini ¢evrimi¢i modda daha az kullanmis olabilirler. Bu nedenle, yiiz yiize
dersler AAI 6gretmenlerinin 6grenci davranislarini yénetme konusunda daha fazla giic

hissetmesini saglamis olabilir.

Anlama ve iletisim kanalimin yonetimi, dinleyici tepkisini tahmin etme, konusmaci
kisiligi niteleme ve ger¢ek-zamanli durum yonetimi islevlerine bakildiginda ¢evrimigi
ve yiiz yiize derslerde benzer kullanimlar hakim olmustur. Oncelikle anlama ve
iletisim kanalinin yonetimi ve gergek-zamanli durum yénetimi AAI gretmenlerinin
hangi ortamda olursa olsun derslerde iletisimin kolaylikla ve anlasilir olmasi
oncelikleri olarak ortaya g¢ikmaktadir. Dinleyici tepkisini tahmin etme islevinin
cevrimici ve yiiz ylize derslerde benzer olarak goriilmesinin nedeni 6gretmenlerin
ortama bakilmaksizin 6grencilerin bazi durumlarda duygu ve diisiincelerinin 6n
goriildiigiiniin ifade edilmesi de aslinda onlarin varliklarinin dikkate alindiginin ve

onlara deger verildiginin gdsterilmesi olarak diisiiniilebilir.

Niteliksel analiz sonucunda ¢evrimici ve yiiz yiize yapilan AAI derslerinde tespit

edilen benzerlikler su sekildedir:
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. AAI 6gretmenleri sozciikler ve anlamlari, konu ve bilgi akis1 ydnetimi ve
sOylem hakkinda yorumlar bakimindan oldukc¢a benzer ifade bigimleri
kullanmiglardir.

Sozciikler ve anlamlart ve sdylem birimleri hakkinda yorum yapmak
istediklerinde bunu kendi kullandiklar1 veya 6grencilerin kullandiklar1 veya
ifadelerle ilgili yapmislardir. Veya iistsdylemi 6grencilerle birlikte etkilesim
icinde olusturmuslardir. Bu durum bol miktarda etkilesim igeren diyalog ile
karakterize edilen tiirlerin bir 6zelligi olarak 6ne ¢ikmaktadir.

. Ogretmenler dgrencilerle iyi iliski iginde olmanin ve pozitif bir 6grenme
ortam1 yaratmanin onemini dikkate almiglardir. Genellikle olumsuzluklardan
ve dogrudan emir climlelerinden kaginmislardir.

. Ogrencileri etkilesim olusturarak derse daha kattig1 icin ve ders amagclarma
ulagsmay1 sagladigi i¢in etkinlikler esnasinda dgrencilerden sorularla bilgilerin
parca parga alinmasi 6gretmenlerin daha ¢ok tercih ettigi bir strateji olmustur.
. Ayrica derslerin ¢ok boyutlu dogas1 geregi iistsdylem islevleri ‘i¢ ice gegme’
olarak tabir edebilecegimiz 6ngdriillemez bir sekilde gergeklestirilmistir. Diger
bir deyisle, derste bir durum ortaya ¢iktiginda 6gretmenin onunla ilgilenmesi
gerekmistir ki bu da Onceden belirlenen ders akisi planimin bozulmasin
dogurmustur. Ornegin hicbir grenci bir soruya cevap vermediginde, dgretmen
bir sonraki etkinligi daha sonra baslatmaya karar verebilir ve anlasilmamis
olabilecegi i¢in konuyu dgrencilerin daha iyi anlamasi i¢in tekrar 6zetleyebilir.
Ogretmenin soruyu veya sorunun igindeki anahtar kelimeleri yeniden ifade
etmesi de bir secenektir. Bunlarin yerine veya ek olarak, 6gretmen basta
sordugu soruyu sadelestirip ilgili daha basit sorular sorabilir. Boylece
denilebilir ki derslerin belli asamalarinda bazi {stsdylem islevlerinin
yogunlugu olsa da 6gretmenlerin ders i¢i sdylemlerinin herhangi bir yerinde
ortaya ¢ikabilir.

. Yonerge verme AAI derslerinin basarili bir sekilde yapilmasi igin dgretmenin
yogun ¢abalarint gerektiren bir yoniidiir. Clinkii yonergenin iginde dikkate
alinmas1 gereken ¢ok sayida detay vardir ve Ogrencilerin anlik veya acil
ithtiyaglarinin da ilgilenilmesi gerekebilir.

