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ABSTRACT

Nabilah Filzah Nur Wijaya, 2016. Interactive Metadiscourse in Findings Section
and Discussion Section of International Journal Articles. A Thesis. Jakarta:
English Department, Faculty of Languages and Arts, Universitas Negeri Jakarta.
January 2017.

The study was aimed to investigate the use and functions of interactive
metadiscourse in Findings and Discussion sections of international journals
articles. This study is a qualitative research, which employed descriptive analysis
as the design. Content analysis was applied as a method in analyzing the use of
interactive metadiscourse markers proposed by Hyland (2005) in 10 journal
articles from The Journal of AsiaTEFL. The journals articles that were being
investigated were chosen based on the topic related to pedagogy of English
teaching. After analyzed the data, 624 occurrences of interactive metadiscourse
were found. All five markers of interactive metadiscourse; Transitions, Frame
Markers, Endhoporic Markers, Evidentials, and Code Glosses, are used in ten
journal articles that were being analyzed. All five markers of interactive
metadiscourse have its' function to organize a text, but each of them functionally
works to construct the readers’ need. Result of this study indicates that writers of
the journal articles aware of their readers’ existence. Therefore their journals
articles are written in a communicative way to help the readers get through the
text easily.

Keywords: Metadiscourse; Hyland Classifications of Interactive Metadiscourse;
Findings; Discussion; Journal Articles.



ABSTRAK

Nabilah Filzah Nur Wijaya, 2016. Interactive Metadiscourse in Findings Section
and Discussion Section of International Journal Articles. A Thesis. Jakarta:
Jurusan Bahasa dan Sastra Inggris, Fakultas Bahasa dan Seni, Universitas Negeri
Jakarta. Januari 2017,

Penelitian ini dilakukan untuk menginvestigasi penggunaan dan fungsi dari
interactive metadiscourse pada bagian temuan dan pembahasan di dalam jurnal
artikel internasional. Penelitian ini merupakan penelitian kualitatif, yang
menggunakan desain deskriptif analisis. Konten analisis digunakan dalam
penelitian ini sebagai metode untuk menganalisi kegunaan dari interactive
metadiscourse yang dikemukakan oleh Hyland (2005) didalam 10 jurnal artikel
dari The Journal of AsiaTEFL. Jurnal artikel yang di investigasi dipilih
berdasarkan topik yang terkait dengan pengajaran Bahasa Inggris. Setelah data
dianalisa, ditemukan 624 penggunaan dari interactive metadiscourse. Kelima
penanda daripada interactive metadiscourse; Transitions, Frame Markers,
Endhoporic Markers, Evidentials, dan Code Glosses, digunakan di semua jurnal
artikel yang dianalisis. Kelima penanda mempunyai fungsinya masing-masing,
namun secara fungsional berperan dalam membangun kebutuhan pembaca. Hasil
dari penelitian ini mengindikasikan bahwa penulis dari jurnal-jurnal artikel
tersebut memperhatikan keberadaan pembacanya. Karena itu, jurnal-jurnal artikel
mereka ditulis secara komunikatif untuk mempermudah para pembacanya.

Kata Kunci: Metadiscourse; Hyland Classifications of Interactive Metadiscourse;
Findings; Discussion; Journal Articles.
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CHAPTER I

INTRODUCTION

This chapter presents background of the study, research questions, purpose

of the study, scope, and how the study will be beneficial for others.

1.1 Background Of The Study

English as global language has now made the use of English in
academic writing widely spread in universities all over the world. This has
made English become the language of choice for many international journals
articles (Genc and Bada, 2010). As cited in Flowerdew (2013), this great
expansion of the use of English has taken place in four main areas; (1) First, in
english-speaking countries where students overseas come to study, such as
United States, Great Britain, Canada, (2) in post colonial territories where the
use of English whether or not it remains a national language has been
maintained in academic context, such as South Africa, Zimbabwe, Singapore,
(3) in the countries of the former Uni Soviet which are seeking to distance
themselves from Russia and through English trying to connect with wider
international academic community, (4) last, in countries where English has no

official status, such as China, Japan, and Latin America.

Indonesia has made in to the forth area seeing many states or private

universities use English as the language of choice in their skripsi (what the



Indonesian call the “graduation paper”/”final research”), even English has no

official status academically in the country.

In writing skripsi, journal articles take an important role as sources or
references. Students acquire their knowledge by reading throughout several
journal articles before writing their own skripsi. Therefore, as cited from
Hartley (2008), journal articles as one of academic writing should be
impersonal and unnecessary complicated but easy to follow. In other words,
an easy to follow journal article facilitates the readers to acquire their
knowledge easier in order to write their own skripsi. In order to make an easy
to follow journal article, writer or researcher should consider the existence of

the audience.

The idea of audience in writing a text is a difficult task of a writer or a
researcher, but it makes a clear sense to construct a communicative text in
order to make journal articles that are easy to follow. Metadiscourse is a
device that refers to an interesting approach to conceptualizing interactions
between text producers and their texts and between text producers and users
(audience). As Hyland (2005) states, language is always a consequence of
interaction, of the differences between people which are expressed verbally,
and metadiscourse options are the ways we articulate and construct these
interactions. Ever since Metadiscourse was constructed in 1959 by Haris,
some model have been constructed (e.g. Vande Kopple (1985), Crismore et al.

(1993), Hyland (2005), etc.) Metadiscourse itself has become a self-reflective



linguistic material to help writers produce text that evolve a writer not only on

their own content of text but also to their readers.

Hyland (2005) divided Metadiscourse into two categories;
interactional and interactive. Interactional Metadiscourse focuses on how the
writer involves the reader into the arguments. Interpersonal Metadiscourse
goal is to make his or her views explicit and to involve readers by allowing
them to respond to the unfolding text. While Interactive Metadiscourse
focuses on how the writer helps to guide the reader through the text.
Interactive Metadiscourse goal is to shape and constrain a text to meet the
needs of particular readers, setting out arguments so that they will recover the
writer's preferred interpretations and goals of the text. Based on the
explanation, interactive metadiscourse becomes the focus for this study, to
investigate how the writers of journal articles make an easy to follow journal

for the readers by guiding them through the text.

Several researchers have investigated the use of both interactional and
interactive metadiscourse in journal articles using Hyland’s (2005) framework.
The use of Hyland’s framework is valued to be the provided the probably
most comprehensive framework for the study of metadiscourse (Abdi, 2011).
The current study also set the model to devised the analysis and support the
significance study in consideration on its’ clear distribution of the markers,

simple to use, and easily comprehended.



Examples of studies applying Hyland’s (2005) framework are first
Hyland and Tse in 2004 that studied the use of metadiscourse in 240 L2
postgraduate dissertations and found a lack of explanatory skill due to
theoretical inflexibility and empirical confusion. They offered a reassessment
of metadiscourse to build a better way of understanding in which acts of
communication and maintain social groups of the writers. Meanwhile Zahra,
Roya, and Shahla (2015) examined the use of metadiscourse in 30 master
theses of English Translation, English Teaching, and English Literature of
three different universities in Iran—that is in the same area as Indonesia in the
matter of English status in the country. Zahra et al. (2015) analyzed the theses
using Hyland (2005) framework and found the use of interactional markers is

higher than interactive markers.

In Indonesia many recent studies also investigated the use of
metadiscourse in skripsi. The researcher found at least two recent studies of
metadiscourse concentrated in different parts of skripsi at English Department
of State University of Jakarta conducted in 2016 using Hyland’s (2005)
model. Putro (2016) studied the use of engagement markers as one of
interpersonal metadiscourse markers in 18 Findings and Discussion sections
of English Department’s skripsi and found that the students used four from
five engagement markers. Most engagement marker occurred was Appeal to
Shared Knowledge (60.10%), while Personal Asides (7.58%) was the least
marker used. Herlita (2016) investigated the occurrence of all five markers

underlined interpersonal metadiscourse. The study revealed Hedges (51.1%)



as most used marker in six students’ skripsi in English Department from 2014
while Attitude Markers (1.1%) as the least used marker. Both writers with the
study, proved that students of English Department have considered their
audience in their writing of Findings and Discussion sections by make his or
her views explicit and involve the readers to the text as the goal of
interpersonal metadiscourse. Seeing none of the studies focus on interactive
metadiscourse and its function as help to guide the reader through the text,

researcher intended to conduct this study.

However, seeing the facts that students of English Department of State
University of Jakarta are English foreign speakers, it would thus be of interest
to learn how better-English-users write their journal articles. Putro (2016) said
in his study, “The engagement markers found in Findings and discussion
sections of English Department students’ skripsi may differ from the ones
used by native writer since the data sources are English foreign writers whose
language can be influenced by their native language or local languages where
they come from.” Therefore, further investigation on international journal
articles is needed as a comparison and as a reflection to write future journal

article that will be easy to follow.

In journal articles, Findings section and Discussion section are
important parts, as it is where the research questions are answered. In Findings
section, results of the study should first simply state the findings, without bias
or interpretation. Discussion section then uses the statistical results to make

conclusions regarding the research question then interpret the data based on



the findings. Based on its’ important role in a study, and at once completing
the previous studies (Herlita, 2016 & Putro, 2016), Findings section and

Discussion section was chosen as the data source of this study.

Focus on the interactive metadiscourse markers framework constructed
by Hyland (2005); transitions, frame markers, endophoric markers,
evidentials, and code glosses, the researcher intended to know how the writers
of international journal articles help the readers to get through the text,
especially in Findings section and Discussion section of the study. By
conducting this study, the researcher hopes to reveal functions of interactive
metadiscourse markers and how they are applied in international journal
articles, especially in Findings section and Discussion section as it is where
the research questions are answered. The study also hoped to provide an in-
depth understanding on how to accommodate their readers a guidance to read

through the text, in order to make an easy-to-follow journal articles.

1.2 Research Questions
Based on the background of the study, the researcher formulates the
questions as follows:
1.1 What are types of interactive metadiscourse used in Findings section
and Discussion section of international journal articles?
1.2 What is the function of each marker of interactive metadiscourse
used in Findings section and Discussion section of international

journal articles?



1.3 Purpose Of The Study

Based on the research questions, this study aimed to investigate types of
interactive metadiscourse markers and the function of each marker in Findings

section and Discussion section of international journal articles.

1.4 Scope of the Study

The researcher focused the study only on interactive metadiscourse
constructed by Hyland (2005) in Findings section and Discussion section of
The Journals of Asia TEFL. Any other theories or frameworks of interactive
metadiscourse constructed by other researchers aren’t included in the study.
The study also focused only on journal articles encrypted from Asia TEFL’s
website. Asia TEFL is a journal articles publisher concerned with the teaching
and learning in English especially in Asia. This made great consideration that
Asia TEFL published journal articles from the same area as Indonesia, such as
Japan, China, Korea and Thailand. These countries are also categorized in the
fourth area, where English has no official status in daily conversation, national
language, or academic community but is a language of choice in writing

academic writing especially journal articles.



1.5 Significance of the Study

This research is hoped to help student who is writing academic paper
especially skripsi to have in-depth understanding on how to accommodate
their readers a guidance to read through the text. The choice of authors
(writers of published journal articles) of the journal articles that are being
studied also hoped to be useful to student who is writing academic paper to
write in more-native ways in accommodating their readers. The researcher
also chose journal articles that related to pedagogy in English teaching as
special thought to provide her fellow students of State University of Jakarta
especially English Department students who write academic paper, will find
this study helpful to help them write related topics that accommodate their

readers a guidance to read through the text.



CHAPTER I

LITERATURE REVIEW

This chapter presents further explanations of metadiscourse, Hyland’s
(2005) model of metadiscourse along with, function of each interactive
metadiscourse marker. Brief explanation of journal articles, Findings section,
Discussion section, and also prediction of markers that will likely to occur in both
sections. The chapter ends with theoretical review of the chapter in order to clarify

what is being studied by the research in order to answer the research questions.

