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SECTION ONE : Background to the Study

1.1 : This Chapter considers the need for an appropriate syllabus

and materials for the teaching of English for Special Purposes (E.S.P.)
to overseas students in tertiary education in Britain. It stresses

the need for preliminary investigation of native speakers' use of
English for special purposes and considers the advantages of conducting
such an enquiry in an academic setting. It describes a specific
instance of the needs of a group of students in a British university,
and discusses the conclusions that were drawn from a preliminary study
of the group. It explains the connection between the preliminary study

and the present enquiry, and describes the gathering of suitable data

in the form of recorded lectures and related research papers.

1.1,1 : E.S.P. in Higher Education

This enquiry stems from a longstanding concern with the

difficulties faced by speakers of English as a second or foreign
language who require English in order to engage in academic or
professional activities. This involves the use of English for a set

of special communicative purposes which the specialist must accomplish
under a range of different circumstances of communication. The
purposes and circumstances with which I am most familiar are those of
foreign students studying for a first or higher degree in institutions
where English is the medium of instruction. But a personal interest in
the use of English for academic purposes is not the only reason for

basing the enquiry on this particular field.



1.1.2 : The Need for Suitable Materials

Firstly, the bulk of teaching in English for special purposes

is conducted with students and trainees in technical and educational

institutions, and a scrutiny of the English used for academic purposes
will be more directly relevant than findings based on, say, English in

industrial organisations.

Secondly, many teachers who have been precipitated into E.S.P.
teaching in the last decade are confronted with students who differ
markedly, in their attitudes to language and in their academic backgrounds,
from the students who fill the more

‘traditional' non-specialist language

classes. The higher the level of technical or other specialisation of the

student, the more marked is the divergence between his background and
interests and those of the teacher. The position is aggravated by a lack
of suitable teaching materials for this category of student as well as by
the language teacher's sense of insecurity when handling technologically-
oriented students, often in a technical institution. Yet it is the more
specialised learner -~ the postgraduate or research student - who requires
the fullest range of language skills and must employ them most urgently

in his own field of study.

1,1.3 : Advantages of an Academic Setting

A third and crucial reason for investigating the use of
English in an academic setting is that any approach to E.S.P. must
acknowledge that the central problem of specialised second-language

learning is one of language use rather than of language form. There
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would seem to be very few formal properties, if any, that are exclusive

to the use of a language for specialist communication (CILT : Reports
and papers No. 1, 1969, No. 7, 1971 : Lackstrom Selinker Trimble 1970).
The fundamental question is, then, under what conditions of communica-
tion does the specialist prefer one form of expression to another, and
for the expression of what content? Even if no 'technical terms' appear
in a stretch of specialist communication a distinctive association of
content and particular choices of expression will still signal to the
layman that he is confronted with an instance of specialist language.
This means that we will be concerned with language use under particular

social and situational constraints, and we must frame our enquiry in

such @ way that it reveals the determining effect of the latter on any

"realisation of the former.

For example, in order to know under what conditions of
communication a particular specialist operates, and what effect these
have on his use of language, we must examine the stock situations 1in
which he is placed from day to day in the course of his work. We 1insist,
with Candlin et A7 1974, that in any occupation certain elements of
these situations are fairly repetitive, some even highly so, and that it
should be possible to predict with some certainty which communicative
tasks the specialist will encounter and what alternative forms of
expression will be open to him to accomplish these tasks. Yet the nature
of many specialists' work makes it difficult to identify typical
situations, or distinctive elements of situations, which will characterise

the coomunicative tasks of a given occupation,
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However, this procedural difficulty is greatly eased when
one considers the specialist working 1in the academic field. From the
foreign student's pointpf view, the lecture, the seminar or tutorial
discussion, the laboratory or practical session, the shop-talk over
coffee, together with his reading and writing assignments, represent a
limited number of well-defined and highly recurrent situations. They
set the boundaries of his specialist language needs, within which his
ability in English will sustain or fail him; and we can be sure that
no significant part of these needs could be fulfilled by his first
language. What is more we can be sure that, apart from a few idiosyn-
cratic traits, the staff and fellow students he encounters in these

situations will be bound by the same conventions and constraints, and
that their language use and his language needs should be equally

predictable. Each of these stock academic situations therefore

constitutes a situation-type which may be characterised by the partici-
pants and the location, by the kind of interaction which ensues and by

the level of formality at which it 1s conducted.

One therefore feels that the grounds for situational analysis
are safer and more familiar in the educational fields, and as Sinclair
et AL (1972) point out in connection with the classroom, one can operate
with confidence borne of academic experience rather than with the
hesitancy that would beset analysis of a strange and ill-defined area
of specialist communication. If the criteria adopted for assessing
more familiar situations prove reliable, they could be extended with a
greater measure of confidence to specialist activities outside the

educational field: the possibility of a wider application must therefore
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be kept in mind in formulating the criteria.l'

1.2. : The 'Newcastle Project'

My first opportunity to examiné the language demands made on
foreign students in tertiary education in Britain arose in 1971.
R. Mackay, then a lecturer at the Language Centre, University of
Newcastle-upon-Tyne arranged for a group of postgraduate students at
Edinburgh University to use the services of the Centre and the foreign

research students attending its English courses, for the completion of

: . : . . s 2. : :
several postgraduate assignments in applied linguistics. Since this

enquiry 1s an extension of the work done at that time, it would be
appropriate to summarise the conclusions that were drawn in the
'Newcastle Project.' The assignments were concerned not only with ‘the
language requirements of the overseas students but with the difficulties
of arranging tuition for students with disparate language backgrounds

and abilities and working in disparate disciplines with incompatible

timetables. We therefore considered:-

The language skills required.
The disciplinary composition of the students.

The students' motivation.
The implications for syllabus design.

1. A recent attempt to categorise specialists and their language needs
in terms of a socioprofessional classification (Richterich 1973) tends
to produce professional stereotypes and so conceal possible similari-
ties in their communicative tasks. A more dynamic model could be
developed from work reported by Griffith and Miller (1970) which con-
siders the specialist as an information collector/disseminator in a
network of professional contacts. A model of this kind might reveal
more common ground between the student and the practising specialist
than is immediately perceptible.

2. Assigmments in Syllabus Design, Programmed Instruction and Language
Laboratory Materials, submitted for the Diploma in Applied Linguistics,
Edinburgh University, by R.H.S. Cook, J. Hughes, A.J.Mountford, 1971.
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1.2.1 : The Language Skills Required

The Centre offers service English courses for approximately
fifty overseas postgraduate students whose command of English is not
considered to be adequate for their course of studies: many more have
expressed a wish for tuition but cannot be accommodated. Almost all
the students have come to study for higher degrees, mainly in Engineering
and the Sciences. They are exposed to the same language situations as
British postgraduate students, and so require a full range of language
skills. However, although their abilities vary, they have almost all
had a grounding in English during secondary education or later; this

has generally lain dormant except as a reading skill, since they have
mostly read a certain amount of technical literature in English in the

interim. I had informal interviews with a number of the students and

examined thelr commitments and timetables in their own Departments. On

this basis certain language needs were identified, and they have since been

largely confirmed by a series of student surveys conducted by Mackay &

Jordan at the Centre and at Manchester University (1973, 1974, 1975).

Although their reading skill could generally be improved
it is not their most serious shortcoming, perhaps because it is the one
skill most likely to have been maintained. Their writing skill needs
serious attention because they will mostly be required to prepare
reports, written assigmments or theses in due course. But since this
work falls mostly in the later stages of their studies, it is not the

most urgent priority. Having freshly arrived from abroad they enter

almost immediately into courses of lectures, seminars, discussion
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groups, practical sessions and fieldwork, all of which make a
considerable demand on their oral and aural skills. Of these, the

latter 1s of the most immediate concern for several reasons:

(a) While academic staff may be tolerant and sympathetic towards
foreign students' productive shortcomings, they cannot be
expected to make large concessions in their own speech habits

to compensate for the students' poor aural comprehension.3'

Where they do make concessions, by speaking slowly and

deliberately, or making frequent recapitulations, the benefits

are dubious: excessive explanation and repetition can become

confusing, and students easily form the impression that the

lecturer is being patronising rather than helpful.

(b) Lectures are an important feature in the earlier stages of
many overseas students' studies, since Departments often
encourage them to attend lectures to final year first degree

students or arrange special orientation lectures.