. Bazi dil ifadeleri birden fazla iistsdylem islevine sahip olabilir.
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8. Kisileraras1 yansitma, birinci dilin planli kullanimi ve kisisel tercihler

cevrimigi ve yiiz yiize yapilan AAI derslerinin 6nemli 6zellikleri olarak

karsimiza ¢ikmaktadir

Cevrimici ve yliz ylize derslerin iistsdylem ac¢isindan farkliliklarina baktigimizda ise

asagidaki noktalar tespit edilmistir:

1.

Dinleyici yonlendirme kategorisi, dinleyici davranisini yonetme iglevinin daha
sik kullanilmas1 nedeniyle yiiz ylize Ogretimde daha yaygin olarak
kullanilmistir. Bu da bize Ogrencilerle ayni fiziksel ortamda olmanin
O0gretmene Ogrenci davranist yonetme agisindan daha fazla olanak sagladigini
gostermistir. Fakat bu kategorinin dort islevi (dinleyiciyi takdir etme, mesaj
yonetimi, senaryo varsayimi ve dinleyici ile iyi iliski kurma girisimi) ¢gevrimici
ogretimde anlamli olarak daha fazla kullanilmistir. Bu durum AAI
Ogretmenlerinin ¢evrimici derslerde ayni fiziksel ortami paylagsmamanin
getirebilecegi muhtemel olumsuzlar1 (68rencinin derse aktif olarak
katilmamasi, anlatilan/islenen konularin 6nemli noktalarin1 kacirmak gibi)
engellemek i¢in Onlemler almaya c¢aligma girisimleri oldugunu
diistindiirmektedir.

Konular ve bilgi akis1 kategorisinin ¢evrimigi dgretimde yiiz yilize dgretimde
oldugundan daha fazla kullanilmistir. Fakat islevlerin spesifik karsilagtirmasi
sOylem i¢i atif yonetiminin g¢evrimi¢i 6gretimde daha yaygin iken konu
yoOnetiminin yiiz ylize 6gretimde daha fazla kullanildigini1 gostermistir. Cevrim
i¢i 6gretimde konu/etkinlik degisikligi sinyali verme ve konu sonuglandirma alt
islevlerinin G6gretmenler icin daha fazla Onem arz ettifi goriilmistir ki
cevrimigi derslerde 6grencilerin daha az baglamsal ipucuna sahip olmasindan
dolay1 6gretmenler bu konular yiiz yiize 6gretimde oldugundan daha fazla
belirginlestirmek durumunda kalmislardir. Ote yandan detayli incelemede
konu yonetiminin yiiz yiize 6gretimde daha fazla olmasinin nedeninin alt konu
duyurma alt islevinin bu oOgretimde daha sik kullanilmasi oldugunu
gormekteyiz. Bunun nedenin ise yliz yiize derslerin ¢ogunlugunun okuma
derslerinden olusmasi oldugu diistiniilmektedir. Bu okuma derslerinde bulunan
etkinlik ve etkinliklerin alt etkinlerinin sayisinin fazla olmasi bu duruma yol

acmis gibi goriinmektedir.
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Sozciikler ve anlamlar1 kategorisinde ise en biiyiik farklilik terminoloji
yonetiminin yiiz ylize derslerde daha fazla kullanilmasi olmustur. Yine bu
durumun yiiz yiize derslerin daha ¢ok okuma dersi olmasi nedeniyle ortaya
¢ikmis oldugu diistiniilmektedir.

Soéylem ig¢i atif yonetimi ¢evrimigi derslerde daha fazla kullanilmistir ki yine
bunun nedeninin 6grencilerin dikkatini belli noktalara ¢ekmenin ayni1 fiziksel
ortami paylasmama durumundan dolay1 zor olmasi énemli bir olasiliktir. Bu
neden 6grencilerin dikkatini ¢cekmek i¢in 6gretmenleri séylem i¢i atif belirtme
ve yeniden gozden gecirme alt islevlerini daha fazla kullanmaya itmis olabilir.
. Cevrimigi Ogretimde Ogrenciler mikrofonlarin1i ve kameralarin1 genellikle
acmadiklar1 i¢in onlar1 ders aktif bir sekilde katabilmek adina 6gretmenlerin
dijital veya web araglarin1 kullandiklari ve bu araglarin iizerinde neler
yapmalar1 gerektigini ifade etmeleri nedeniyle dijital eylem talep etme
istsdylemi bu 6gretim seklinde daha fazla ortaya ¢ikmustir.

. Konu ve bilgi akis1 kategorisinin bir al islevi olan on izleme yiiz ylize derslerde
daha fazla kullanilmistir. Bu da sinif i¢i derslerde uygulanan bir pratik olan
ders veya etkinlik amac1 duyurma konusunu akla getirmektedir. Bu durum AAI
Ogretmenlerinin yiliz yiize derslerin normal siireglerinden birini uygulamis
oldugunu gostermektedir.