2.1 Metadiscourse

Metadiscourse was first introduced by Zellig Haris in 1959 to offer
a way of understanding language in use, representing a writer's or
speaker's attempts to guide a receiver's perception of a text. Harris viewed
the term as a “set of instructions which generates the sentence of a
language” (Harris, 1954). However, Metadiscourse is difficult construct to
pin down and this is evident in the literature with imprecision
characterizing much of the discussion, therefore, Metadiscourse is called

and defined variously (Hyland, 2005).

Researchers named Metadiscourse in different ways (Markkanen,
Steffensen, & Crismore, 1993). Keller (1979) called the term as

“Gambits”, meanwhile Schiffrin (1980) use the term ‘“Metatalk” to



describe his theory in spoken discourse. In written text, metadiscourse is
called as “Metatext” by Enkvist (1978) who also called the term as “The
modalities of text”. Lautamatti (1978) refers metadiscourse as “non-topical
material” which have no relevance to discourse development but on how

to understand the text as a whole, and Meyer (1975) as “signaling”.

Vande Kopple in 1985 defined metadiscourse as “the linguistic
material which does not add propositional information but which signals
the presence of an author”. Vande (1997) also stated that people use meta-
discourse to help their readers connect, organize, interpret, evaluate and
develop attitudes towards the propositional content. Similarly, Crismore
(1983) referred metadiscourse as “the author’s intrusion into the discourse,
either explicitly or non-explicitly, to direct rather than inform, showing
readers how to understand what is said and meant in the primary discourse
and how to ‘take’ the author”. As Hyland (2005) said, metadiscourse is
the cover term for the self-reflective expressions used to negotiate
interactional meanings in a text, assisting the writer (or speaker) to express
a viewpoint and engage with readers as members of a particular
community. Simplified the definitions, metadiscourse is a widely-used
term that shows how the writer take the existence of audience in a

discourse by writing a mindful and communicative text.

The use of metadiscourse in several kinds of texts has been studied
by some researchers as well (Hyland, 2005). The importance of

metadiscourse in casual conversation was investigated by Schiffrin (1980),



Crismore (1989) in school textbooks, in oral narratives by Norrick (2001),
while Crismore and Farnsworth (1990) investigated the use of the term in
science popularizations. Following behind, Hyland investigated
undergraduate textbooks (2000) and postgraduate dissertations (2004).
More and more studies that investigate the use of metadiscourse in
different text keep being continued as it takes an important role in building

writer-reader relationship in a text.

Based on the previous studies, Hyland and Tse (2004) proposed the

three key principles of metadiscourse; these are:

1) Metadiscourse is distinct from propositional aspects of discourse,
means that metadiscourse draw a line between propositional material,
or the “communicative content” of discourse, and on the one hand,
material which organizes this content and conveys the writer’s beliefs
and attitude to it on the other.

2) Metadiscourse refers to aspects of the text that embody writer-reader
interactions. By this principle, Hyland and Tse suggest that all
metadiscourse is interpersonal that it takes account of the reader's
knowledge, textual experiences and processing needs and that it
provides writers with an armory of rhetorical appeals to achieve this.
They also added that necessary interaction is needed for successful
communication.

3) Metadiscourse refers only to relations which are internal to the

discourse. An internal relation connects events in the account and is



solely communicative, while an external relation refers to those

situations themselves.

The term then has been developed at least since Vande Kopple
constructed a model of metadiscourse in 1985, several important
theoretical contributions keep being appeared after that, such as Crismore
et al. in 1993 and the earliest model is Hyland’s in 2005. The constructed
models keep being developed because not analyst of metadiscourse has the
same understanding about the term therefore the constructed models keep
being developed. As Hyland (2005) said, metadiscourse has always been
something of a fuzzy term, often characterized as simply 'discourse about
discourse' or 'talk about talk’, definitions which highlight its role of

looking inward to refer to aspects of the text itself.

Functional analysis recognizes that a comprehensive and
pragmatically grounded description of any text must involve the use of
language in relation to its surrounding co-text and the purpose of the writer
in creating a text as a whole (Hyland, 2005). To take metadiscourse in
functional approaches most writers construct a model to fulfill Systemic
Functional Linguistics (SFL) theory of language for insights and
theoretical support. The tripartite conception of metafunction based on
SFL has been described in Halliday’s Introduction to Functional
Grammar (1994) and Halliday and Matthiessen’s Construing Experience
Through Meaning (1999), these are: (1) the ideational function (the use of

language to represent experience and ideas), (2) the interpersonal function



(the use of language to encode interaction), and (3) the textual function

(the use of language to organize the text itself).

The first model of metadiscourse was constructed by Vande
Kopple in 1985 fulfilled Halliday’s textual and interpersonal functions of
language. Therefore in his model, Vande divided metadiscourse into two
major categories of textual and interpersonal markers, followed by seven
sub-classes. This model gives a big impact because it was the first
systematic attempt to introduce taxonomy of metadiscourse and that it
triggered many practical studies, and gave rise to new taxonomies
(Khajavy, Asadpour, & Yousefi, 2012). However, the sub-classes of the
model were seen unclear and functionally overlap (Hyland, Metadiscourse:

Exploring Interaction in Writing, 2005).

Vande Kopple’s model was revised by Crismore et al. in 1993.
Unfortunately, the confusion also remains regarding to the model. Hyland
(2005) also showing his disagreeing on the model saying Markkanen,
Steffensen, & Crismore seem to be suggesting that items can only perform
metafunctional roles if they are the product of choice rather than syntactic

necessity.



2.2 Hyland’s (2005) Models of Metadiscourse

Referring to the previous models of metadiscourse, Hyland argues

by constructed his model (Table 2.1) of metadiscourse. Employing

Thompson and Thetela's (1995) distinction between interactive and

interactional resources to acknowledge the organizational and evaluative

features of interaction, the model takes a wider focus by including both

stance and engagement features. Hyland said that his model is based on a

functional approach which regards metadiscourse as the ways writers refer

to the text, the writer or the reader. It also acknowledges the contextual

specificity of metadiscourse.

Table 2.1 Hyland’s (2005) model of metadiscourse

Category Functions Example
Interactive Help to guide the reader through  Resources
the text
Transitions express relations between main in addition; but; thus; and

Frame markers
Endophoric
markers
Evidentials

Code glosses

clauses

refer to discourse acts, sequences
or stages

refer to information in other parts
of the text

refer to information from other
texts

elaborate propositional meanings

finally; to conclude; my
purpose is

noted above; see Fig; in
section 2

according to X; Z states

namely; e.g.; such as; in other
words

Interactional
Hedges

Boosters
Attitude markers
Self mentions

Engagement
markers

Involve the reader in the text
withhold commitment and open
dialogue

emphasize certainty or close
dialogue

express writer’s attitude to
proposition

explicit reference to author (s)
explicit build relationship with
reader

Resources

might; perhaps; possible;
about

in fact; definitely; it is clear
that

unfortunately; | agree;
surprisingly

I; we; my; me; our
consider; note; you can see
that




This model recognizes that metadiscourse comprises of the two
dimensions of interaction. Here is how Hyland (2005) explains both of the

dimensions:

1. The interactive dimension
This concerns with the writer's awareness of a participating
audience and the ways he or she seeks to accommodate its probable
knowledge, interests, rhetorical expectations and processing
abilities. The writer's goal in using interactive metadiscourse is to
shape and constrain a text to meet the needs of particular readers,
setting out arguments so that they will recover the writer's
preferred interpretations and goals of the text. The use of resources
in this category therefore addresses ways of organizing discourse,
rather than experience, and reveals the extent to which the text is
constructed with the readers' needs in mind.
2. The interactional dimension
This concerns with the ways writers conduct interaction by
intruding and commenting on their message. The writer's goal in
using interactional metadiscourse is to make his or her views
explicit and to involve readers by allowing them to respond to the
unfolding text. This is the writer's expression of a textual 'voice', or
community-recognized personality, and includes the ways he or
she conveys judgments and overtly aligns him- or herself with

readers. Metadiscourse here is essentially evaluative and engaging,



expressing solidarity, anticipating objections and responding to an
imagined dialogue with others. It reveals the extent to which the

writer works to jointly construct the text with readers.

As stated before, Hyland (2005, p.54) claimed that his constructed
model was based on functional approach which regarded metadiscourse as
“the ways writers refer to the text, or the writer to the readers”. Choices of
interactive devices that stated in the model address readers' expectations
that an argument will conform to conventional text patterns and
predictable directions, enabling them to process the text by encoding
relationships and ordering material in ways that they will find appropriate
and convincing. While the interactional devices focus more directly on the
participants of the interaction, with the writer adopting an acceptable

persona and a tenor consistent with the norms of the community.

Considering the contribution of this model in many previous
studies (e.g. Hyland and Tse (2004), Zahra, Roya, and Shahla (2015),
Putro (2016), and Herlita (2016)), this study also applied metadiscourse
model of Hyland (2005) as the main device of the study in consideration
that the model provides a clear distribution of the markers, simple to use,
and easily comprehended. Some researchers also said that the model
aspires to overcome the controversies surrounding the notion of
metadiscourse (Khajavy, Asadpour, & Yousefi, 2012) and provided the
probably most comprehensive framework for the study of metadiscourse

(Abdi, 2011). More explanations regarding interactive metadiscourse



markers that are going to be analyzed will be described in the next sub-

point.

2.3 Interactive Metadiscourse

Referring to the previous discussion, interactive metadiscourse
concerns on writer’s awareness of the audience participation and on how the
writer provides the needs of the knowledge, interests, rhetorical expectations,
and processing abilities. The purposes of the markers are to organizing the
discourse and construct the readers’ need. There are five markers under
interactive metadiscourse according to Hyland (2005), more specific

explanation of the markers will be discussed in the following points.

e Transitions

Transitions have function to express relations between main
clauses. This marker is divided into three categories that are applied to
signal additive, contrastive, and causative relations between the areas

of the discourse.

= Addition is used to add elements to an arguments, introduced by
phrases such as; and, furthermore, moreover, by the way etc.

= Comparison is used to marks an arguments as either similar
(introduced by phrases such as; similarly, likewise, equally, in the

same way, correspondingly etc.) or different (introduced by



phrases such as; in contrast, however, but, on the contrary, on the
other hand etc.)
= Consequence is used to explain the relations, either to tell the
readers that a conclusion is being drawn or justified (thus,
therefore, consequently, in conclusion, as such, etc.) or that an
argument is being disapproved (admittedly, nevertheless, anyway,
in any case, of course).
Frame markers are used to sequence parts of the text or to order an
argument. The markers signal text boundaries or elements of schematic
text structure by providing framing information about elements of the
discourse. Frame markers often act explicitly as an additive relations
(first, then, Y, a/b, at the same time, next), or as a label of text stages
(to summarize, in sum, by way of introduction). They also announce
discourse goals (I argue here, my purpose is, the paper proposes, |
hope to persuade, there are several reasons why) or indicate topic
shifts (well, right, OK, now, let us return to).
Endophoric markers are used to show expressions which refer to other
parts of the text introduced by phrases such as; see Figure 2, refer to
the next section, as noted above. The markers role is to facilitate
comprehension and supporting arguments by referring to earlier
material or anticipating of what is come in the next discussion. By
guiding readers through the discussion, they help steer them to

preferred interpretation or reading of the discourse.



Evidentials are used to guide the reader’s interpretation and establish
an authorial command of the subject by distinguish who is responsible
for a position (statement) and may contribute to a persuasive goal of
the writer. Markers of Evidential involve hearsay or attribution to
reliable source; in academic writing it refers to a community-based
literature and provides important support for the arguments. It is
introduced in phrases such as; according to X, Z states.

Code Glosses is applied to provide additional information what has
been said by rephrasing, explaining, or elaborating. The purpose is to
ensure the reader is able to see what the writer is intended to say in the
text. The markers are introduced by phrases such as; this is called, in
other words, that is, this can be defined as, etc. Some markers are also
used to give examples by using some phrases; for example, such as,

e.g., etc. As the alternative, parentheses ((),[]1,{}) are usually used.