(c) The lecture situation imposes sustained aural comprehension
over periods of 40 - 50 minutes on foreign students, and it
is very unlikely that their earlier training in English will
have fitted them for this skill. A common complaint, and not

only at Newcastle, is that even where students are familiar

3. The point has been stressed recently by Candlin, Kirkwood and
Moore (1974).
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with the technical terms and have a reasonable grasp of any
particular stretch of the discourse, they find it difficult
to follow the lecture as a whole. This inability to identify
the patterning of longer stretches of discourse may be a
contributory factor to the widely-recognised problem of

ineffective note-taking among foreign students.

For these reasons, then, the examination of lecture discourse

is the major priority in this study, both to gain a better understanding

of the structuring of lectures, and to suggest strategies and practice
that might be adopted by overseas specialists to improve and sustailn
their aural comprehension. There is the further consideration that by
studying the speaking tactics adopted by British academic staff we may
be able to produce guidelines for practice in spoken discourse (as
distinct from, and complementary to, pronunciation and other standard
oral production exercises). It must be borne in mind that an ability
to put forward their own ideas in short talks and in free discussion 1is
generally demanded of foreign postgraduate students well before they

are called upon to produce serious written work.

1.2.2 : Disciplinary Composition

The multidisciplinary composition of the gtudents

was striking. The approximate distribution of students in 1971-72

was as follows:



Agricultural Marketing
Electrical Engineering
Soil Science
Chemistry

Geology

Marine Engineering

N N NN W 0 00 W

Agricultural Engineering

(Various Departments in Science 17
and Arts, only 1 student per
discipline represented).

It must be stressed, of course, that the distribution may
change quite significantly from session to session. Personal exper-

lence and contacts lead one to suppose that this is a feature of many

of the service English courses offered in Britain and overseas. One
could also assume that the more restricted and highly specialised*the
fields one caters for, the more multidisciplinary and individualised
the composition of the students will be. We felt there was a need for
a syllabus framework and materials that could accommodate an indefinite
number of specialities, rather than being designed for students from a

single discipline. However, justification for this approach comes not

only from the heterogeneous composition of the students but from a

consideration of their language-learning motivation,

1.2.3 : The Students' Motivation

We recognised that students of E.S.P, have a vested rather
than an intrinsic interest in the language, an interest sustained only
by a sense of genuine personal utility and of tangible aid to progress

1n their own speciality. They are therefore impatient of any element
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of the syllabus which they do not see as directly relevant to their
immediate needs: they are contemptuous of materials with a superficial
or spurious air of technological concern, materials pitched at too low
a level of specialisation or indeed written for the layman. Nor are
they content to acquire skills exemplified and practised through
materials unrelated to their interests, and to make the transposition

to their own predicament for themselves,

No doubt this attitude is partly engendered by the fact
that mastery of a foreign language presents itself as an irksome chore,
as a hurdle preventing them €from extending their knowledge of a
specialist field which they have already acquired through their first
language. But it also derives from a tension which often exists in

E.S.P. classes. Specialist students suffer from the same sense of
vulnerability and insecurity in a language learning situation as does
the language teacher in a technological situation. Both are mistrustful
of tasks and materials which threaten to expose personal ignorance or
inadequacy: and even if these fears are largely imaginary, they create
a strained atmosphere in classes using unfamiliar materials and often
working towards inappropriate goals. A balance therefore had to be
struck in designing a syllabus, between (1) the need to prévide texts
and practice materials pitched at the students' own standard of
expertise and based on their respective disciplines, (ii) the need to

supply a unifying factor to hold these diversified materials together,
and (111) the need for a format which would allow the teacher to

operate confidently without being particularly well-informed about the
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various disciplines covered.

l.2.4 : Syllabus Design

The solution adopted in the group of assigmments mentioned in

l1.2. was as follows:

(a) A "spinal' syllabus structure was proposed, in which optional
materials branch out from a spine, the latter having a unifying

function (see (e) below, and Fig. 1.1).

(b) Each unit in the spine would present communicative tasks (see

1.3.2 below) as they occur in mundane situations not directly

related to particular disciplines, and would practise a set of

appropriate means of expression. The general theme of these

units would be 'social survival' in student life in a British
University. The content would be well within the capabilties
and experience of the teacher yet would be of common interest

to the whole group. This is component A in Fig. 1.1.

(¢) On completion of the spinal unit by the full group, students

would move to a corresponding unit in a reading comprehension

and writing practice component (B in Fig. 1.1). The same
tasks would be exemplified again, this time in specialised texts.

But the tasks would now be associated with a new set of means

of expression appropriate to the register and to the level of

speclalisation. A series of optional materials would be available
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for each speciality in order to engage each student immediately
in practice related directly to his own professional interests,
Study of the texts would rely heavily on a programmed self-
instructional format, and the writing practice would also be
partly self-instructional, The teacher's role, backed by
supporting notes on the technical aspects of the texts, would

be mainly advisory and corrective.

(d) From the reading/writing component students would progress to an
aural comprehension and oral production component, again based on
the same tasks as exemplified in model lectures and sample discuss—
ions. This component would take the form of language laboratory
work, using a bank of optional tapes for different disciplines. In

monitoring the students the teacher would again be provided with

notes where necessary. This is component C in the diagram.

(e) The general structure of the syllabus and the route followed by

students in working through the materials, could be summarised as:

S Sl - - == - : o= :
E I 1 ! : i : : : : (U NTY
e o e = - : S e o SR, y I___—-:d
A (o U S PU A 4
o _d -
--= 4
_____________ B
S -4
__________ _.D
ENTRY
DSPTION ! { all otudeonts ) oPYION 11
{ «n. Mydrology ) .SPINE ( on. Soil Gelenro )

Figure 1.1
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The spine would thus provide a unifying area of common interest

for both teacher and students, while in dealing with the special-
ised materials the teacher would be backed by supporting notes.
Rather than attempting to cope with different disciplines in

open class, the teacher could let students work semi-independently
on the specialised material, and at their own pace., This arrange-
ment allowed for the varying abilities of the students, and also
permitted a flexible approach to the problem of timetabling. The
students would need to attend as a ful} group only for the teaching

of the spine. For the optional materials they would be able to

work individually or attend in small groups.

1.3 . Queries raised by the Newcastle Project

The syllabus design outlined in the assigmment and summarised

above raised various queries about the nature of E.S.P. and the kind
of teaching materials that should be developed to teach it. These
relate to the level of specialisation, to the need for a unifying
principle of organisation for the syllabus, and to the need to take

due account of the communicative setting.

1.3.1 Levels of SEecialisation

We felt that teaching materials in E.S.P. available prior to
1971 used texts and exercises which generally did not meet the
stipulation (in 1.2.3 above) that the subject-matter should be pitched

at the student's level of expertise in his own field. Some were not
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sufficiently relevant to the range of disciplines we had in mind,

either because they concentrated intentionally on texts which represented
a certain level of 'general scientific discussion' (e.g. Ewer & Lattorre,
1969) or because they attempted to find topics which might conceivably
interest readers from several disciplines, Thornley 1967, 1973. Others
fell short on level of specialisation because they drew their texts from
books for or by the layman (e.g. English Studies Series II, III, etc.)
or because they were aimed at a more elementary level of specialisation
(e.g. Brookes & Ross, 1967) or because they were apparently based on

the premise that the 'science' must be simple so as not to distract the
student from the 'English', (e.g. Brasnett 1969, Wells 1970, Hawkey 1970).
Further, there was an almost exclusive preoccupation with the written

text, often displaying the scientist addressing the layman or practising

a literary or quasi-philosophical métienr.

We wished to uncover the language used for day-to-day
practicalities and intercourse in the specialists' working miliZeu. 1In
the case of postgraduate students this would be more plausibly connected

with the reading of technical papers or with the writing of research

reports, than with texts of a popularising or general nature. It would
also involve extensive spoken communication exercising productive and
receptive skills in a variety of speaking situations. E.S.P. materials
must be developed on this basis if the student's language-learning
experience is to simulate his experience of language use in his

specialist studies. It is particularly .important that this basis should

be adopted, 1f one accepts the premise that language in specialised use
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is not stylistically uniform, and that shifts in the modes and
circumstances of communication entail shifts in language use which the

overseas specilalist must learn to recognise and handle.