. Yiz ylize derslerde diger eylem taleplerinin (Eng. eliciting other action) daha
fazla kullamildigim1 gostermistir. Bu eylemlere o6rnek verecek olursak,
BULMAK, YAZMAK, OKUMAK, ESLESTIRMEK, VURGULAMAK, TIK
ATMAK, BELIRTMEK, DEVAM ETMEK, CABALAMAK, BITIRMEK,
DISARIDA BIRAKMAK, BIR SONRAKI SAYFAYA GECMEK gibi
konular sayilabilir. Bu ifadelerin kullanimi yiiz yiize derslerin igerigini, yiiz
yilize derslerin olanaklarin1 ve biligsel olarak daha diisiik diizeyde gorevleri
(ders igerigi ile baglantili olarak) yansitmaktadir (Krathwohl, 2002). Yiiz yiize
derslerin etkinlik ve etkinlik sayisinin ¢evrim i¢i derslerdekinden daha fazla
olmas1 ve bu etkinliklerle ilgili olarak 6grencilerden daha sik eylem talepleri
oldugu i¢in fiziksel, bilissel, metinsel ve dijital eylemler disinda kalan ‘diger
eylem talepleri’ bu sekilde yliz yiize derslerde daha fazla bir yogunluk

gostermistir.
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4. SONUC

Mevcut ¢alismada AAI 6gretmenlerinin ¢evrim igi ve yiiz yiize derslerinde iist sdylemi
nasil ve hangi siklikla kullandiklarinin ve bu iki 6gretimde ne gibi benzerlik ve
farkliliklarinin bulundugunun tespit edilmesi amaglanmustir. Ozetleyecek olursak AAI
derslerinde dinleyici yonlendirme 6grencinin derse dahil edilmesi 6nemli oldugu icin
oncelikli olmustur. Ikinci olarak 6ncelik verilen iistsdylem konusu konu ve bilgi
akisimin yonetimi olmustur. Bu da derslerdeki etkinliklerin diizgiin ilerleyisinin
saglanmasi agisindan AAI derslerinin kritik bir yonii olarak goriilmektedir. Bu iki
konu kadar biiylik 6l¢iide olmasa da sOylem hakkinda ve sdzcilikler ve anlamlari
hakkinda yorumlar da AAI derslerinin pargalaridir. Bu son iki konunun daha az
goriilmesi AAI derslerinin ana hedeflerinin 6grencilerin boliim derslerinin gereklerini
yerine getirmeleri i¢in gerekli akademik becerilerini ve genel dil yeterliklerinin
gelistirilmesi olmasi ile ilgili olarak diisiiniilebilir. Bu yiizden genel Ingilizce

siniflarinda daha sik kullanimlar bulunabilirdi.

Cevrim i¢i ve yiiz ylize Ogretimin iist sOylemin kullanimina olan olasi etkileri
acisindan bakildiginda AAT 6gretmenlerinin verdikleri derslerin amagclarinin éneminin
ve bu amagclar1 gerceklestirmek icin gerekli egitim ve 0gretim yaklasiminin (yani
ogrenci merkezli, etkilesimsel ve diyaloga dayanan bir yaklasim) farkinda olduklar:
sOylenebilir. Bu yiizden iist sdylem islevlerinin kategorilere gore dagilimi her iki
ogretimde de paralellik gostermistir. Bu nedenle 6gretim ortami kendi basina ¢evrim
i¢i ve ylz yiize derslerdeki iist soylem farkliliklarini ortaya ¢ikarmig gibi diisiintilemez.
Bouziri’nin (2021) savundugu gibi iistsdylemin konusmacilar tarafindan kullanima tiir
(Eng. genre), kisisel tercihler ve kisilerin baglam ile ilgili hedefleri ve yorumlar1 gibi
belli baglamsal ve bireysel faktorler tarafindan etkilenebilir. Bu faktorler
o0gretmenlerin deneyimleri, kisilikleri, egitim ge¢misleri, ders ve kurs igerigi, sinif
mevcudu, Ogrencilerin iletisim kurmaya istekli olmasi, zaman ve miifredat
kisitliliklar1, 6gretmen-0grenci iliskileri gibi konularda ilgili olabilir. Bu ytlizden her
iki O0gretim modelindeki Ogretim ortamina tek basmna atfedilemez, fakat kismi

etkilerinin oldugu diisiiniilebilir.