Based on the explanations above, a table of summary can made in order to

see the classifications and the functions of each marker clearer. Table 2.2 contains

each marker’s function along with word or phrases used to organize the discourse

and construct the readers’ need.

Transitions
express relations
between main
clauses

Addition

adds elements to an argument

and, furthermore, moreover, by the
way

Comparison

marks an argument as
similar (from the
previous statement)

similarly, likewise, equally, in the
same way, correspondingly

marks an argument as
different
(from the previous
statement)

in contrast, however, but, on the
contrary, on the other hand,
meanwhile

Consequence

tell readers that a

thus, therefore, consequently, in




conclusion is being conclusion, overall, as such
drawn or justified

tell readers an
argument is being
countered

admittedly, nevertheless, anyway,
in any case, of course

first, then, numbering (1.,2.,3.),
explicit additive relations listing (a,b,c / using bullets), at the
same time, next

Frame Markers to summarize, in sum, by way of

sequence parts of labels text stages introduction

the text or to I argue here, my purpose is
internally order the paper proposes, | hope to

announce discourse goals
an argument g persuade, there are several reasons

why
indicate topic shifts well, right, OK, now, let us return
to, as for
In/see Figure/Table, refer to the
Endophoric next section, as noted above, this
show expressions which refer to other parts of the text part, this chapter, previous section
has, as can be seen in
Evidentials to cite x, to quote X, year or name,
distinguish who is responsible for a position according to, x stated
Code Glosses rephrasing, explaining or elaborating this is called, in other words, that
supply additional what has been said is, this can be defined as, i.e.
information L
giving examples e.g., for example, such as

Table 2.2 Interactive Metadiscourse markers’ functions and examples of words
and phrases.

2.4 Academic Writing

Academic writing is an essentials part of university course.
University students around the world are demanded to write scientific-
based writing in order to state their argument with academic writing.
According to Nasiri (2013), academic writing is normally based on
empirical research, which is reported to the scientific discourse community

objectively, but with certain conventions.

Usually, two kinds of academic writing are assigned in university;

report paper or research paper (Winkler & McCuen-Metherell, 2008).




Report papers summarize and report findings on a particular subject,
judgment or evaluation about the findings and relate them with logical
sequence. While a research paper is a proposition or point of view that you

are willing to argue against or defend.

2.4.1 Journal Articles

Journals articles or as known as research paper are one of
academic writing in university. It is defined as a technical
document that describes a significant experimental, theoretical or
observational extension of current knowledge, or advances in the
practical application of known principles (O'Conner & Wordford,
1976). Journals articles tend to be more formal and systematic
compared to the other academic writing, it describes a set structure
of a research. Research is defined as a systematic and objective
analysis and recording of controlled observations that may lead to
the development of generalizations, principles, or theories,
resulting in prediction and possibly ultimate control of events (Best

& Kahn, 1995).

Most journals articles are prepared according to a format
called IMRAD (Nair & Nair, 2014). The term represents the first
letters of the words; Introduction, Materials and Methods, Results,

And, Discussion, which also represent each chapter or section in a



journals article. Nair and Nair (2014) stated that the term become
the choice of international journal articles since American National
Standards Institute (ANSI) adopting the term as the standard in

1972 for writing or reporting a research article.

In Indonesia, “skripsi” is a term that is used as final
research paper for post-graduate requirement. The use of English in
skripsi has widely-spread in Indonesia seeing some universities
required English as the main language in the skripsi—or in some

instances only in the Abstract.

2.4.2 Findings Section

Findings section and discussion section are important parts
of a journal article, as it is where the research questions are
answered. In short articles or reports of single empirical studies,
the results and discussion are often combined (Darley, Zanna, &
Roediger 111, 2003). But, if the study needs to integrate several
different kinds of results or discuss several general matters, then a
separate discussion section needs to be prepared (Bem, 2003).
Thus, in most of studies, the findings are first being presented and
interpreted separately in discussion section. Findings or results
section of the study should first simply state the findings, without

bias or interpretation, meanwhile discussion section uses the



statistical results to make conclusions regarding the research
question then interpret the data based on the findings (Branson,
2004). However, whether it is being combined or separated, the

characteristic of what the section consist of remain the same.

Result or findings section is organized based on what is
being questioned in the study. This section of the study usually
presented in past tense form and use tables, graphs, or other
illustrations (Hengl & Gould, 2002). If the data is in statistical
form, tables and figures may be used as tools to show the findings.
In this case, writers should ensure that tables and figures presented
are labeled or numbered separately. Meanwhile, if the data is
presented in words, citing the evidences will be used to explain the

findings.

In presenting the result of the study, Bem (2003) described
few major steps to follow in findings section; (a) describe any
overall procedures you used to convert your raw observations into
analyzable data, (b) tell about the statistical analysis itself (If the
method of analysis is new or likely to be unfamiliar to readers of
the journal, a full explanation of it need to be provided) and (c) if
the results section is complicated or divided into several parts, you
may wish to provide an overview of the section, such as: “The
results are presented in three parts...". Bem (2013) also suggests

that if the data (e.g. reliabilities, judges, observers, participant



dropout problems) fit better in the method section, some of these
other matters might better be postponed until the discussion section

when you are considering alternative explanations of your results.

2.4.3 Discussion Section

Discussion section is the place for interpreting findings of a
study. As noted earlier, findings or results section of the study
should first simply state the findings, without bias or interpretation,
meanwhile discussion section uses the statistical results to make
conclusions regarding the research question then interpret the data
based on the findings (Branson, 2004). In other words, whether or
not the hypothesis is statistically confirmed by the results is written
clearly in this section. If the methods section of the study has listed
procedure or structure in order, findings section and discussion

section should follow the same sequence.

The discussion section focuses more on the data
interpretation. Researcher of a study will explain how the findings
answer the research question along with how the findings will
affect the previous or next studies on the particular or related topic.
Discussion section usually written in simple present tense form (or
past tense if it is related to the result) and allow scientific

speculation of the researcher to be included (if necessary) (Hengl



& Gould, 2002). Hess (2004) stated, the elements of discussion

section should include:

=

Major findings of the study

2. Explanation of the meaning and importance of the findings
3. Relation of the findings to the similar studies

4. Consideration of alternative explanations of the findings

5. Statement of the clinical relevance of the findings

6. Acknowledgement of the study’s limitations

7. Suggestions for further research

2.4 Interactive Metadiscourse in Findings Section and Discussion Section

As stated before, interactive metadiscourse has five markers; Transitions,
Frame Markers, Endhoporic Markers, Evidentials, and Code Glosses that is used
to organize the discourse and construct the readers’ need. This section will discuss
what markers will likely occur in findings section and discussion section of
journal articles, predicted from the function of each marker and the function of

each section.

As mentioned above, findings section usually presented in past tense form and
use tables, graphs, or other illustrations. (Hengl & Gould, 2002). Endhoporic
markers will likely occur in this section, since the section must consist of tables
and figures. The function of endhoporic markers as tool to referring the other parts

of text will be used using phrases “In/see Figure/Table”.



Meanwhile, Discussion section is where the statistical results to make
conclusions regarding the research question then interpret the data based on the
findings (Branson, 2004). Most markers of interactive metadiscourse will be used
in this section, such as transitions that one of the functions is to drawn a
conclusion can be used to explain the meaning and importance of the findings
(Hess, 2004). Relating the findings of the study to the previous study is also part
of discussion section, thus, evidentials (to cite x, to quote X, year or name) will

also likely to occur in the section.

In some cases, it is often found combined section of findings and discussion
sections in journal articles. However, whether it is being combined or separated,
the characteristic of what the section consist of remain the same. But it will likely
to happen that endhoporic marker will be used mostly in this case, because a
writer can’t expect the readers to remember what is being presented in the

findings even it is only distanced a paragraph.

2.6 Theoretical Framework

This study is conducted to investigate interactive metadiscourse used in
Finding and Discussion section of international journals articles using Hyland
(2005) constructed model. Based on the discussion towards this chapter,
Metadiscourse is the cover term for the self-reflective expressions used to
negotiate interactional meanings in a text, assisting the writer (or speaker) to

express a viewpoint and engage with readers as members of a particular



community. Five interactive metadiscourse markers that set goal to help reader get
through the text became the focus of this study. First, Transitions that has function
to express relations between main clauses is underlined by three categories that
each of it also has its own function; (a) addition (adds elements to an argument),
(b) comparison (marks an argument as similar or different) and, (c) consequence
(tell readers that a conclusion is being drawn or countered). Second, Frame
markers that has function to sequence parts of the text or to internally order an
argument often act as explicit additive relations, label text stages announce
discourse goals, or indicate topic shifts. Third, Endophoric markers has function
to show expressions which refer to other parts of the text. Fourth, Evidentials that
has function to distinguish who is responsible for a position. And the last, Code
glosses that has function to supply additional information by rephrasing,

explaining or elaborating what has been said or giving examples.

The occurrence of the five markers will be investigated in Findings section
and Discussion section of international journals articles. Findings section and
Discussion section are part of journals articles where the study should first simply
state the results, without bias or interpretation and then with the statistical results
make conclusions regarding the research question then interpret the data based on

the findings (Branson, 2004).



CHAPTER 11

METHODOLOGY

This chapter presents method applied in the study, how the data is

collected, and analyzed in order to answer the research questions.

3.1 Research Design

This research is a qualitative designed study applying descriptive
analysis approach. Descriptive analysis design seeks kind of phenomenon
appear in a study and what aspects does it have (Elliott & Timulak, 2015).
Elliott (2009) also said that qualitative design is being featured to
emphasize the understanding of the phenomena in the researcher’s right
(rather than from some outside perspective). Thus, the researcher applied
this design and approach to this research as a tool to seek interactive

metadiscourse and the aspects of it in international journal articles.

In order to answer the research questions the study applied content
analysis method to investigate interactive metadiscourse used in Findings
section and Discussion section in international journal articles. As cited by
(Krippendorff, 2004), content analysis is a research technique for making
replicable and valid inferences from texts (or other meaningful matter) to
the contexts of their use. The researcher also refers to (Ary, Jacobs, &

Sorensen, 2010 ) statement that wrote content analysis usually begins with



a question that the researcher believes can best be answered by studying
documents. Journals articles are documents that were being analyzed in

this study.

3.2 Time & Place of Study

This research was conducted from October 2016 to Januari 2017.

The study took place in English Department of State University of Jakarta.

3.3 Data and Data Source

The data for this research is interactive metadiscourse markers
come in word or phrases in Findings section and Discussion section in
international journals articles. The data source is 10 journals articles from
three journals of The Journal of Asia TEFL that published from February
to August 2016. The selected 10 journals articles are related to pedagogy
in English teaching to support the significance of the study. The Journal of
Asia TEFL was chosen based on its reliability as journal articles source
since 2003. Stated in the website’s information; Asia TEFL is a refereed
publication devoted to research articles, reports, and book reviews
concerned with the teaching and learning of English, especially in Asian

contexts. Based on this devoted reference, Asia TEFL is one of journal



articles that are used as source to acquire their knowledge in writing their

own journal articles.

3.4 Instrument

The researcher provided table analysis as the instrument to
investigate interactive metadiscourse used in Findings section and
Discussion section in international journals articles. Two tables were
presented in the study; the first was used to collect and categorize the data,
and the second was used to compile the number of occurrences based on

each interactive metadiscourse markers and its’ functions.

3.5 Data Collection Procedure

The data of the study was collected by the following procedure:

1. Selecting the data source from Asia TEFL website:

http://journal.asiatefl.org. Asia TEFL was chosen with consideration to

its reliability as journals publisher concerns with the teaching and
learning in English especially in Asia contexts. The Journals of Asia
TEFL Volume 13, No. 1-3, February-August 2016 was chosen since it

is the most recent published journal articles from the Asia TEFL.


http://journal.asiatefl.org/

2. Choosing 10 research journals randomly from The Journals of Asia
TEFL. Pedagogy in English teaching is the topic that is chosen for
selected journals to support the significance of the study.