1.3.2 : Syllabus Organisation

The framework given in Figure 1.1 will not of itself provide
'pedagogical unity', that is a sense of coherence and unified progress,
unless the materials devised for each Component of a given Unit are
also unified by focussing on the same elements of language. But the
widely-accepted principle of structural grading would not be an appro-
priate way of determining which elements were to be selected. Firstly,
1t would have been difficult to devise or discover texts from a wide
range of disciplines exemplifying the same grammatical features in a
uniform manner, and more difficult still to provide dialogues or other
materials for the spine which would appear natural yet retain the same
formal features. Secondly, we wished to encourage an awareness of
shifts in language use in relation to levels of social formality and
to the media of communication. This suggested that communicative
functions might offer an element of consistency across the Components,
while grammatical features were allowed to vary from Component to
Component and to reappear in 'spiral' fashion from Unit to Unit. Thirdly,
allowance also had to be made for the possibility that the same communi-
cative functions may draw upon different grammatical features for

expression in different disciplines.

4. See Swales 1971 (Introductory Preface) and Widdowson 1973 (Chapter 7).
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In short, while a linear grading of structural items may
provide pedagogical unity in a standard syllabus, we felt that in an
E.S.P. syllabus unity should derive from the exemplification and
practice of what we first called 'procedures of rhetorical organisation.'
By this we understood that certain communicative acts such as defining,
classifying, describing, have an organising function, and are used by

speakers to marshall and express their ideas - that 1s, to accomplish

communicative tasks.

We also realised that the same 'procedures' are relied upon
in everyday exchanges though they may not be so explicitly formulated,s'

and that a unifying principle was therefore available to integrate the
spine with the options in the other two components, Thus in Unit 1.
it was proposed that the definition-type 'A is B' would be realised by
the informal pattern N/Prep./Demonstr. + BE + NP in the spine, but in
the reading/writing camponent by the formal pattern.NP1 + BE + NPZ'
Both patterns might appear in the aural/oral specialist component,
depending on the level of formality exemplified. Similarly the type
'A 1s B which C' would appear in the spine as N/Prep./Demonstr. + BE +

N + who/ that/where/+ NP; 1n the specialist components it would be

expressed by NPl + BE + NP2 + which + NP3.

1.3.3 : Discourse and Communicative Setting

Clearly the development of this preliminary scheme will
involve us 1in a consideration of the organisation of extended
discourse. Our provisional identification of a limited set of 'proce-

dures' relates to the notion of communicative acts and to their function

>. c.f, Wartoffsky (1968) Chapter I, on the relationship between
scientific and lay constructs.
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in discourse structure, while our interest in the alternative means

of expression available to the specialist relates to the syntactic

and lexical options open at a given po;nt in a stretch of discourse.

At the same time, while E.S.P. materials based on a broadly
'rhetorical' approach to reading and writing have since appeared

(e.g. Swales 1971, Allen & Widdowson et Al 1974 et seq. ), there seemed
to be a need for further examination of the organisation of spoken

discourse and of the possibilities for improving the teaching of aural/

oral skills to E.S.P. students.

Similarly, although some attention has been given to the use
of such non-verbal resources as diagrams and illustrations in written
discourse, their function in spoken discourse and their integration with
verbal resources in speech merited further examination. But so also did
other non-verbal resources in face-to—-face communication, such as gesture
and posture, where these appear to operate as discourse features rather
than as extra-linguistic factors. These points will be taken up in more
detail in Section 2, but are mentioned here to indicate how the present

enquiry emerged from the 'Newcastle Project.'’

A third factor, which we were unable to handle in the
Newcastle Project save in impressionistic fashion, is that at least
in spoken discourse both the selection and ordering of lexical and
syntactic elements are to a large extent determined by what we will
call the communicative setting (corresponding roughly to Hymes'
"speech factors" (Hymes 1962) ). This is readily illustrated by

. : . : \ 6.
casting the same information in two forms of verbal expression:

6. The first is from written data (Text JP/RP), the second is hypo-
thetical, but modelled on a corresponding spoken sample (Text JP/L).
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(a) 'The Lodge Field' under a paddock grazing system shows an
interesting divergence from the normal stability pattern in

the results for the R value in 1970 and 1971.

(b) now thinking about these...this stability pattern the lodge
field shows an interesting div difference in your R values
here....that um that we got in seventy seventy one...and that

field was as you all know has been under grazing the last few

years.

The first is characteristically a written statement, the
second 1s spoken. We can deduce from the second that speaker and
audience are known to each other, that they are both familiar with
the topic in hand, that a table or chart containing the R values is

displayed before the audience, that the appropriate figures are
probably pointed to when mentioned. And if we are told that it is part
of a lecture we can surmise that the speaker is striving to maintain

a balance between an appropriately formal level of speech demanded by
the conventions of the situation, and the informality that close

contact with a known audience requires:

No deductions of this kind can be made about the written
version. In fact a table of R values is appended, but no overt
reference is made to it; it was originally written for presentation
to a limited readership of colleagues and professional associates,

but there is nothing to indicate this, at least in this portion of
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the text. Further, we note that in the written version "Lodge Field"

is fronted and '"grazing'' is incorporated in a complex nominal group,
so that the significance of grazing use in relation to instability 1is
not immediately clear. 1In contrast, ''stability pattern' is fronted
in the spoken version, and stands as a kind of 'topic heading', while
"erazing'" is separated from "lodge field" and placed in an utterance
which appears to have some concluding or deducing function: 1in this

scheme, the fact that grazing use is the cause of abnormal soil

characteristics 1s made more evident.

This brief example indicates that such factors as the
mode or channel of comﬁunication.used, the nature of the audience
and its connection with the speaker, the availability and format of
visual or other supporting materials, the physical and the conventional
constraints of the situation, may all play some part in determining the
particular shape of a stretch of discourse. And we can readily see
that an assessment of the communicative setting must take account of
both the conventionally—defined roles of the participants, such as
'student', 'lecturer' and of the status which the speaker (or successive

speakers) attempts to establish or manipulate between himself and the

other participants, (see particularly Section 2.3.2).

1.4 : Aims of the Enguirz ¢ Procedure

This study is an attempt to answer at least some of ‘the

queriés raised in 1.3.1-3, Using data which are genuinely representa-

tive of the level of specialisation encountered by postgraduate
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students, detailed analysis of a recorded lecture will be undertaken.

A descriptive apparatus will be required which is capable of revealing
the organisation of extended spoken discourse centred on a principal
speaker. It must describe this organisation in terms of communicative
functions yet be sensitive to the choice of syntactic and lexical
elements open to the speaker within the limits imposed by the communica-
tive setting, for the expression of those functions. Its application

to syllabus design and materials will then be assessed.

1.4.1 : Selection of Data

A selection of spoken and written samples was obtained on
a second visit to Newcastle in November 1971 with a view to both
analysis and subsequent materials development. I felt that priorify
should be given to language situations demanding predominantly
receptive skills, such as lectures or discussions (assuming that
foreign students would 1initially adopt a passive role in the latter)
and research papers which students were expected to read. Several
disciplines were chosen and in order to retain some control over
variation in subject matter and personal style, one lecturer was
selected in each discipline. An attempt was made to obtain from each
a research paper (preferably of his own authership) and a recording of
a lecture based on the theories or findings of the paper. Three such
sets were successfully obtained, and in two cases it was possible to
obtain recordings of follow-up sessionst one in the form of a laboratory
practical class, the other in the form of a seminar discussion. In

compensation for the lack of a follow—up to the third lecture, I was

able to obtain a recording of an entirely impromptu talk which may
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eventually shed light on structuring or the lack of it, in desultory

spoken discourse.7' The data are summarised in Figure 1.2,

Text Spoken Written Subject Remarks

AR/L v Agricultural 45 mins: to approx 20 students:
Engineering stress and shearing characteris-

tics of soils under load.

AR/RP v " ' '"The Tractor and its Driver: A
Technological Failure.'

Y " " Discussion of technical problems
in experimental machine develop-
ed for a final year design
project: 15 mins: 5 students.

J/RP v Hydrology 'A Catchment Storage Model for Run-
off Routing' (not own authorship).

J/L v " 50 mins: to approx. 40 students:
detailed exposition of principles
underlying statistical approach

contained in above paper.

JP/RP v Soil Science 'Assessment and Significance of
Aggregate Stability.'

JP/L v " h 47 mins approx. to 17 students:
climatic and other factors in
soil stability. Discussion of 2
measurement technigques contained

in above paper.