Mevcut ¢alisma Adel’in (2023) iistsdylem siniflandirmasmin AAI derslerinde {ist

sdylem incelemesi i¢in biiyiik 6lgiide kullanish oldugunu gostermistir. Fakat AAI
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derslerinin 6zel 6gretimsel bir boyutu oldugu i¢in bunlarla ilgili yeni alt islevler tespit
edilerek bunlar da analize dahil edilmistir. Calismamiz sinif i¢i 6gretmen sOylemi ile
ilgili literature katkida bulunmustur. AAI derslerinin hem monolojik hem de diyalojik
tiirlerle benzer zellikler barindirdigina isaret etmistir. Bunun nedeni AAI derslerinin
diger smif ic¢i derslerde oldugu gibi farkli etkilesim tiirlerini igermesi olarak
diistinebiliriz (Seedhouse, 2004; Walsh, 2006). Ayrica iist soylem ile ilgili olarak
sadece belli islevlerle ilgili degil genel bir degerlendirme yapildig1 i¢in Mauranen’in

(2024) kapsayici arastirma ¢agrisina cevap vermeye caligmistir.

Ogretmenlerin derslerde anlik olarak ¢ok sayida ve ¢ok modlu degiskene hitap etmeye
calismasi onlarin isini zorlagtirmaktadir. Ciinkii bunlar1 derslerin egitsel ve 6gretimsel
amaglarimi da onceliklerine alarak yapmalar1 gerekmektedir. Bunu basarmak i¢in de
Ogretmenlerin iyi diizeyde listsdylem bilgilerinin ve kullanma becerilerinin olmast
gerekmektedir. Bundan dolay1 hizmet i¢i ve hizmet dncesi 6gretmenlere Anderson’in
(1983) ACT (Adaptive Control of Thought) modeli kullanilarak {istsdylem egitimi
saglanabilir. Bu modele gére dgretmenlerin konuyla ilgili farkindaliklar1 ve bilgileri
arttilarak bildirime dayali bilgileri (Eng. Declarative knowledge) olusturulur. Daha
sonra bu bilginin nasil kullanildigin1 pratikler yaparak deneyimlerler ve sonrasinda bu
bilgiler yordam bilgisine (Eng. Procedural knowledge) doniisiir. Uygulamada bunlar
su sekilde yapilabilir: Oncelikle atdlyeler ve akran-gozlemi ile farkindalik ve bilgi
saglanir. Burada 6gretmenin bu bilgilerin siifta nasil uygulandig ile ilgili iligkileri
gbormesi elzemdir. Daha sonra 6gretmenin rehberli uygulama yapmasi saglanir. Bunun
icin Ogretmenin kendi {istsdylem kullanimimi planlamasi ve degerlendirmesine
Ogretmen egiticisi veya kilavuz 6gretmen yardimci olur. Somut geri bildirim saglanir.
Sonraki asamada 6gretmenin bagimsiz olarak kendi 6gretimini takip etmesi yer alir.
Burada 6gretmenin 6z denetimli olarak iist sOylemi derslerinin bir parcast haline
getirmesi amaclanmaktadir. Bunu kendi videolarini ¢ekip izleyerek yapabilirler. En
son asamada tamamlayici takip aktivitesi yapilmasi vardir. Burada kiigiik ¢apli bir
aragtirma yapma ve sonuglarini diger 6gretmenlerle paylagsma, konuyla ilgili giinliik
tutma ve giiglii yonlerin/gelistirilmesi gereken yonlerin not alinmasi bazi segenekler

olabilir.

Bu caligmadan yola ¢ikilarak ileride yapilacak arastirmalar igin bir 6neride bulunmak
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gerekirse oncelikle 6gretmenler arasindaki farkliliklarin iistsdylem kullaniminin nicel
ve nitel yanlari ile ilgisine bakilmasi belirtilebilir. Ayrica ders tiirii, ders igerigi, zaman
ve miifredat kisithiliklar1 gibi diger baglamsal 6zellikler de karsilagtirmalarda dikkate
almabilir. Ayrica 6zellikle nitel analiz asamasinda derslerde kullanilan ders planlari
ve malzemeler de incelemeye dahil edilebilir. Bu sekilde 6gretmenlerin sdylem
tercihleri ile ilgili olarak daha kapsamli bir yoruma ulasilabilir. Son olarak gelecekte
yapilacak arastirmalar iistsdylemin AAI derslerinin retorik ve tiirsel yonlerine ve daha
alt diizeydeki sdylemsel yonlerine detayli nitel ve nicel olarak inceleyerek iistsdylemin
AAI ders tiiriiniin mikro ve makro y&nleri arasindaki girift iliskileri agiklamaya

calisabilir.
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