3. Selecting sections of the journal articles that were going to be
analyzed. In order to make the research effective, Findings section and
Discussion section of the journals were chosen, with a consideration
that the section has most parts that deal with researcher’s original
writing and as it is where the research questions are answered in the
study.

4. Collecting Interactive Metadiscourse markers that occurred in the

Findings section and Discussion section of the ten selected journals.

3.6 Data Analysis Procedure

The data of the study was analyzed by following the procedure:

1. ldentifying interactive metadiscourse markers that occur in Findings
section and Discussion section in 10 Asia TEFL journal articles.

2. Categorizing interactive metadiscourse markers that occur in Findings
section and Discussion section based on Hyland’s (2005) theory;
transitions, frame markers, endophoric markers, evidential, or code
glosses, and also based on each marker’s functions into Table 3.1

Table 3.1 is used to analyze types of interactive metadiscourse that

occurred in Findings section and Discussion section of international



journal articles in order to answer Research Question 1.1. There are two
types of tables for Table 3.1. Type 1 will be used for journal articles that
separated their Findings section and Discussion section, and Type 2 will
used for journal articles that combined the sections. However, both of the
types of Table 3.1 have the same function to show excerptions that contain
interactive metadiscourse markers from each journal articles and category

they belong to in the matter of the function of each marker.

Title of the Journal Article:

_ T FM CG
No. | Excerption T3 T4 [T5 [FL [F2 [F3 [Fa | ™ | BY [ci T2
Findings Section

1.
Total
Discussion Section
1.
Total

Total Occurrence

Table 3.1 (type 1) Table of Interactive Metadiscourse in Findings Section and
Discussion Section

Title of the Journal Article:

No. | Excerption EM | EV

TL1|T2 | T3 | T4 | T5 |F1 |F2 | F3 | F4 Cl |C2

1.

Total

Total Occurrence

Table 3.1 (type 2) Table of Interactive Metadiscourse in Findings Section and
Discussion Section

T1: adds elements F1: explicit additive relations
T2: marks as similar F2: labels text stages

T3: marks as different F3: announce discourse goals
T4: conclusion is being justified F4: indicate topic shifts

T5: conclusion is being countered EM: refer to other parts




EV: distinguish who is responsible
C1: explaining what has been said

C2: giving examples

3. Counting the amount of interactive discourse markers that occurred in

Findings section and Discussion section and presenting it in Table 3.2.

No.

Title of
the
Journal
Acrticle

FM

T1

T2

T3

T4

T5

F1

F2

F3

F4

EM

EV

CG

Total

C1

Cc2

Total per
function

Total per
marker

Total

Occurrence

Table 3.2 Table of Interactive Metadiscourse Total Occurrence

T1:
T2:
T3:
T4.
T5:
F1:
F2:

adds elements
marks as similar
marks as different
conclusion is being justified
conclusion is being countered
explicit additive relations
labels text stages

F3: announce discourse goals
F4: indicate topic shifts
EM: refer to other parts
EV: distinguish who is responsible
C1: explaining what has been said
C2: giving examples

Table 3.2 is used to present the total amount of interactive

metadiscourse markers as well as the distribution of each function that

occurred in Findings section and Discussion section of the ten journal

articles. Table 3.2 shows the number of interactive metadiscourse markers

occurrence from each marker and each function of each journal article

from Table 3.1. The number of occurrences in each journal will help to

answer Research Question 2.2 related to the function of interactive

metadsicourse markers in Findings section and Discussion section of

international journal articles.



4. Interpreting the data based on the findings in order to conduct the
conclusion of the study.

5. Concluding the result of the study to answer the research questions.



CHAPTER IV

FINDINGS AND DISCUSSION

This chapter presents findings and discussion of interactive metadiscourse in
international journals articles. The finding will be presented to answer the
research questions of the study stated in chapter I, and further discussion of the

result will be presented in the discussion section.

4.1 Data Description

Data of this study is interactive metadiscourse markers that come in word
or phrases based on Hyland’s (2005) theory; Transitions, Frame Markers,
Endhoporic Markers, Evidentials, and Code Glosses. The data was found in ten
Findings section and Discussion sections in ten journals articles. The ten journals
articles were selected from Journal of Asia TEFL Volume 13, No. 1-3 which

published from February to August 2016.

4.2 Findings

This study was aimed to investigate types of interactive metadiscourse
markers and the function of each marker in Findings section and Discussion
section of international journal articles. After analyzed the data, in this section, the

finding of the study will be presented firstly without any interpretation. In order to



answer the research question in chapter I, the analyzed data is presented in table

3.2 which consists of total occurrence of markers and functions of interactive

metadiscourse in Findings section and Discussion section of international journal

articles.
Title of T FM CG
No. Journal EM | EV Total
Articles | T1| T2 | T3 | T4 | T5|FLl|F2|F3 | F4 Cl|cC2
Findings Section
o soumarsn Lo IS8 -[2[-[5]2]3]-|12]-]7
Discussion Section
4 - 7 9 - - - - 1 6 6 17 - 50
2. | Journal#2 | 9 - (10|11 | - - 3 1 - 13 18 - 2 67
3. Journal #3 5 - 10 | 11 - 6 - 1 - 15 11 | 11 7 77
4, Journal #4 | 3 1 8 4 - 3 1 - - 14 9 4 11 58
5. Journal #5 | 6 3 3 8 - 4 1 1 - 2 19 7 - 54
6. Journal #6 1 1 5 6 - 2 2 1 - 5 8 1 4 36
Findings Section
2 soumaneg 2L L-l-fafal-[-Juafafa]-]2
Discussion Section
41 -1 4 -3 - -] -] 4 2 | 2] 25
8. Journal #8 1 4 - 1 2 1 2 17 3 3 5 46
9. Journal #9 | 7 2 3 2 - 1 1 3 - 24 12 - 4 59
Journal
10. #10 4 - 2 6 - - - - - 18 10 |10 | 6 56
Total per 50| 8 | 63|70 | - |23|11|13| 5 | 167 | 105 | 68 | 41 | 624
function
Total per 191 52 167 | 105 | 109 | 624
marker
occurrence

Table 3.2 Table of Interactive Metadiscourse Total Occurrence

T1: adds elements

T2: marks as similar
T3: marks as different
T4: conclusion is being
justified

T5: conclusion is being
countered

F1: explicit additive

relations

F2: labels text stages

F3: announce discourse
goals
F4: indicate topic shifts
EM: refer to other parts

EV: distinguish who is
responsible

C1: explaining what has
been said

C2: giving examples



Hyland (2005) proposed five categories of interactive metadiscourse, those
are: Transitions; Frame Markers, Endhooporic Markers, Evidentials, and Code
Glosses. After analyzing ten Findings section and Discussion section in ten
journal articles, 624 occurrences of the five interactive metadiscourse markers
proposed are found. The distributions of the markers in each journal can be seen

in Table 3.2 above.

The data listed in Table 3.2 has answered research question 1.1 regarding
to types of interactive metadiscourse used in Findings section and Discussion
section of international journal articles. All five markers of interactive
metadiscourse (i.e. Transitions, Frame Markers, Endhoporic Markers, Evidentials,
and Code Glosses) are used in ten journal articles that were being analyzed.
However, not all functions of the five markers are applied. The second function of
consequence (i.e. to tell readers that a conclusion is being countered) as the third
category of Transitions has no occurrence in all journal articles that were being

analyzed.

The analyzed data of the study has shown that some predictions listed in
the previous chapter (see Chapter Il, p. 25) are proven. Mentioned previously in
the chapter, endhoporic markers will occur in Findings section and Discussion
section of journal articles, more surprisingly as the second highest occurrences
number, 167 of 624 total occurrences. Transitions also said to be used in Finding
section and Discussion section, this is proven by the highest occurrences of the
total Findings, 191 of 624 occurrences. Evidentials that has function to distinguish

who is responsible for a position also occurred 105 times. The prediction however



was based on the researcher’s understanding of elaborated knowledge between
interactive metadiscourse markers and Findings section and Discussion section.

The findings of the study remain as the scientific result.

However, the second research question (2.2) regarding to function of the
interactive metadiscourse markers still remains unanswered. Further discussion to
answer the second research question, that needs a descriptive analysis, will be
discussed in the next section along with some other findings such as; the role of
each function of interactive metadiscourse markers, the difference between
interactive metadiscourse markers used in combined and separated Findings
section and Discussion section, and surprisingly, some words that weren’t listed in

Hyland’s (2005) theory but indicates same function as the constructed framework.

4.3 Discussion

In this section, data of the study will be interpreted based on the Findings
in order to answer the research questions and at once, stating some unexpected
findings of the study. Data interpretation will provide supporting examples from
the analyzed data and in the end will be related to a previous study constructed by
Hyland and Tse in 2004. The section starts with the findings of interactive
metadiscourse markers used in the Findings section and Discussion section of ten

selected international journal articles along with function of each marker.



Transitions

The first marker of interactive metadiscourse is Transitions that has
function to express relation between clauses in a discourse. Transitions has three
other functions as the expression to show relation between the clauses in Findings
section and Discussion section of journal articles, there are Addition, Comparison
and Consequence. Addition has function to add elements in an argument, in Table
3.2 the function labeled as T1. Addition is introduced by using words and phrases

such as; and, furthermore, moreover, by the way, etc.

(1) “Moreover, they seemed to express more modesty regarding their
proficiency levels than other participants.”(Journal #2, no.36)

(2) “Furthermore, as previously noted, the L2SCA regards a complex noun
phrase with multiple layers of post-modification as a single case of
"complex nominal".”(Journal #3, no.14)

(3) “In_addition to his flexible attitude toward teaching, he delivered his
thoughts (intradialogues) in a way that showed respect for his
peers.”(Journal #4, no.18)

(4) “Additionally, the absence of a significant difference between the repeated
and unrepeated conditions suggests that a repetition effect did not occur.”
(Journal #10, no.43)

In example (1), we can see that the writer tried to signify their reader that
he added more argument in his Finding and Discussion section by using word
“Moreover” at the beginning of the sentence. The same thing also happened in
example (2), by rephrasing what has been said before as the additional argument,
the writer used word “Furthermore” in the beginning of the sentence. Example (3)
and (4) show two of used word and phrases that aren’t listed in the Hyland’s
(2005) theory, but have the same function stated by Hyland. “In addition” and
“Additionally” in more explicit ways showed that arguments are being added to

the Findings and Discussion section of the journal articles.



The second function is Comparison which is functioned to marks
arguments as either similar (T2) or different (T3) from the previous ones. To mark
the argument as similar, words or phrases such as similarly, likewise, equally, in
the same way, correspondingly, etc, are used. Meanwhile to mark the argument as
different, words or phrases such as in contrast, however, but, on the contrary, on

the other hand, etc, are used.

(5) "Similarly, when she received several pieces of concrete advice from other
teachers as to how she might offer more effective feedback to her students
after tasks."(Journal #4, n0.39)

(6) "Likewise, a small number of the respondents, ranging between 1 % and 7
%, stated that they never used reading strategies (see items 12-14, 17-21
and 23-27)."(Journal #9, no.31)

(7) "In_a similar way, observation of a sample of the participants® classes
would have provided another valuable layer of data through which to gain
a better understanding of the teachers and their contexts, but this was
outside of the scope of this study."(Journal #6, no.35)

(8) “However, within the high group, vowel ratio of an epenthetic vowel
(.088) was significantly shorter than that of a lexical vowel
(.349).”(Journal #1, no.42)

(9) "Unlike the quantitative findings of the pretest and posttest reading test
comparison, some of the participants reported in their self-assessments that
their reading competencies had somewhat improved after the program
from the experience of reading the book, Twilight."(Journal #2. n0.33)

(10)  "Conversely, it can be argued that a four-week study abroad program is
too short to improve reading skills, improvement.”(Journal #2, no.16)

(11) "In sharp contrast, the CNP-constructed subjects in (b) are highly
effective in bringing the given information to bear upon its related
elements as discerned by the author.”(Journal #3, n0.69)

Using word “Similarly” and “Likewise”, as can be seen in Example (5)
and (6), the writers of the journal article #6 and #9 marked the arguments stated as
similar (or implicitly have the same meaning) to the previous statement. Did not
stated in Hyland’s (2005) framework, but has the same function to marks an

argument as similar, phrases “In a similar way” is used as can be seen in Example



(7). On the other hand, to tell the otherwise that an argument is different from the
previous statement, words “However” that was proposed by Hyland was occurred
in the Findings section of the first journal article (see Example (8)). In the analysis
process of the data, “Unlike”, “Conversely”, and “In sharp contrast” were found
and work functionally the same to mark argument as different (see Example (9),

(10), and (11)).