JP/P v " ' 30 mins approx. to 19 students
working in small groups: labora-
tory practice in stability
measurement techniques.
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MG/L v Medical 40 mins approx. to 11 students:
Taxonomy principles of taxonomy in medi-
cine - informal lecture, all

seated round one table.
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WW/L v Agricultural 20 mins approx. to 40-50 students:
Marketing impromptu talk with several inter-

ventions, on financial aspects of
farming, following a documentary

film on this topic.

Figure 1.2.

7. I am grateful to the Director of the Language Centre, Mr. C. Andison

for making the facilities available to me, and especially to
Mr. R. Mackay for establishing preliminary contacts wita the lecturers

and arranging times of recordings.
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Word-level transcription of several of the recordings
was undertaken before a final selection was made. The data used for
this study is Text JP/L, a lecture in soil science, given to a group
of final year B.Sc. students in the School of Agriculture; It deals
with the factors affecting aggregate stability; particularly the
effects of cultivation, crop rotations, storage, and climate. It then
broaches the problem of stability measurement in the field and in the

laboratory and discusses the relative merits of two measurement

techniques, one of which is an innovation developed by the lecturer.

It was selected partly because it was delivered under
perfectly 'normal' lecturing conditions (as compared with Texts WW/L
and M/L, for example) and so was felt more likely to reflect the organi-
sation of typical lecture discourse. But it was also choser because
the subject matter dovetailed well with the research paper (JP/RP)
which deals with the innovatory technique more fully, and with the
laboratory session (JP/P) which saw the application of several
measurement techniques to soil samples. It 1is hoped that the descrip-
tive apparatus developed in Section 3 might eventually be modified and
extended to handle all three texts, and so offer a basis for the
examination of a wide range of texts with an academic bias and for the

creation of suitable E.S.P. materials.

1.4.2 : Controlling for 'Naturalness' and Level of Specialisation

In preliminary discussions some lecturers had been quick

to stress that in lectures to groups with a high proportion of

¢
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foreign students they '"made allowances', as was mentioned in 1.2.1.,
by speaking slowly, checking frequently that they had been understood,
interpolating explanations directed specifically at the foreign
students, and so on. But to have taken instances of such abnormal
language behaviour as a standard would have debased the value of the
data. In order to ensure the 'nmaturalness' of the spoken data,
recordings were made of groups containing few, if any, foreign
students - groups for which the lecturers were definitely making no

ad hoc and haphazard concessions in language.

It should be added, of course, that the target competence
for a foreign student ‘facing such situations must be based on an
assessment of native-speaker ability rather than on some concessionary
standard. It emerged in discussion with staff and foreign students

that it is precisely this communicative gap and the need to make
concessions, which leads staff, however good-willed, to regard foreign
students as an irksome anomaly. The inconsistency with which concess-
ions are made leads students to adopt a 'double-bind' position whereby
lecturers who make concessions are regarded as patronising, and those
who do not as unsympathetic. The goal of a service English course
must be to minimise the need for anomalous treatment, on grounds of

language ability, in the student's own Department.

A further consideration was the level of specialisation.
The following precautions were taken to ensure that the samples

reflected the standard at which overseas research students would be
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working. Research papers were to be ones to which lecturers would
be expected to refer their supervisees: lectures were to be ones
delivered to final year first-degree students, to postgraduates or to
a mixed attendance. The topics covered were to be relevant to post-
graduate courses of study or areas of research. More stringent
stipulations, such as recording only postgraduate groups, were not

feasible during a short visit.

1.4.3 : Recording Procedure

Labov (1972) has recently reviewed the value of different
kinds of data and broached some of the difficulties in obtaining
natural speech samples under natural conditions of utterance. Any
disturbance of the normal communicative setting inevitably compromises
the communicative behaviour of the participants. The use of recogding
or television studios or specially allocated rooms, and the obtrusive
presence of observers, have often been an unfortunate feature of
recorded data. But Labov poses the 'observer's paradox': "To obtain
the data most important for linguistic theory, we have to observe how
people speak when they are not observed." Though technically feasible,
this requires sophisticated and expensive equipment. The procedure
adopted for these recordings was a compromise between the need for

acceptable standards of recording and severe financial limitations.

Previous experience had taught that the observer carrying
and controlling his own equipment represents an almost overbearing

intrusion. In any case, good quality portable equipment is expensive,
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requires skilful handling to avoid amateurish results and until

recently offered a very restricted recording time. On the other hand

one wished to avoid heavy obtrusive equipment, sacrificing communica-
tive spontaneity for rigid technical standards. A compromise was

found in a reel-to-reel Ampex 2000 series stero recorder offering 24
hours of uninterruped recording. This was concealed behind furniture
and left running a few minutes in advance, so that students assembled

in an apparently undisturbed room and the observer was left unencumbered.

An omnidirectional Acos microphone, coupled through an extension lead
with a built-in condenser, permitted flexible and unobtrusive micro-

phone placement.

The observed and the observer could, then, have been
mutually unobserved. But it had been decided that simple notes should
be kept of the use of visual resources such as blackboard notes and
diagrams, of selected gestures of the lecturers and their movements
around the room, and of changes in the communicative setting; for
this the presence of the observer was unavoidable. To coordinate
these situational notes with the tape recording, the microphone was
linked to the upper track, while each entry in the notes was placed on
a separate line and accompanied by a signal fed to the lower track by

depressing a specially-designed miniature foot-pedal concealed under

8.
the observer's foot.

8. I am grateful to Mr. S. Steven, technician in the Department of
Linguistics, University of Edinburgh, for designing the foot-pedal

signal generator.
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The observer dressed as a student and placed himself on
the fringe of the students present, rather than in a position of
noticeable isolation. Students were told that he had come to observe

the lecturer while the lecturer was under the impression that he was

observing the students - thus minimising feelings of self-awareness.

The recordings were acceptable, though two were impaired
by electrical and other interference. The situational notes were not
always adequate, especially when two or more participants spoke simul-
taneously, or where equipment was being handled by the participants.
The inadequacy of these procedures for detailed communication analysis

will be apparent to anyone familiar with the minute records of

Birdwhistell or Scheflen and with the elaborate analytical facilities
developed by Eckman and others.g' But it was a cheap and expedient
method, and served well enough to obtain natural data in a more or ‘'less
natural setting, with sufficient visual and gestural evidence to draw

conclusions about the integrated use of verbal and non-verbal resources.

9. See for example: Birdwhistell 19703 Scheflen 1963, 1964;
Eckman, Friesen, Taussig, 1969.
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SECTION TWO : A Functional Approach to the Structure of Extended Discourse

2.1. - A Problem of Discourse

W"'——_—_—

It is apparent from Section 1 that although the students'
grasp of grammatical structures 1s far from perfect, the difficulty we
wish to resolve does not stem primarily from poor recognition of
grammatical patterns. None of the students at Newcastle were beginners

in English, having had in excess of two, and generally in excess of six,

years of formal tuition.

Though the quality and intensity of this tuition are
suspect, it was clear that students could understand complex sentences,

and that they could respond, if ungrammatically, in short utterances Or

in short stretches of discourse. Nor did terminology present any

serious difficulty in recognition: students were already acquainted

with the technical terms of their discipline either through previous
reading or through close equivalents in the L.» though the use of slang
in technical discussions could prove puzzling at times. Content
presented no difficulties since in the early stages of their courses
and especially in introductory lectures, the level of specialisation

of the subject-matter is relatively low.

In essence, then, the problem is one of scale rather
than of structural patterning per se: students simply failed to
recognise the patterning of extended spoken discourse, still less mani-

pulate such patterning as a productive skill. On their own admission
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they could follow most of the individual parts of a lecture, yet not
grasp the whole. Lecturers complained not only of a lack of overall
comprehension but of a lack of awareness of interpersonal cues.
Deprecation and praise, veiled criticism or irony, "off-the-cuff" and
"off the record" comments, were all given equal weight and were likely
to be quoted back at the lecturer in all seriousness. It seemed
likely that prosodic and paralinguistic elements of the discourse must
have been largely ignored: further, that the relationship between
verbal and non-verbal elements such as gesture, posture and blackboard
diagrams, and the function of the latter in the discourse, must also

have been missed.

It was suggested in Section 1 that aural comprehension
must be the students' highest language priority, above productive
skills and reading and writing skills. An appropriate means of

describing extended spoken discourse seems necessary as a first step

towards catering for this need. But there is at least a possibility

that an understanding of discourse structure might benefit the teaching
of productive skills as well. For students must obviously develop
strategies for arguing a case, presenting ideas, contributing to a
discussion: and for this they must learn to handle discourse patterns
in a manner which will be both acceptable and intelligible to their
British colleagues. Another possibility to be borne in mind is that
an adequate functional description of spoken discourse might serve to

assess written discourse also, provided 1t 1s sensitive to differences

in patterning which may exist between the two modes.
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Since the objective 1s to teach communicative skills -
either discerning or creating recognisable patterns in extended discourse -
an approach must be adopted which will treat a lecture as a structured
communication and view it in terms of units of communicative activity
building up to form a structured whole. It is likely that these units
will not be identifiable in terms of formal grammatical properties,
but rather in terms of the function they fulfil in accomplishing a
communicative task, and in terms of their place in a hierarchy of larger

functional units.

2.2 : Functional Approaches to Discourse

The groynds for a communicative-function approach to
discourse have been well laid, and it would be unprofitzble to repeat

here the reviews of relevant literature which are to be found in
Sinclair et Al. 1972, Sinclair and Coulthard 1975, Coulthard (in
preparation) and Widdowson 1973. It will be sufficient to draw
attention to certain points made in those reviews which are of particular
importance for this study. Widdowson has drawn a useful distinction
between use and usage (1973, Chapter 2) and has suggested that the |,
process of 1dealization which is a pre-requisite of any grammatical
description (c.f. Lyons 1968 p. 140 ff.) necessarily limits the scope
of grammatical theory to an account of usage (exemplification of the
use of linguistic rules, generally in the form of sentences). Language
use concerns not the formal linguistic properties underlying an

utterance at some idealised level of treatment, but the making of state-

ments, requests, instructions and so on through utterances.
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In embarking on a description of utterances in terms of
their use rather than in terms of their underlying formal properties, it
would seem that we are also embarking on a level of description which
Hymes depicts as an''autonomous level" dealing with an "autonomous system
of signals™; though related to a grammatical level covering syntactic
and semantic structure and to some further level covering speech events
and speech settings, it remains independent of both (1972). Sinclair et
Al, Widdowson and Hymes all stress the lack of a direct relationship
between the grammatical forms of sentences and their potential function
in discourse. Thus declarative forms may function as questions,
interrogative forms may serve on occasion as commands: and just as a
single utterance may fulfil different functions on different occasions,
so a single function may be fulfilled by a string of several utterances

on the same occasion.

Hymes has tried to offer a theoretical justification in

support of this level by drawing an analogy between the relationship of

discourse functions to utterances, and that of surface realizations to
deep structure in generative grammars. He argues éﬁat if an ambiguous
surface form is seen as derivable from two different deep structures, or
a set of paraphrases as different realizations of the same deep structure,

then i1t should be possible to view discourse functions and the utterances

‘used to realise them, as standing in a similar relationship.

However, the analogy overlooks an important difference in

the factors governing this relationship. One's understanding of Chomsky,
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especially 1957, Chapters 1, 9 and 1965, Chapters 1 - 3, is that in a
generative grammar the elements of deep structure wholly specify the
syntactic possibilities afforded in the surface structure. But it
cannot be said that a given discourse function wholly specifies the
possibilities of its realisation as utterances in speech. To specify
which utterance, (and with which underlying syntactic form) may fulfil
a given function on a given occasion, one is bound to take into account
a range of factors such as contextual and cotextual occurrence (c.f. Firth
1937 (1964) ), topic, and prosodic features (c.f. Crystal, Davy, 1969).
Thus 1n determining which function is fulfilled by the utterance,
"Would you mind shutting the window?" on a given occasion, one might
rule out the possibility that it functions as a genuine question, by
reference to the topic; one does not enquire how a person is disposed
in principle to the business of shutting windows, rather one hopes to
instigate an action. But does it then function as a request or a
command? To ascertain this, one would need to know something of the
interlocutors, their relative social status and their roles in the
situation in question. One would also wish to know whether the
utterance was followed by the window being shut, and if so whether  the
action was accompanied by a verbal response. For example, assuming
that the interlocutor intended it as a command, it is possible for his

companion to counter with a reply such as, "Would you like me to close

it?" and so deliberately give the first utterance the force of a request.

Even if one could specify all the relevant factors, and
could determine that the utterance does indeed fulfil the function of

a request, the relationship between function and utterance remains
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essentially probabilistic, and it 1s quite possible that under exactly
the same circumstances the function could have been served equally

well by some alternative utterance, such as "It's perishing in here

with that window open.'' Therefore it would seem more satisfactory

not to consider the syntactic properties of an utterance in the first
instance, but to attempt to predict the function that 1s being fulfilled
at the point of occurrence of that utterance in the discourse, in terms
of the antecedent and subsequent functions. The syntactic form under-
lying the utterance may then be regarded as a posteriori confirmation

or supporting evidence for one's prediction. For example 1in a

sequence of functions identified as CAUSE + (X) + JUSTIFICATION one
might predict that X should be filled by RESULT, and one would then
turn to the utterance(s) appearing at that point to ascertain whether

an expression of result is indeed realisable through the syntactic and

lexical elements displayed.

2.3 A Suitable Descriptive Apparatus

Sinclair et Al, 1972, Widdowson 1973 and Coulthard (in
preparation) provide between them a thorough survey of the models of
discourse that have been proposed in recent years, and it will again
be sufficient to draw atteption to certain features of the models they

have reviewed and to aspects of their work,

2.3.1 Avoidance of Stereotyped Characterisations

The notion of register as laid out, for example, in

Halliday, McIntosh and Strevens (1964, pp. 77 and 87-94) is an attempt
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to characterise types of discourse 1n terms of salient lexical and
grammatical features. Widdowson suggests that a serious weakness of
the approach is that it only '"provides an identifying tag for pieces
of discourse which differ in their lingﬁistic properties', without
indicating how they function as pieces of discourse. But there is
another weakness; it is that in order to provide an identifying tag
based on differences between discourses, the assumption must be made
that the discourses are in themselves stylistically consistent: if
there is a shift in register there is a shift in the type of discourse
(Halliday et Al, 1964, p. 93). The approach therefore fails, in the

view of Crystal and Davy (1969, p. 62) to allow for 'the fact that

linguistic features do not correlate in any neat one-to-one way with
the situational variables in an extra-linguistic context'; a discourse

from, say, an ecclesiastical register is assumed to be internally

consistent and uniformly ecclesiastical throughout.

The point underlying both criticisms is that the notion
of register imposes a rigid stereotype on a piece of discourse. If,
following Halliday et Al, we identify a lecture on an agricultural
subject as being, say, a formal situation in which the topic 'Measure-
ment Techniques in Soil Analysis' is covered, we may expect to find a
range of technical and other terms and of grammatical features
associated with this field. But if we re-define the lecture as an
informal situation, what will our expectation of linguistic features
be? That a shift in register to technical jargon, non—technical terms

or slang will be consistent and exclusive of all technical terms, or
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that an 'admixture of registers' will occur? If the latter case, can
we be sure either that the principle of characterisation by register

holds good, or that the lecture is indeed still a lecture?

More seriously, perhaps, the attempt to view discourse
in terms of inflexible stereotypes conceals the interlocutor's
exploitation of lexical and grammatical choice; he may deliberately
play off technical terminology, for example, against occasional
intentional excursions into slang or jargon. In terms of manipulation
of interpersonal relationships, such shifts might represent an
assertion of authority followed by an attempted ingratiation followed -
by a phase of relaxed and perhaps anecdotal illustration. If one
admits the possibility of grammatico-lexical manoeuvres of this order,
then the notion of register rests only on the extent to which a
language activity contains ritualistic elements. In the case of
prayer, an example cited by Halliday, the use of archaic verb forms
and of archaic forms of address, and the use of the imperative for
requesting, the frequent use of "who-" type relative clauses to

qualify the addressee, are all features associated with the ritualistic

aspect of the activity. But while the ritualistic element predominates .
in prayer almost as much as it does - dare one say = in sports
commentating, 1n other activities it is of far less consequence.
Sinclair and Coulthard point out that the syntactic patterns identified
by Mitchell (1957) as being closely associated with buying and selling,
are only those associated with the ritual aspects of the transaetion,
so leaving much else of the language involved in need of further

EXplanaticn (1975’ P 10).
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In the case of lectures, the ritual aspect seems to be
almost entirely submerged. In a formal writing situation such as the
production of a research paper, depersonalisation and reliance on
technical terminology and on verb and noun forms of Greek or Latin
derivation, could be regarded as a prominent ritualistic requirement.
But there is no obligation either to employ or to avoid such features
in an academic speaking situation. The important question for

lecture discourse is not so much whether these features occur, as

when do they occur, and what effect do they accomplish?