T4 and T5 in Table 3.2 indicate the third function underlining the first
marker, Transitions. Consequence has functions to tell the readers that conclusion
is being justified or countered. A justified conclusion can be recognized by words
or phrases such as; thus, therefore, consequently, in conclusion, as such, etc, while
a countered conclusion can be recognized by the following words or phrases;

admittedly, nevertheless, anyway, in any case, of course, etc.

(12) “As such, for the proposed paths to bear fruit in a certain teacher
education context, all components need to be given due weight, or the
paths cease to exist.”(Journal #5, no.54)

(13)  “Therefore, the challenge in qualitatively interpreting the difference is
obvious in that it would be difficult to imagine what a mean difference of
one word per clause signifies in the actual writing process and how it
could shed meaningful light on teaching academic writing.”(Journal #3,
no.13)

(14) “In fact, Texts F and G both show that the ER writing facilitated the
students‘ motivation and willingness to write for language learning
purposes and develop learner autonomy, thus implicitly emphasizing its
importance in the language learning classroom.”(Journal #8, n0.37)

(15) “Overall, the results of the MANOVA test found a statistically
significant difference between the pretest and posttest scores (p < .0005,
observed power = 1.000).”(Journal #2, no.5)

(16)  “It is notable that the high group‘s vowel ratio of an epenthetic vowel
was significantly shorter than the low and native English groups‘.”(Journal
#1, n0.49)




Hyland’s constructed framework of the last function of Transitions that is
consequence, occurrence can be seen in Example (12), (13), and (14). Using “As
such”, “Therefore”, and “Thus”, readers can tell that the writer is trying to justify
the discussion in the Findings and Discussion section. A slight difference can be
seen from all the examples from the beginning of the section and Example (14).
The marker used was put in the middle of the sentence, and “Thus” was used to
conclude the main clause. Example (14) supports the main function of Transitions
that is express relation between the clauses, that the sub clause concluded the
main clause. Example (15) and (16) used word and phrases that weren’t included
in the Hyland’s (2005) framework, but function the same to tell the readers that a
conclusion was being justified. The writer of Journal #1 chose the word “Overall”,

meanwhile the writer of Journal #2 chose “It is notable that”.

From the result of the study it can be seen that T5, that has function to tell
the readers that a conclusion is being countered, has no occurrence in Findings
section and Discussion section of all ten journal articles. It might be caused by
parts of journal articles that were being analyzed are Findings section and
Discussion section, which consist of mostly tables and charts and required the
researcher to relate all parts of the study. This function might be occurred in other
parts of journal articles. For example, Literature Review section, where arguments

from previous studies are being compiled to construct the theoretical framework.



Frame Markers

The second marker of interactive metadiscourse is Frame Markers, which
has function to sequence parts of the text or to order an argument. Hyland (2005)
stated that, the marker often act explicitly as an additive relations (F1), by using;
first, then, %2, a/b, at the same time, next, as a label of text stages (F2), by using; to
summarize, in sum, by way of introduction, also to announce discourse goals (F3),
by using; | argue here, my purpose is, the paper proposes, | hope to persuade,
there are several reasons why, or to indicate topic shifts (F4), by using; well,

right, OK, now, let us return to.

(17)  “The selection of these nouns as the head words from which complex
noun phrases expand arises from the following two considerations: 1) they
have relatively similar frequencies in the two corpora when postmodified
by an of-preposition phrase (see Table 3); and 2) all three nouns are
included in Gardner and Davies‘ (2013) Academic Vocabulary
List.”(Journal #3, no.18)

(18)  “FEirst, when observing their peers® videotaped lessons, the teachers
engaged in internal processes to make sense of their peers‘ practices within
the context of their own knowledge, experience, and beliefs. We refer to
this process as an intradialogue.”(Journal #4, no.2)

(19) “Finally, it can be concluded, based on the average response (3.14),
that most of the reading strategies were sometimes used by the ESL
teachers rather than frequently or always.”(Journal #9, n0.33)

The first function of Frame Markers can be used by using numbering
method that is something we usually see on daily basis, but apparently this is a
tool to help readers to get through the text easily (see Example (17)). “First”
(Example (18)) and “Finally” (Example (19)) are also basic materials in teaching
English for primary school (usually taught in introducing procedure text or
recount text), but is very helpful to make the readers understand parts of journal

articles.



(20) “More_specifically, three sub-topics regarding ER writing emerged
from the 13 reflections: ER writing (a) in general (Figure 1; 7 positive and
2 negative); (b) writing topics (Figure 2; 2 positive and 2 negative); and
(c) ER usefulness in language learning (Figure 3; positive 23).”(Journal
#8, no.12)

(21)  “We first summarize them and then explain each feature in detail in the
following subsections.”(Journal #4, no.1)

The second function of Frame Markers as label text stages can be seen in
Example (20) and Example (21). Although both of examples do not apply any of
provided words and phrases of Hyland’s (2005) framework, “More specifically”

and “We first summarize” work functionally the same.

The use of words of phrases to announce goals of the discourse as the third
function of Frame Markers, can be seen in Example (20) and (21). Both of the
examples were taken from the beginning Findings section and Discussion section
of the journal articles. It can be assumed that the writers of both journal articles
(Journal #8 & Journal #1) intended to remind the readers the focus of the study as
they open the sections, before they present the result of the study and determine

whether the goals are being accomplished or not.

(22) “Our initial focus here is to show the students’ general attitudes
toward ER and introduce the thematic topics which emerged from their
reflections before we deliver the quantitative overview of the students’
choices for their attitudes toward ER writing, and then discuss students’
specific uses of evaluative means in close text analysis.”(Journal #8, no.1)

(23)  “The present study set out to investigate whether Korean L2 learners of
English exhibit differences in producing epenthetic vowels and lexical
vowels in word-final position.”(Journal #1, no.1)

The fourth function of Frame Markers was occurred the least. As can be
seen below, Example (24) shows how the word “Next” is used to indicate that the

topic is being shifted. This might be caused Hyland’s provided words and phrases



for this function were not suitable for journal articles discourse since the language
seems to be too informal and requires two way communications between the

writers and readers.

(24) “Next, we examine how these students constructed their negative
attitudinal stances toward the activity with a focus on the explicit (strong)
and the implicit (weak) complaints”(Journal #8, no.39)

Endhoporic Markers

Endhoporic Markers (EM) have only one function, that is to show
expressions which refer to other parts of the text. See Figure 2, refer to the next

section, as noted above, etc, can be used to indicate the function of the markers.

(25) “Table 3 below displays the findings in percentages, with raw numbers
in parentheses.”(Journal #1, no.10)

(26) “Figure 3 below presents the results of the hypothesized model before
the intervention.”(Journal #7, no.6)

(27) “Excerpt 1-2 illustrates the same pair‘s data after the intervention
(week 15).”(Journal #7, no.16)

(28)  “More details about the sub-categories of each topic are summarized in
Appendix B.”(Journal #8, no.2)

(29) “Some other reading strategies such as scanning the text for a specific
piece of information and distinguishing between important and
unimportant supporting details were also frequently used by 39.3 % and
38.1 % of the ESL teachers respectively (see items 6 and 8).”(Journal #9,
no.4)

Examples stated above shows how a writer referring to the other part of a
text in various ways; refer to the presented table (Example (25)), figures (Example
(26)), excerptions (Example (27)), appendix of a study (Example (28)), and data
items (Example (29)), and stated what can the readers found by take a look to the

referred parts.



As Hengl & Gould (2002) said, Findings section usually presented in past
tense form and use tables, graphs, or other illustrations. Thus, endhoporic markers
is very useful in the section especially in journal articles that separate the Findings
section and Discussion section. A writer in this case, cannot expect their readers to
remember what was being presented or what has been said before after read
through a particular part. Moreover, stating the same thing several times might
drive boredom and confusion. This is how Endhoporic Markers is useful for
writing journal articles, especially in Findings section and Discussion section. It
can be seen from the occurrence number of the result of the study (Table 3.2). The
endhoporic markers alone occurred 167 times, compared to the Transitions that

has five functions underlining it.

Evidentials

Citing and referencing is part of writing a journal article. In interactive
metadiscourse, this is a function of Evidentials (EV), to guide the readers

interpretation and establish an authorial command of the subject by distinguish
who is responsible for a position (statement) and may contribute to a persuasive

goal of the writer.

(30) “All answers were added into an Excel document and coded in line
with the guidelines for thematic analysis (Gillham, 2005).”(Journal #6,
no.21)

(31) “This could help her make sense of what might have happened during
her lesson, or what Mason (2002) called the —discipline of
noticing.”(Journal #4, no.26)




(32) “Their formulations demonstrate that these students know the
importance of affective dimensions when developing good writing habits
(cf. Day & Bamford, 1998; Jacobs & Farrell, 2012).”(Journal #8, no.31)

Two different ways of citing another writer’s statement can be seen in both
of the examples. In Example (30), the researcher firstly wrote the statement and
then put the name and year at the end of sentence in brackets. While in Example
(31), name of the writer is written first, then year written in brackets, and then the
statement at the end of sentence. Unlike the other two examples, Example (32) use
abbreviation “cf.” that stands for Cited From. The writer stated others writers’
statement in a purpose to strengthen his arguments. Relation of the findings to the
similar studies as one of the elements in Discussion section (Hess, 2004) can also

be fulfilled by using Evidentials markers.

Code Glosses

As stated in chapter 11 in this study, Code Glosses function is to provide
additional information what has been said by rephrasing, explaining, or
elaborating (C1). Additional information can be provided too by giving examples
(C2) to emphasize the readers’ understanding of what the writers are trying to
state. C1 can be indicated by words or phrases such as; this is called, in other
words, that is, this can be defined as, etc. Meanwhile C2 can be indicated by
words or phrases such as; for example, such as, e.g., etc. As the alternative,

parentheses ((),[],{}) are usually used.

(33) “As mentioned above, we purposely avoided giving the participants an
observation checklist in order to ensure the genuine nature of the



interactions; in other words, we wanted to make sure that we would not
influence the teachers® interaction.”(Journal #4, no.7)

(34) “This has important implications for examining noun phrase
complexity. A text composed of more extended noun phrases (i.e. those
with multiple post-modifiers) may end up having a similar, or even
smaller, number of —complex nominals|| than one composed of noun
phrase with much fewer post-modifiers, based on the calculation of the
L2SCA.”(Journal #3, no.15)

(35) “These findings support those of many previous studies that reported
positive linguistic outcomes from study abroad programs regardless of the
programs‘ durations (e.g., Brecht, Davidson, & Ginsburg, 1993; Freed,
1995; Freed, Dewey, & Segalowitz, 2004; Juan-Garau & Perez-Vidal,
2007; Kinginger, 2008, 2009; Sasaki, 2004, 2007).”(Journal #2, no.18)

(36) “The ESL teachers ignored a number of the reading strategies, namely;
testing the students® previous knowledge about the current topic and
reading the questions first before reading the passage for answering
inferential comprehension questions.”(Journal #9, no.51)

Example (33) supplied additional information to the text by rephrasing
what has been said, the writer chose “In other words”. Meanwhile in Example
(34), abbreviation “i.e.” that means “That is” shows that the writer supplied the
additional information by explaining what has been said with few words inside the
parentheses “()”. Parentheses in Code Glosses can help readers to focus on the
additional information and give better understanding on what the writer is trying
to say. Supplying additional information by giving examples can be seen in
Example (35) and (36). Example (35) slightly looks like the Evidentials, but at the
beginning, “e.g” that is functioned to give examples is inserted. The writer here
wanted to state the previous studies by mentioning the year and the author of the
studies. But the studies here are used as examples rather than to responsible or

support the statement the writer stated.