At the same time, one must avoid producing stereotypes

1n terms of situation ;nd social roles. One is well aware, of

course, of language—teaching materials which, in the guise of
situational relevance, introduce such locative or activity-based
stereotypes as 'At the Station', 'In the Lift', 'Teatime', witho;t any
regard for the many interactive possibilities which each stereotype
conceals. But it 1s just as misleading to produce social stereo-
types. As Candlin has pointed out in connection with a forthcoming
Medical English Course (Candlin, Leather, Bruton, 1974), it is
unrevealing merely to identify roles such as 'doctor', 'nurse' and

to characterise the status of participants fulfilling those roles, if
one cannot allow for the 'status—negotiating' or 'defining' activity
which manifests itself in the language of interaction. One may add
that this is particularly true when the roles happen to be 'doctor'
and 'doctor.' The relevant characterisation in the case of lecture
situations is not 'In the Lecture', involving 'lecturer' and 'students.'

It concerns the particular lecturer involved, his familiarity with the
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students, the numbers 1involved and the size of lecture room, the stage
of the course which the lecture represents, the content of the lecture
(e.g. whether revisional or breaking new ground, whether already
familiar to one section of the students), the expectations which all
these factors suggest to both lecturer and students, and above all the
limits which the lecturer sets himself .in exploring his status to

manipulate interpersonal relationships (c.f. Section 2.4.2, 1(b), below,

and Section 3.5.2).

2.3.2

Activity - Based versus Language - Based Description

The desire to retain some indication of the dynamic

aspects of the discourse, in terms of participants and of interaction

through language, may lead to an approach which, though functional,

concentrates on the activities being pursued (whether through language

or independently of language) at the expense of a systematic

consideration of the language itself. Watzlawick et A1, 1968, propose

a method of examining psychiatric interviews and dyadic interactions
involving a disturbed participant, in which a constant process of

mutual definition and redefinition of roles and status is extended over
successive exchanges. Hefe language is seen as only one of a variety

of communicative resources employed to an end which 1is essentially
independent of, or beyond, language; and such interest in language as
is generated by this approach rests on the 'metacommunicative' aspects
of language. The pattern of interaction which emerges is most revealing
for the study of pathological communicative activity, but offers no

framework for describing the discourse through which this is accomplished.
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Bellack et A7, 1966, used notions derived from game
theory to describe classroom activity, but defined the activity in
pedagogical terms. The aim was to determine what kinds of classroom
activity are accomplished by teacher and pupils and how the activity
1s distributed between them. Although this approach offered valuable
suggestions for discourse analysis which are incorporated in Sinclair
et Al, 1972 and so by implication in this study also, the classes of
activity which were identified were often unrevealing in terms of
discourse. For example, the equation of ''game'" with "lesson" suggested
that every lesson was a coherent and self-contained pedagogical unit of
such and such a duration, while the categories of which games were
deemed to consist were generally unrevealing in terms of discourse (for
example the category ''responding” did not differentiate between non-
verbal and verbal responses, nor between answering, questioning, counter-

questioning and other possible forms of verbal response).

An earlier study by Taba, Levine and Eley, 1964, attempted
to code verbal transactions in terms of the source of information or
request (whether from the teacher or the pupil), the pedagogical function
of the information (with a subdivision between management function and
directive function), and the type of cognitive task involved for the

pupil. Again, certain elements may be traced through Sinclair et Al to
this study, but as 1n the case of Bellack et Al, classroom discourse is
only of incidental interest, and the main objective is to assess peda-
gogical units in terms of the conceptual tasks they present for the

learner. We will refer briefly to both Bellack and Taba in due course

but it is clear that this genre of studies, though concerned with aspects
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of communication and interaction, and indeed with the functions of

language in communication, will not yield a descriptive framework

conducive to discourse analysis.

2.3.3

Some Functional DescriEtions of Discourse

A valuable approach to functional description has been

provided by Widdowson (1973). He distinguishes between textual analysis,
which concerns the cohesion between linguistic elements at a supra=

sentential level, and discourse analysis which concerns the coherence

between utterances put to communicative use 1in the performance of social
actions. He suggests that while an account of textual cohesion 1is
essential to an understanding of discourse it is not a sufficient expla-
nation; the presence of cohesive elements merely makes explicit the
"oragmatic relationship’ of coherence between successive utterances
(Chapter 4) which are not, and are not assumed to be, random in
occurrence (Chapter 9). He also introduces the notion of rhetorical
value, which an utterance assumes as a function of the relationship
between its linguilstic significance and its context in discourse: he
1s then able to identify such types of relationships as extension

(the linguistic significance being modified by context), selection

(the appropriate signification being selected by reference to context)

and suppletion (the linguistic significance being overruled by

context).

However, the approach only partially satisfies the

requirements of this study. Widdowson's main concern is with the
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syntactic patterning of various types of illocution and the rhetorical
value which they may assume in different contexts, and so by implication -
concerns the integration of patterns of coherence with devices of
cohesion: this preoccupation is particularly evident in the illustra-
tions he offers in Chapters 8 and 10. He is therefore able to draw many

insights from short samples of discourse by concentrating on the rela-

tionships and properties of adjacent or near-adjacent illocutions.

The relevance of this approach to the present study is

therefore a matter of scale. Our primary aim is to reveal the functional

organisation of extended discourse such as unbroken stretches of mono-

logue running for perhaps 30 or 40 minutes. This is, in Widdowson's

terms, a matter of coherence in the first instance since, as he suggests,
cohesion does not provide a full understanding of discourse patterning.
But 1t 1s difficult to know how Widdowson intends the notion of coherence
to be developed for an account of extended discourse. Oné suspects that
only a hierarchical or superordinate system of description will be satis-
factory, for discourse would otherwise appear simply as a chain of
contiguously-related elements without an overall pattern. Widdowson

does not provide this system; but if such an account of coherence 1is
once given, then his approach offers valuable guidelines for examining
the function of particular illocutions and their integration in the

whole.

The work of Candlin, Leather and Bruton, of which progress

reports are available (1974, 75), also provides valuable suggestions

without offering a suitable framework. Examining doctcr-patient
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interviews as part of the communicative network within which the
doctor performs his duties, they try to identify the speech functions
on which a doctor relies, and the language skills he requires.
Although we shall draw on certain notions which they have developed,
such as multiple function and communication management, it is in the
nature of the data they have used, that no scheme for handling
extended discourse emerges. For they are concerned with short inter—
views in which doctor and patient have a roughly equal participation
and in which the questioning role of the doctor is predominant, and
followed only by his need to give directions. Thus among the speech
functions they identify, 9 might be classed as forms of question-

function, and 5 as forms of directing—-informing function. Functions

of discourse management such as those discussed below scarcely

feature in their scheme.

The approach which comes nearest to the requirements of

this study is available in the work of Sinclair, Forsyth, Coulthard

and Ashby, reported in Sinclair et A7, 1972 and Sinclair and Coulthard
1975. They develop a descriptive apparatus in which functional units

of discourse are identified on the basis of their contribution to

exchanges between teachers and pupils in classroom discourse and to

the teacher's control and manipulation of classroom activity. The
units build up in a hierarchical arrangement by which a pattern of
organisation can be identified for relatively long stretches of
discourse and through which discourse may be treated as a structured
whole. Their work is based on spaken data and besides incorporating

functions which are probably specific to spoken discourse, an attempt
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1s made to include relevant non-verbal elements in the discourse.
There 1s a further advantage in that the description 1s based on a
recognised theoretical framework provided by Halliday's (1961) rank
scale approach to grammatical description. A detailed account of the
system will not be given here, though much of it will become apparent
through the discussion which follows, and from Section 3. Instead,
some familiarity with the system will be assumed, and we will consider
certain modifications to the scheme (referred to as a matter of
convenience as the 'Birmingham System') which were felt to be

necessary to transpose the scheme from classroom to lecture discourse.

2.4 : Modification of the 'Birmingham System'

A striking feature of the work of Candlin and Sinclair
and their associates 1s the extent to which the method of description

reflects the data for which it was developed. Against the 9 classes
of question—-function proposed for the medical interviews, only two

are proposed for the classroom discourse - question and elicitation;
of the two elicitation is predominant since the teacher rarely
requires of his pupils information of which he is not already himself
aware. On the other hand, fairly complex procedures for elicitation
in the classroom are not paralleled in the surgery. Further, the
scale of the discourse in the classroom is such as to warrant an
account of overall patterning, which 1is not felt to be necessary for
the shorter interviews. In moving from classroom to lecture discourse

a similar redistribution of priorities 1s required,
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2.4.1 Response Situations versus Monologue Situations

e

In the work just cited, interest is centred on the
discourse produced in what we will term response situations, and to
identify these it is helpful to distinguish between participants and
protagonists. There may be many participants in an interaction (as
in a lecture or a class), but a response situation is ome in which
at least two of the participants make sizeable verbal contributions
to the discourse (i.e. they are also protagonists) under social
conventions which, with appropriate conditions of control, permit

contributions from all the participants.

In the case of surgery situations, there may often be no
more than two participants; but although the doctor is in a position
cf control and the patient takes his cues for response from the doctor,
both are protagonists'and make more or less equal verbal contributions
to the discourse. In classroom interaction the teacher is in control
and 1s the main protagonist; but any other participant may become a
protagonist, either through bidding for attention or through
selection by the teacher. Although the verbal contribution of each
may be small, cumulatively this represents a considerable portion of
the discourse. Both studies imply this much by the employment of a key

term, 'exchange' and by the attention they pay to the devices of

demanding, requesting and making responses.

In the Birmingham System these functions relating to the

organisation of responses form the bulk of the 'Acts' which constitute
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the lowest rank in the descriptive system; working upwards through

the system, an act or acts realise a "Move! and a move or moves

realise an Exchange. In this hierarchial arrangement, a series of

acts may be accomplished by a single protagonist, and so also may a
series of moves. But no single speaker can accomplish an exchange,
with the exception of an 'informing exchange'; for it is inherent in
the structure established for all other exchanges that the utterances
of the teacher shall be matched by some form of response by the pupils.
At the rank of 'Transaction' the possibility of an entire transaction
being realised by a single speaker is extremely remote, even when it
incorporates informing exchanges. This is partly éue to the other
types of exchange whiéﬁ appear in the transaction; it 1s also due to
the fact that although informing exchanges may not necessitate reéponses,
both teacher and pupils expect responses to be made within a transaction.
It may be that "pupils do little but acknowliedge'; on the other hand,
"embedded within an informing transaction may be brief teacher elicita-
tions used to keep attention or to check that pupils are understanding,
and also pupil elicitations on some point raised by the teacher;"
(Sinclair and Coulthard, p. 57). Practically speaking, then, responses
are, if not an obligatory feature, an almost inevitable occurrence in
classroom discourse. In the texts offered by Sinclair and Coulthard,
(Chapter 4), there is only one tramnsaction in which pupils make no
response, and that is a directing transaction in which the response 1is

as it were 'latent' and is intended to be a "react" made in the pupils'

spare time (p. 86).
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By contrast the lecture may be defined as a 'monologue
situation.' By this it 1s understood that regardless of the number of
participants, only one 1is a protagonist:'he 1s responsible for almost
all the verbal contribution to the discourse, under social conventions
which allow other participants to intervene only very occasionally,
only very briefly, and only on the invitation (verbally or non-verbally
indicated) of the protagonist. From this it may be understood that one
does not, merely by speaking, acquire the status of protagonist. Only
1f speakers make a sizeable contribution either individually or

collectively, to the discourse, may they also be regarded as protagonists.

It 1s of course neither possible nor desirable to indicate a minimum
proportion of discourse (say in terms of total minutes of speech) by
'which monologue and response discourse could be differentiated; rafher,
one can envisage a progressive change in ratio from completely restricted

monologue to completely free response. This notion of a scale along

which different types of discourse might be ranged will be taken up

again in the following subsection.

2.4.2 : Monologue Situations versus Writing Situations

Lecture discourse has particular features of functional
organisation which one could mot expect to handle descriptively by
reliance on the Birmingham System as it appears in Sinclair et Al,
1972, and Sinclair and Coulthard, 1975. But before investigating
possible modifications, it would be as well to consider other general
features of lecture discourse, particularly in relation to written

discourse.
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Though both lecture discourse and written discourse have
in common the fact that long stretches, if not the entire discourse,
are organised by a single speaker, there are nonetheless certain
divergences between the two which merit our attention. Abercrombie
has made a useful distinction between written language on the one
hand, and the categories of spoken prose, monologue, and conversation
on the other (1959 (1965) ). He stresses that '"prose is essentially
language organised for visual - presentation”" and makes the widely-
recognised point that "spoken prose" differs from other forms of
spoken language in that it lacks the repetitions, false starts,
unfinished sentences, characteristic of spoken language. Monologue

"is the use of spontaneous spoken language not prepared but created
as 1t goes along, on those occasions when other people present, if any,

are not meant to join in, whether in fact they do or not." Conversa-

tion covers '"all those linguistic occasions when there is the

opportunity for give and take'" and where '"there is more than one

active participant."

It will be seen that the last two categories correspond
closely to the distinction between monologue and response situations

which was drawn in Section 2.4.l1l. However, Abercrombie admits that

"the distinction between these categories can obviously not be a
hard-and-fast one', and we propose to regard the categories of
spoken language as being arranged on a scale of relative formality
in addition to being differentiated by such criteria as the role of

the participants and the circumstances of production. At the one
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extreme there is the lecture read entirely verbatim from a fully-

written text, and one would concur with Abercrombie that this is
strictly an instance of spoken prose rather than of momologue.

One suspects that it is a rare case in day-to~day lecturing and that
" it is more characteristic of prepared addresses, inaugural lectures

or research presentations. Indeed, Halliday (1964, p. 91) goes so

far as to regard it as "a special case of written rather than of

spoken language."”

At the other extreme, bordering on discussion,
there is the lecture given spontaneously in a very informal settingj

there will be no guiding notes and the shape of the discourse will

tend to evolve through digressions and abrupt changes of topic on

the part of the lecturer and through fairly free interventions by

students.

A recording of such a lecture has been obtained (Text -WW/L);
but this is not seen as a normal procedure in lecturing, and the text
chosen for analysis is felt to represent a fairly standard level of

formality for a lecture monologue.

(a) Differences in Organisation

Monologue discourse is produced in 'real time'; that 1is
to say, all the processes involved in its production must operate
within, and only within, the duration of its utterance 1n speech.
Therefore, lecture discourse is rarely the result of careful fore-

thought at the lower levels of organisation, even though notes or

headings may provide a guide for the higher levels of organisation,



(47 )

Long or frequent pauses for planning or deliberation are rare. As a

rough indication, in the lecture used for data there are few 'pure'

pauses (i.e. with no intervening non-vocal activity) in excess of

two seconds, and very few indeed in excess of three. In all the data
recorded, the longest pure pause is probably one of 74 seconds, which

strikes one as embarrassingly long, and which certainly prompted

signals of unease among the students present.

Written discourse is not produced in real time; the
writer generally has ample time to plan, to choose the exact organisa-

tion and grammatical and lexical realisations he prefers, and indeed

can change any of his decisions. Elaborate intratextual relationships

and interdependencies can be set up, and complex syntactic patterns

can be thought out. Spoken prose, since it derives from a written

text, 1s not produced in real time even though it is recited in real

time; all the processes involved in its production, short of speech

production itself, have taken place prior to recitation; it therefore

carries into speech the features of functional organisation characteris-

tic of written discourse, and it will strictly retain those

. e 10. :
characteristics. 0 Lecture discourse on the other hand, even where

10. If, during a 'recited' lecture from fully written notes, the
speaker breaks off to give additional information or to explain
blackboard diagrams, we have, not a change of characteristics
in spoken prose but a switch from one discourse to another;
the interpolations may be regarded as lecture monologue and
will have the appropriate rhetorical and linguistic features.
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the lecturer has a pre—planned lecture scheme, will be shaped by such
unpredictable factors as student interventions and the lecturer's own
digressions. These cause reshaping and re—emphasis of the topic or
a departure into some related field of interest; they also prompt

changes in the level of formality (c.f. Section 3.2).