To summarize, all five markers of interactive metadiscourse have its’

function to organize a text, but each of them functionally works to construct the



readers’ need. The function of the five markers in Findings section and Discussion
section has been described in details up to this point and Research Question 1.2
has been answered. Each example stated in this chapter, also shows how the
writers of Asia TEFL construct a communicative text in order to make journal

articles that are easy to follow.

Most interactive metadiscourse used as shown by Table 3.2, is Transitions.
191 occurrences of the marker might be caused by five functions underlining it,
even though the fifth function has no occurrence. Data source of this study
(Finding and Discussion sections) also supported the number of Transitions
occurrences. Finding and Discussions section of a study must have clear and
strong arguments. What can be added, which part is similar or different, and
which argument is being justified or being disapproved should be seen clearly.
Thus, Transitions can be used in order to guide the readers better. This finding
somehow proved Hyland and Tse (2004) study that theorized that Transitions is
most occurred in soft fields, such as applied linguistic, public admin, or business
studies. This study was analyzed journal articles that related to pedagogy of

English teaching which is in language and education fields.

Journal articles that were being analyzed also have different patterns, those
are; two of the journal articles (Journal #1 and Journal #7) separate their Findings
sections and Discussion sections and the rest eight combine the Findings and
Discussion section. However, the findings show that the interactive metadiscourse
occurrences throughout the ten journal articles do not have much difference. This

shows that Findings section and Discussion section, whether it is combined or



separated, follow the same sequence and characteristic of what the sections

consist of remain the same.

Throughout this discussion some new words that weren’t listed in
Hyland’s (2005) theory, but occurred and functionally work the same as the
markers’ functions, were also found (see previously Example (5), (6), (10), (11),
etc). The researcher here assumed that, new words and phrases keep being

developed since the language is being developed too.

Overall, this result of the study indicates that writers of The Journal of
AsiaTEFL are aware of their readers’ existence. Therefore their journals articles
are written in a communicative way to help the readers get through the text easily.
Interactive metadiscourse is one of tools to help organize a text, with five markers

and functions that underline it, the term construct a text to meet the readers’ need.



CHAPTER V

CONCLUSION AND SUGGESTIONS

This chapter presents conclusion of the whole study included suggestions from the

researcher regarding the Findings of the study and future research.

5.1 Conclusion

The use of English as the language of choice for writing skripsi has made
Indonesia in to the forth area of Flowerdew’s (2013) classification of the great
expansion of the use of English. The forth area are explained as countries where
English has no official status but is being studied and is used for academicals
purpose. In writing skripsi, students acquire their knowledge by reading
throughout several journals articles before writing their own research. Thus make
journal articles take an important role as source or references. Therefore, as cited
from (Hartley, 2008), journals articles as one of academic writing should be
impersonal and unnecessary complicated but easy to follow. However, the idea of
audience in writing a text is a difficult task of a writer or researcher of a study in

order to make a journal article that will be beneficial for others.

Metadiscourse was constructed in 1959 by Haris as a device that refers to
an interesting approach to conceptualizing interactions between text producers and
their texts and between text producers and users (audience). Hyland (2005) then,

divided Metadiscourse into two categories; interactional and interactive.



Interactive Metadiscourse focus on how the writer helps to guide the reader get
through the text. Interactive Metadiscourse goal is to shape and constrain a text to
meet the needs of particular readers, setting out arguments so that they will
recover the writer's preferred interpretations and goals of the text. Therefore, in
order to learn how the writers of journal articles make an easy to follow journal,

interactive metadiscourse became the focus this study.

Interactive Metadiscourse is underlined by five markers, these are:
Transition markers (addition, comparison, consequence), Frame markers,
Endophoric markers, Evidentials, and Code glosses. The use of it was then being
investigated in Finding and Discussion sections of ten journal articles. Findings
section and Discussion section were chosen in consideration that it is an important
part of a journal article, as it is where the research questions are answered and that

the section has most parts that deal with researcher’s original writing.

This study was guided with two research questions; (1) What are types of
interactive metadiscourse used in Finding section and Discussion section of
international journal articles?, and (2) What is the function of each marker of
interactive metadiscourse used in Finding section and Discussion section of

international journal articles?

Journal articles that were being investigated were taken from AsiaTEFL as
a common used source of finding journal articles related to Teaching English as
Foreign Language. Ten journals articles related to pedagogy in English teaching

were taken and being studied in order to investigate the use interactive



metadsicourse markers and the function of each marker in Findings section and

Discussion section.

After analyzed the data, 624 occurrences of interactive metadiscourse were
found. All five markers of interactive metadiscourse (i.e. Transitions, Frame
Markers, Endhoporic Markers, Evidentials, and Code Glosses) are used in ten
journal articles that were being analyzed. All five markers of interactive
metadiscourse have its' function to organize a text, but each of them functionally

works to construct the readers’ need.

Result of this study indicates that writers of The Journal of AsiaTEFL are
aware of their readers’ existence. Therefore their journals articles are written in a

communicative way to help the readers get through the text easily.

5.2 Suggestion

Based on the findings that showed how interactive metadiscourse is used in
Findings and Discussion sections of international journals articles, the researcher
hoped to help student who is writing academic paper especially skripsi to have in-
depth understanding on how to accommodate their readers a guidance to read

through the text.

Overall, the term metadiscourse is a big term that is very helpful to write an
effective academic text, therefore many studies have investigated the use of it in

various form of text. The development of metadiscourse is also grown larger, that



demands future studies to explore its further use. Thus, it is a very reasonable
choice to leave the end of this paper by suggesting related topic and at once,

acknowledging flaws of this study:

1. This study focused on only interactive metadiscourse. Next studies can
explore on interactional metadiscourse or focusing on the use of one of the
metadsicourse markers.

2. This study only focused on classifications of metadiscourse proposed by
Hyland in 2005. Next studies can be conducted on the other writers
classifications, or might compare the effectiveness between the
classifications.

3. This study investigated only 10 journal articles. Future studies can be
conducted to investigate metadiscourse in larger number of journal
articles.

4. The data of this study was taken from The Journal of Asia TEFL, which
only publish journal articles from Asia. Next studies might choose journals
articles which are written by native speakers of English, to reflect the use
of native English.

5. The focus of this study is only on Findings sectionand Discussion section
of journal articles. Future related studies can explore how metadiscourse is
used in other sections of journal articles.

6. This study only investigated the use of interactive metadiscourse in written

document (journal articles). Future studies might be conducted to



investigate interactive metadiscourse in others written text, or even in
spoken text (speeches).

Future study also might aim to apply metadiscourse in writing skill
subject, in order to learn how to make a communicative text and how to

organize a text that is easy to follow.
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APPENDICES



Table 3.1.1 Table of Interactive Metadiscourse in Findings Section and Discussion
Section of Journal Article #1

Title of the Journal Article: Korean Learners® Production of English Sound Contrast:
Focusing on Word-Final /f/and / J i/ (Lim & Seo, 2016)

N
0.

Excerption

Transitions

Frame
Markers

-

T|T|T
2134

=M

N
w
AT

Endhop
oric
Marker
s (EM)

Evident
ials
(EV)

Code
Gloss
es

c|C
1]2

Findings

The present
study set
out to
investigate
whether
Korean L2
learners of
English
exhibit
differences
in producing
epenthetic
vowels and
lexical
vowels in
word-final
position.

That is, the
acoustic
properties
of...

...epenthetic
vowels after
a word-final
palato-
alveolar
fricative
(i.e.,, [i] of
ash which
was
produced

as [[i])...

...WCrIe
compared to
those of
lexical
vowels
occurring




after a
palato-
alveolar
fricative

(i.e. [i] of
ashy [Ji]).

Further,
vowel
deletion
may occur
in the
production
of Korean
L2
learners...

...owith /fil,
producing
word-final
/] (ie.,
ashy as [[]
instead of

[JiD).

The paper
intended to
investigate
whether...

...word-
final [
from  two
different
target forms
(i.e., ash
pronounced
as [J] vs.
ashy
pronounced

as [Ji])...

The 400
tokens with
the palato-
alveolar

fricative /[/
(i.e., 200
with word-
final 11
and the
other 200
with word-
final /fi/ )




produced by
20 Korean
learners at
two
different
proficiency
levels
showed the
following
patterns
regarding
realization
types.

10

Table 3
below

displays the
findings in
percentages,
with raw
numbers in
parentheses.

11

Of the 200
tokens
produced by
the low
group
learners,
Type 4 (/f/
as [[/T) was
the most
frequent
one,
followed by
Type 3 (/Ji/
as [J]) and
Type 1 (/Ji/
as [SiD).
Type 2 (/f/
as [Ji]) was
attested in
30 tokens.

12

Of the 200
tokens
produced by
the high
group
learners,
Type 4 was
the most




frequent one
followed by
Type 1 and
Type 3.
Type 2 with
an
epenthetic
vowel was
found only
in 4 tokens.

13

As for the
80  tokens
produced by
4 native
speakers of
English, all
the 40
tokens with
1Jil
belonged to
Type 1 and
all the other
40 with /f/
to Type 2.

14

It can be
seen from
Table 3
that. ..

15

...correct
native-like
pronunciatio
n (i.e., Type
1 and 4)
was found
more
frequently
in the high
group
learners’
production
than in the
low group
learners’.

16

In addition,
within both
groups,
Type 3 with
vowel
deletion was
more




frequently
found than
Type 2 with
vowel
epenthesis.

17

In the
analysis,
subjects’
group (low
vs. high vs.
native) and
realization
type (Type 1
vs. 2 vs. 3
vs. 4) were
independent
variables.

18

Figure 1
illustrates
the
interaction
effect of
subjects’
group
realization
type  with
friction
ratio.

19

Since vowel
epenthesis
or deletion
was not
attested with
the  native
English
group’s
pronunciatio
n, only Type
1 and 4
were
represented
for the
native
English
group in
Figure 1.

20

To see if
significant
differences
existed




among
realization
types within
the low
group, an
analysis of
variance
(ANOVA)
was
performed
with friction
ratio as a
dependent
variable and
realization
type as an
independent
variable.

21

According
to a post-
hoc analysis
of LSD,
there was no
significant
difference
of  friction
ratio
between
Type 1
(yil_ - [Ji])
at .437 and
Type 2
(JI_[Si]) at
430 (p =
.718) while
the
difference
between
Type 3
(ISil_ [J]) at
.652 and
Type 4 (/J/
_ D at
.617 was
significant
(p <.05).

22

ANOVA
revealed
significant
differences




in  friction
ratio among
realization
types within
the high
group (F (3,
196) =
200.917,p <
.05).

23

A post-hoc
analysis of
LSD
revealed a
significant
difference
between
Type 1
(.389) and
Type 2
(.,521) and
between
Type 3
(.662) and
Type 4
(.620) (p <
.05).

24

Thus, the
high group
learners
distinguishe
d Type 1
and Type 2
by
producing
longer
friction
duration for
Type 2 than
for Type 1
while  the
low group
learners did
not make a
significant
distinction
between the
two.

25

As for Type
3 and Type
4, both




groups
made a
distinction
by
producing
longer
friction
duration for
Type 3 than
for Type 4.

26

Within  the
native
English
group, as
can be seen
from
Figure 1,
Type 4
exhibited
higher
friction ratio
than Type 1.

27

ANOVA
revealed a
significant
main effect
of
realization
type  with
friction ratio
(F (1, 78) =
294.623, p <
.05).

28

Thus, native
English
speakers
exhibited
longer
friction ratio
when
pronouncing
tokens with
word-final
1JI (.554)
than the
ones  with
word-final
1]il (.314).

29

According
to a series




of
ANOVA:sS,
there  were
significant
differences
among the
three groups
regarding
friction ratio
of Type 1 (F
(2, 155) =
38.248, p <
.05) and
Type 4 (F
(2, 203) =
10.823, p <
.05).

30

A post-hoc
analysis of
LSD
showed
significant
differences
for low vs.
high, high
vS. native,
and low vs.
native (p <
.05).

31

According
to a post-
hoc
analysis of
LSD, there
were
significant
differences
for low vs.
native and
high Vs.
native (p <
.05) while
no
significant
difference
was found
for low vs.
high.

32

In addition,
it was




examined
whether
friction ratio
of Korean
learners’
Type 2 with
an
epenthetic
vowel was
different
from that of
the native’s
Type 1 with
a lexical
vowel.

33

According
to ANOVA,
there  were
significant
differences
(F (2 71 =
37.781, p <
.05).

34

A post-hoc
analysis of
LSD
revealed
significant
differences
for low vs.
high, high
VvS.  native
and low vs.
native (p <
.05).

35

Thus,
friction ratio
of Type 2
with an
epenthetic
vowel was
significantly
longer
within  the
high group
at .521 than
within  the
low group at
430, both of
which were




significantly
longer than
that of Type
1 within the
native
English
group at
314.

36

To see |if
there  were
significant
differences
of  friction
ratio
between the
low and
high groups’
Type 3
produced
with vowel
deletion and
the  native
English
group’s
Type 4 (/J/
_ /D,
ANOVA
was
conducted
and
significant
differences
were found
among the
three groups
(F (2, 119)
= 21.042, p
<.05).

37

According
to a post-
hoc
analysis of
LSD, there
were
significant
differences
for low vs.
native and
high Vs.
native (p <




.05) but not
for low vs.
high.

38

Thus,
friction ratio
of Type 3
within  the
low and
high groups
was
significantly
longer than
the native
English
group’s
friction ratio
of Type 4.

39

Figure 2
illustrates
the

interaction
effect of
subjects’
group *
realization
type  with
vowel ratio.

40

According
to a series
of  t-tests,
there was no
significant
difference in
vowel ratio
between
Type 1 and
Type 2
within  the
low group
(p = .173)
while  the
difference
was
significant
within  the
high group
(t=7.160, p
<.05).

41

Thus, vowel
ratio of a




lexical
vowel (.302)
and that of
an
epenthetic
vowel (.331)
were not
significantly
different
within  the
low group.

42

However,
within  the
high group,
vowel ratio
of an
epenthetic
vowel (.088)
was
significantly
shorter than
that of a
lexical
vowel
(.349).

43

To see if
there  were
significant
differences
among the
three groups
regarding

vowel ratio
of Type 1,
ANOVA

was run.

44

According
to the
analysis,
significant
differences
were found
(F (2, 155)
= 18.946, p
<.05).

45

A post-hoc
analysis of
LSD
revealed
significant




differences
for low vs.
high, high
VvS.  native
and low vs.
native (p <
.05)

46

In addition,
ANOVA
showed that
significant
differences
existed
between the
low and
high groups’
vowel ratio
of Type 2
with an
epenthetic
vowel and
the  native
English
group’s
vowel ratio
of Type 1
with a
lexical
vowel (F (2,
17) =
32.954, p <
.05).

47

In addition,
ANOVA
showed
that
significant
differences
existed
between the
low and
high groups’
vowel ratio
of Type 2
with an
epenthetic
vowel and
the native
English
group’s




vowel ratio
of Type 1
with a
lexical
vowel (F (2,
17) =
32.954, p <
.05).

48

According
to a post-
hoc
analysis of
LSD, there
were
significant
differences
for low vs.
high, high
VS.  native
and low vs.
native (p <
.05).

49

It is notable
that the
high group’s
vowel ratio
of an
epenthetic
vowel was
significantly
shorter than
the low and
native
English
groups’.

50

Figure 3
illustrates
the
interaction
effect of
subjects’
group *
realization
type  with
F1. Since
Type 3 and
Type 4 were
not
produced
with a word-




final vowel,
they  were
not shown
in Figure 3.

51

A series of
t-tests
revealed no
significant
difference
of F1
between
Type 1 and
Type 2
within  the
low group
(p = .989)
while a
significant
difference
was
exhibited
within  the
high group
(t = -7.414,
p <.05).

52

Thus, F1
values of
epenthetic
and lexical
vowels were
not
significantly
different
within  the
low group.

53

On the
other hand,
within  the
high group,
F1 of
epenthetic
vowels was
significantly
higher than
that of
lexical
vowels.

54

According
to ANOVA,
within Type




1, there
were no
significant
differences
of F1 among
the three
groups.

55

F1 of
epenthetic
vowels (i.e.
Type  2)
within  the
low and
high
groups...

56

...and that
of lexical
vowels (i.e.,
Type 1)
within  the
native
English
group were
significantly
different
according to
ANOVA (F
2, 71 =
26432, p <
.05).

57

...and that
of lexical
vowels (i.e.,
Type 1)
within  the
native
English
group were
significantly
different
according
to ANOVA
(F (2 71) =
26.432, p <
.05).

58

A post-hoc
analysis of
LSD
showed
significant




differences
for low vs.
high and
high Vs,
native (p <
.05).

59

Thus, the
high group’s
F1 of
epenthetic
vowels was
significantly
higher than
the low
group’s Fl1
of
epenthetic
vowels and
the  native
English
group’s Fl1
of lexical
vowels.

60

Figure 4
shows the
interaction
effect of
subjects’
group

realization
type  with
F2.

61

According
to a series
of  t-tests,
there was no
significant
difference
of F2
between
Type 1 and
Type 2
within  the
low group (t
= .205, p =
.838)...

62

...while a
significant
difference
was attested




within  the
high group
(t=2412,p
<.05).

63

The  high
group’s F2
was
significantly
higher  for
lexical
vowels (i.e.,
Type 1)...

64

..than  for
epenthetic
vowels (i.e.,
Type 2).

65

ANOVA
revealed
that F2 of
Type 1 was
significantly
different
among the
three groups
(F (2, 155)
= 10.284, p
<.05).

66

According
to a post-
hoc
analysis of
LSD, there
were
significant
differences
for low wvs.
high and
high Vs.
native (p <
.05).

67

According
to ANOVA,
F2 of Type
2 within the
low and
high groups
was not
significantly
different
from that of




Type 1
within  the
native
English
group.

68

In order to
examine
whether
word
frequency
influenced
the accuracy
of
production,
word
frequencies
of the target
words were
collected
from the
BNC/COCA
database.

69

Table 4
below
displays the
word
frequencies
of the target
words. The
accuracy for
each
production
was then
correlated
with the
frequencies.

70

In the
production
data, Type
1 and 4
were
accurate
pronunciatio
n and thus
given a
score of 1.

71

The results
revealed a
significant
correlation




of accuracy
and  word
frequency
within  the
high group
(r2=  .159,
p< .05).

72

However,
no
significant
correlation
was found
within  the
low group
(r2 =.127,
p=.073).

73

Thus, for
the low
group
learners,
target words
with higher
word
frequencies
did not yield
higher
accuracies.

Total: 73

35

=

iscussion Section

Out of the
200 target
words
produced by
the low
group,
vowel
epenthesize
d forms (i.e.
Type 2 with
[Jil] from
the target
form  /f])
were found
in 15%
while they
were
attested in
2%




produced by

the high
group.

In addition,
vowel
deleted
forms  (i.e.
Type 3 with

[J] from the
target form
1Jil)  were
found in
26% of the
data
produced by
the low
group while
15% of the
data
exhibited
the pattern
within  the
high group.

In addition,
vowel
deleted
forms (i.e.
Type 3 with
[J] from the
target form
1Jil)y  were
found in
26% of the
data
produced by
the low
group while
15% of the
data
exhibited
the pattern
within  the
high group.

Thus,
production
patterns  of
word-final
[JI and [fi/
differed
according to




Korean
learners'
proficiency
levels in
English.

Both groups
also
pronounced
word-final
111 more
correctly
than word-
final /Ji/.

According
to the
results of
the
BNC/COCA
database,...

..the  two
categories
exhibit
vastly
different
frequencies
per 4
million
words (i.e.,
‘fish> 50179
vs. ‘fishy’
519).

It seems
that the
production
of vowel
deletion is
related to
the
frequency of
the words.

Within  the
low group,
the  target
words with
lexical
vowels (i.e.,
Type 1)...

10

..and those
with
epenthetic




vowels (i.e.,
Type  2)
were not
significantly
different
regarding
friction ratio
of the
palaoalveola
r fricative
preceding
the vowels,
ratio of the
final vowel,
and
midpoint F1
and F2
values.

11

Thus, the
low group
did not
discriminate
the two
types of the
target words
at all in their
pronunciatio
n

12

On the
other hand,
within  the
high group,
significantly
different
patterns
were
attested with
respect to all
of the four
acoustic
properties.

13

That is, the
high group
showed
longer
friction
ratio, shorter
vowel ratio,
higher  F1
and lower




F2 for the
target words
with
epenthetic
vowels.

14

Although
the high
group
learners’
pronunciatio
n deviates
from that of
native
speakers in
that they
showed
some
inaccurate
realization
of the target
forms /f/ as
[Ji],
epenthetic
vowels were
discriminate
d from
lexical
vowels with
respect to
the acoustic
properties
such as
friction and
vowel ratio
and F1 and
F2 values.

15

The results
show that
the high
group
learners
were
employing
production
strategies to
discriminate
the contrast,
yet still
deviating
from native




speakers.

16

This
indicates
that the high
group's
pronunciatio
n is
qualitatively
different
from that of
the low

group.

17

Regarding
the  target
words with
lexical
vowels (i.e.,
Type 1), the
friction and
vowel ratio
of the high
group were
closer to
that of the
native group
than the low

group.

18

However,
when
comparing

19

...Korean
learners’
target words
with
epenthetic
vowels (i.e.,
Type 2)...

20

..to native
speakers’

target words
with lexical
vowels (i.e.,
Type 1), the
friction and
vowel ratio
of the low
group were
closer to
that of the




native group
since the
high group
exhibited
longer
friction ratio
and shorter
vowel ratio
than the low
and native
groups.

21

With respect
to F1 of
lexical

vowels (i.e.,
Type 1),
the three
groups did
not  show
any

significant
difference.

22

However,
the high
group’s Fl1
of
epenthetic
vowels (i.e.,
Type 2) was
significantly
higher than
that of the
low and
native
groups.

23

However,
the high
group’s Fl1
of
epenthetic
vowels (i.e.,
Type 2) was
significantly
higher than
that of the
low and
native
groups.

24

In addition,
the high




group’s F2
of lexical
vowels was
higher than
both  other
groups
while that of
epenthetic
vowels was
not
significantly
different
from the
two groups.

25

From the
results, it
can be seen
that the high
group’s
pronunciatio
n of the
target forms
with
epenthetic
vowels was
different
from those
with lexical
vowels.

26

From the
results, it
can be seen
that the
high group’s
pronunciatio
n of the
target forms
with
epenthetic
vowels was
different
from those
with lexical
vowels.

27

On the
other hand,
the low
group  did
not

differentiate




epenthetic
vowels from
lexical ones.

28

Previous
phonetic
studies on
epenthetic
vowels have
mainly
focused on
phonetic
specification
S

29

That is, the
issue  was
whether
they are
targetless
transitional
vowels...

30

...distinct
from lexical
vowels
(David,
2006;
Davidson &
Stone,
2003;
Gouskova
& Hall,
20009;
Miner,
1979;
Susman,
1943)...

31

...or the
same type of
vowels as
lexical
vowels
sharing
exactly the
same
acoustic
properties
(Kim &
Kochetov,
2011;
Michelson,
1989).




32

The results
of the
present
study show
that
epenthetic
vowels...

33

Thus, the
low group
produced
epenthetic
vowels as
“full-

fledged’

segments,...

34

supporting
Kim and
Kochetov
(2011) and
Michelson
(1989).

35

On the
other hand,
the high
group

showed a
clear

distinction
between

lexical and
epenthetic
vowels as
evidenced
by their
shorter

vowel ratio,
higher F1
and  lower
F2 than
lexical

vowels.