(b) Interactive Effects

Written discourse naturally involves no feedback from the
readership, and can have no reliance on paralinguistic and other non-
verbal resources. IE is therefore highly explicit, since all intra-
textual references and all text-to-diagram references must be made
verbally and since the writer must attempt to anticipate what the
reactions of the readership might be. In lecture discourse, not only
are verbal interventions possible, but the lecturer receives constant
non—-verbal feedback. Although this could only have been capturéd by
sophisticated VIR equipment, and although one could even then only
guess at its precise effect, it would be naive to suppose that it did

not affect the lecturer's general strategy and presentation.

The sample lecture i1llustrates the effect of both
interventions and feedback. There is a fairly long exposition of the
effect of climate on major soil groups: towards the end most of the
students are leaning back in their seats or gazing down at their
notepads, and it is probably no coincidence that the lecturer not
only brings the exposition to a prompt close but tries to jusfify it

("you must keep an eye on climate because...it can dominate this
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e fp VI
structure story" : "I've carried it on slightly for the benefit of
the two doing plant physiology'). The next step would presumably be
to consult one's notes and embark on the next topic: but a student
intervention occurs, and the general signs of renewed attention that
this brings prompts the lecturer to change tactics and elaborate at
length on the reply. At the end of the reply the students appear to

be willing to extend the digression but the lecturer deliberately

overrides these visual cues and reimposes the lecture plan, ("we'll

go back to soil physics novw').

By contrast, a 'recited' lecture is far less affected by
feedback, if only because the business of verbatim reading reduces the
opportunities for eye-contact and for the reception of many other

visual cues. The lecturer 1s committed to the written word and any
serious deviation would cause him to lose his concentration. Interven-
tions from the audience are generally precluded by the formality of

the situation; and if they were to occur, as we suggested in the

preceding footnote, there would be a switch in discourse with a return

to spoken prose as the lecture was resumed. °

Thirdly and perhaps most importantly, monologue discourse

differs from formal written discourse in respect of the latitude
afforded both by the more relaxed conventional constraints and by the
broader range of communicative resources which will include prosodic

signals, gesture, posture, movement within the room, eye contact. To
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give just one example, the conventions surrounding a written research
paper will impose fairly strict limits on the syntactic and lexical
possibilities for the realisation of communicative acts. Thus

Sinclair and Coulthard propose a limited range of items such as "Right/
Well/Now'" as realisations of 'markers' in spoken discourse: in formal
written discourse they are more likely to be realised by such devices
as ''Further/Next/Turning to...', or by an impersonal construction in
paragraph—initial position, or by a subheading. Yet these devices (and
others relating to other Acts) are not precluded from lecture monologue;

and the fact that the lecturer can draw upon these alternatives when he
wishes gives him considerable scope not only to impose upon the discourse
a level of formality of his choosing but to shift from one level to
another in the course of the lecture, within the broad limits of iectur—
ing convention. What is more, he has the option to mark transitions 1n
the discourse by non-verbal devices such as pausing (c.f. in particular
Section 3.3.5), by a change of position in the room or a change of posture,
or by prolonged eye—contact, or by combinations of verbal and non-verbal

devices.

Spoken prose will retain the restrictions on verbal realisa-
tions but will afford the lecturer the possibility of non-verbal markers.
However, it will be seen that the latter will always be in a sense
redundant: for the very fact that he is reciting implies that discourse
markers will be fully realised verbally wherever they are required, and
that although he may choose to add non-verbal indicators he cannot

supplant the verbal markers; if he did, the discourse would cease to
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qualify as spoken prose. In any case, the formality of the situation
will impose restrictions on the non-verbal realisations as well, the
lecturer will be disinclined to make extensive changes of posture,
while the fact of reading verbatim will severely limit his use of
movement. Beyond this there are differences in speech production as
between spoken prose and monologue (c.f. Abercrombie 1965, pp. 7-9)
such as the evenness of tempo and standardised intonation patterns

in spoken prose, and the occurrence of pauses unrelated to grammatical

structure 1n monologue.

(d) Differences in Comprehension

s Y S Aagl TR TR apih Sl A mbi el S T s e Sy, iy N S S Sl S .

A final major difference between written and monologue
discourse relates to the receptive rather than the productive process.
The reader may skim the text or read it closely, may re-reaa,
stop to take notes, use a dictionary: he may even return to the text
on a later occasion. The 'real-time' production of monologue
constrains the listener to receive it in real time also; his speed of
comprehension must be paced by the speed of delivery and he cannot
stop for notes, nor can he recapitulate (this is the prerogative of the
speaker). These factors impose difficulties in comprehension which
will be considered further in Section 4. But it is worth noting that
although monologue and spoken prose are 'performed' under the same
conditions, it is likely that spoken prose is less easily comprehended.
The fact that the speaker makes ‘frequent use of repetitions, of
reformulations, parenthetics and asides (c.f. Section 3.3.5) and has

full recourse to non-verbal resources, ensures that a sufficient level
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of redundancy is generally built into the discourse for the native
listener to keep his receptive processes in pace with the speaker's
production. What is more, the speaker will either check for agreement

or comprehension on the part of his audience, or will invite interven-
tions. As we have seen, these strategies are rare in spoken prose,
verbal redundancy 1s greatly reduced, and use of non-verbal resources
is limited. There 1s also the fact that pauses are tied to grammatical
structure in spoken prose, whereas in monologue and conversation it is
possible that pauses may be more related to information structure and
that this facilitates comprehension (Goldman-Eissler 1961, 1967).
Finally, although it 1is difficult to assess, it seems to be widely

held that the distribution of information is much denser in written
discourse (and by implication, in spoken prose) than it is in spoken

discourse (c.f. McCroskey, 1968, McCroskey et Al, 1971, Vetter, 1969).

The requirements of a descriptive apparatus accounting
for extended monologue discourse must therefore be that it should
reveal the features of rhetorical organisation and, potentially, be
capable of showing in what respects this differs from the organisa-
tion of written discourse and response discourse. It must allow for
the increased possibilities for interpersonal manipulation which, as
we noted earlier, are greatly augmented in lecture discourse as
against both written discourse and spoken prose. It must be capable
of handling the scale of formality implied in the availability of a
wide range of lexical and syntactic options, and of reflecting the

lecturer's use of these resources for manipulative effects. It must
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also account for the effect of non-verbal feedback and of interventions,
on the structuring of the discourse; and it must be able to indicate

the function of non-verbal elements as an integral part of discourse

structure.

2.4.3 Towards a'DescriEtive_AEEaratus for Extended Monologue

It is therefore proposed that the descriptive apparatus

should reflect two major sources of organisation in lecture discourse:

l. rhetorical functions

2. communicative functions: (a) managerial

(b) manipulative

1. One would hope to identify a set of rhetorical functions relating
\

to the organisation and communication of information. The Birmingham

System has already provided certain acts which serve to mark out,
punctuate, give general shape and direction to the information conveyed.
These include 'marker', 'silent stress', 'metastatement' and
'conclusion', 'inform', and to some extent 'starter' and 'aside.'
However, the Birmingham data do not contain long stretches of'monologue,ll'
and the descriptive system has not been called upon to handle the

internal structuring of uninterrupted monologue. If applied to

lecture discourse, the description would consist at the rank of Act of

11. In the sample texts in Chapter 4 of Sinclair and Coulthard, the
longest unbroken stretch of monologue consists of approximately
170 words in transcript, which at a rough estimate represents no
more than 1} minutes of speech.
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long strings of undifferentiated informs (or altermatively of long

stretches of text prefaced simply by "inform''). At the rank of move

l
and above, as we have seen, the system is geared to the verbal
contribution of more than one protagonist, so that the only indicators

#

of information structuring would be boundarymbves encompassing
extremely long stretches of "informing" discourse., It is therefore
proposed that some indication of major transitions within the monologue,
equivalent to boundary moves, should be established, and that the
stretches of discourse within those bounds should be described in terms

of the rhetorical structuring they display. This point is taken up 1in

Section 2.4.4.

2. This is not to say that communicative functions play no part in
the structuring of monologue: one would hope to establish a further
set of functions relating to the management and manipulation of inter-

personal relat