36

Epenthetic
vowels
produced by
the high
group also
differed
from lexical
vowels




produced by
the native
English
group by
exhibiting
shorter
vowel ratio
and higher
F1.

37

Thus, the
high group
produced
epenthetic
vowels
differently
from lexical
vowels...

38

...possibly
as
transitional
vowels
(David,
2006;
Davidson &
Stone,
2003;
Gouskova
& Hall,
2009;
Miner,
1979;
Susman,
1943) for a
strategy to
pronounce
word-final
1f1
unattested in
their L1.

As for
word-final
[J] from the

39
two
different
target
forms...
LS (e,

40 | Type 3 with
[J] from the

target form




15il)...

...and 1f1
(i.e., Type 4
with [
from  the
target form
/f),  both

41 | low and
high groups
showed
longer
friction ratio
for Type 3
than for
Type 4.
That is, of
the two
types of
target words
with  word-
final 1,
vowel

42 deleted
forms
exhibited
longer
friction ratio
within both
low and
high groups.
Both
Korean
learner
groups’
Type 3 (i.e.,
with [
produced
from  the

43 | target form
1Jil) also
showed
significantly
longer
friction ratio
than the
native
group’s
Type 4.

44 | Thus, in




some
tokens, both
Korean
learner
groups tried
to
discriminate
the contrast
of /f1 vs. I[il
in terms of
different
friction
ratio, not in
terms of the
presence or
absence of
the vowel /i/
as a native
English
speaker did.

45

That is,
within  the
high group,
higher
accuracies
were
observed in
production
for the
target words
with higher
word
frequencies.

46

However,
for low
group
learners, the
target words
with higher
word
frequencies
did not yield
higher
accuracies.

47

The present
study
showed a
result
similar  to
Vais et al.




(2015)
which
reported that
frequency
played a
role in L2
production
for talented
speakers,
but not for
less talented
speakers.

48

According
to Exemplar
Theory
(Pierrehum
bert, 2001),
linguistic
stimuli are
stored as
highly
detailed
episodes
with
acoustic and
contextual
information
which  are
employed in
speech
production
and
perception.

49

Thus, the
results from
the present
study
support the
theory
which
predicts that
the high
group is
more likely
to be
influenced
by word
frequency in
production
than the low




group.

Thus, the
results
from  the
present
study
support the
theory
which
predicts that
the  high \
group is
more likely
to be
influenced
by word
frequency in
production
than the low

group.

50

[N

Total : 50 41 -1719|--1-|-|11] 6 6 -

Total

Occurrence: 123 27 10 41 6 39

Table 3.1.2 Table of Interactive Metadiscourse in Findings Section and Discussion
Section of Journal Article #2

Title of the Journal Article: The Influence of a Study Abroad Teacher Training Program
on the Language Development of Korean Teachers of English (Choe, 2016)

Code
Evident | Gloss
ials es

. Frame Endhop
N | Excerptio Transitions Markers oric

0. n T(T|T|TIT|IFIF|F M(""Erl\‘jle)rs
2134|5123

NG |
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To obtain
data on
listening,
grammar,
and
reading,
the
participants
completed
an online
test before
and  after




the
program.

The
descriptive
statistics of
each of
these four
types  of
tests  are
shown in
Table 4.

Because
the result
was
statistically
significant
(Hotelling’
S T2 test: t
=172.04, F
(5,37) =
1273, p <
.001),
follow-up
ANOVA
tests were
performed
to identify
which  of
the
proficiency
outcomes
was
significantl
y
influenced
by time.

Table 5
shows the
results of
the
ANOVA
tests for
speaking,
listening,
writing,
reading,
and
grammar

Overall,
the results




of the
MANOVA
test found a
statistically
significant
difference
between
the pretest
and
posttest
scores (p <
.0005,
observed
power =
1.000).

Overall,
the results
of the
MANOVA
test found
a
statistically
significant
difference
between
the pretest
and
posttest
scores (p <
.0005,
observed
power =
1.000).

The
ANOVA
results
were:
listening =
F (141
8.669, p <
.001;
grammar =
F (141
11311, p <
.001;
speaking =
F (141
155.615, p
< .000;
writing = F




(1,41)
115.778, p
< .005.

However,
there was
no
statistically
significant
difference
between
the pretest
and
posttest
scores  on
reading (F
(1,41) .005,
p =.947).

Figures 1
and 2
show the
differences
between
the pretest
and
posttest
mean
scores  of
the five
proficiency
outcomes,
with error
bars on top
indicating
reliability
results for
each test.

10

Figure 1
displays
the means
of the three
proficiency
outcomes
scored on a
100-point
scale:
listening,
grammar,
and
reading.

11

In  Figure




2, the
means are
displayed
for the
proficiency
outcomes
scored on
nine-point
scales, for
speaking
and
writing.

12

The mean
pretest and
posttest
reading
scores
were  not
statistically
different
(Figure
1),...

13

...although
the mean
listening,
grammar,
speaking,
and writing
differences
between
the pretest
and...

14

...posttest
scores
were
statistically
significant
in the
MANOVA
test
results.

15

Perhaps the
participants
in this
study
abroad
program
were more
engaged in
the local




community
to improve
their  oral
communica
tion
proficiency
than in
reading
books or
articles
(Freed,
1995;
Kinginger,
2008;
Stewart,
2010).

16

In
addition,
the  study
abroad
program
director
reported
that the
participants

reading
proficiency
levels were
already
high,
leaving
little room
for
improveme
nt.

17

“Their
reading
proficiency
was o)
high,
almost  at
the ceiling
of the
measure.
So, it was
hard to
improve
more.”
(Study
abroad




program
director,
personal
interview).

18

These
findings
support
those  of
many
previous
studies that
reported
positive
linguistic
outcomes
from study
abroad
programs
regardless
of the
programs’
durations
(e.g.
Brecht,
Davidson,
&
Ginsburyg,
1993;
Freed,
1995;
Freed,
Dewey, &
Segalowitz
: 2004;
Juan-
Garau &
Perez-
Vidal,
2007;
Kinginger,
2008,
2009;
Sasaki,
2004,
2007).

19

Interestingl
Y,

however,
there was
no




significant
difference
between
the pretest
and
posttest
scores  on
the reading
test.

20

This
finding
could be
explained
by the
characterist
ics of the
participants
in this
study
abroad
program.

21

Thus, there
was little
room for
significant
improveme
nt.

22

Moreover,
Korean
English
teachers
focus on
teaching
reading
comprehen
sion skills,
and  most
of the
Korean
curriculum
concentrate
S on
enhancing
students’
reading
comprehen
sion
skills,...

23

.50 it s
logical that




this would
be one of
their
strengths
(Jeon, Lee,
& Lee,
2015).

24

This result
seems to
indicate a
ceiling
effect,
which
occurs
when a
dependent
variable is
insensitive
to
detecting
differences
when
participants
score high
on both
compared
tests and
instruments
(Allen,
2010).

25

Conversel
y, it can be
argued that
a four-
week study
abroad
program is
too short to
improve
reading
skills,
particularly
when  the
participants
focus on
practicing
their  oral
language
skills by
engaging




with  the
local
people.

26

Therefore,
some of the
participants
> posttest
scores
were lower
than their
pretest
scores.

27

Many  of
them had
never been
to an
English-
speaking
country,
and only a
few  had
experience
d an
English-
speaking
country for
longer than
two weeks.

28

This
finding
suggests
that the
English
language
the
participants
had studied
and taught
before they
went

abroad was
different
from the
English
used on
location in
the US.

29 “_Pronuncia
tion

became the




major issue
for many
teachers
including
me. | found
native
speakers’
pitch more
exaggerate
d. 1 feel
like |
became
more
familiar
with  the
native
speaker’s
speech
music
[rhythm]
over the
program.”
(Participa
nt B,
written
notes in
self-
assessment
questionna
ire, 4th
week  of
the
program).

30

“l became
more
aware  of
the specific
patterns of
errors,
especially
related to
the
pronunciati
on.  This
overseas
training
program
helped me
to correct
myself




rather
[than]
being
frustrated
when
native
speakers
couldn’t
pick up
what |
said.”
(Participa
nt B,
written
notes in
self-
assessment
questionna
ire, 4th
week  of
the
program).

31

“l am able
to  adjust
my speech
to suit my
audience,
whether |
am talking
to
university
professors,
close
friends,
employees,
or others
... [and] ...
still not
that
comfortabl
e, but now
| feel like |
can handle
casual
conversatio
n with
anyone.”
(Participa
nt B,
written




notes in
self-
assessment
questionna
ire, 4th
week  of
the
program).

32

Thus, she
apparently
doubted
her ability
on this
item, but
she
believed
that she
had
improved
somewhat
over the
program.

33

Unlike the
guantitativ
e findings
of the
pretest and
posttest
reading test
comparison
, some of
the
participants
reported in
their self-
assessment
s that their
reading
competenci
es had
somewhat
improved
after  the
program
from the
experience
of reading
the book,
Twilight.

34

One




participant

wrote,
“The
strategy of
skimming
worked
really well
when I
[was]
reading
Twilight.”
(Participa
nt F, in-
depth
interview,
4th  week
of the
program).
Thus,
many  of
the
participants
reported
that  they
were
neither
35 | “yes” nor

“no,” but
were
somewhere
between
them, as
“somewhat
” or
“sometime

9

S

36

Moreover,
they
seemed to
express
more
modesty
regarding
their
proficiency
levels than
other
participants

37

Even




though
only a few
rated
themselves
as less able
after than
before in
terms  of
their
English
proficiency
, it was an
important
finding of
this  study
because it
confirms
the
findings of
previous
studies that
a study
abroad
experience
could
differ from
what  the
participants
expected.

38

Overall,
the
participants
believed
that  they
were
slightly
better
speakers,
listeners,
and readers
after their
short-term
study
abroad
program.

39

This

finding is
supported
by the fact
that the




majority of
the
participants
had the
explicit
goal of
improving
their
speaking
skills, and
they
worked
hard to
speak more
fluently
and
accurately
by
changing
their
pronunciati
on and
intonation.

40

Thus, their
desires to
improve
seemed to
have
motivated
them to
work hard
and,...

41

...therefor
e, they
self-
assessed
that  they
had
improved.

42

Similar to
many
previous
studies
(Allen &
Herron,
2003;
Cubillos et
al., 2007;
Ginsburg
& Miller,




2000;
Kinginger,
2008), the
participants
in this
study
assessed
themselves
as having
improved
their
listening
skills more
than their
other skills.

43

However,
they
quickly
discovered
that this
was not as
true as they
had
thought
because
they
encountere
d many
communica
tion
failures.

44

Moreover,
the
mistakes
were often
simple
ones that
violated
basic
grammar
rules, such
as singular
and plural
or tenses.

45

“.It really
made me
sad

because |
thought 1
was quite




good at
speaking;
but, in
reality, the
local
people
can't
understand
me. | feel
like I am a
dumb and
linguistical
ly
challenged
person”
(Participa
nt Z, in-
depth
interview,
4th  week
of the
program).

46

Furtherm
ore, after
they  said
something
to local
people, the
participants
believed

that their
American
interlocutor
s pretended
to

understand
what they
were
talking
about to
not be
impolite or
rude to
them.
Moreover,
Korean
47 | does  not
use as
much

stress as




English
and,
therefore,
Koreans
are not
accustome
d to
speaking
with stress
and
intonation.

48

“..I hadn’t
recognized
how
important
they are.
Now, | can
see  their
importance
and am
trying to
follow
these
patterns.”
(Participa
nt G,
diary
entry, 4th
week  of
the
program).

49

The
participants
seemed to
have
declarative
knowledge
of English
phonetics,
but little
procedural
knowledge
(DeKeyser
, 2010).

50

However,
throughout
the
program,
many
participants




came to
recognize
the

importance
of  these
informal
polite

greetings
to  which
they

previously
had paid no
attention.

51

“...Even
though that
is not true,
we just
respond
like that in
a humble
[Asian
modest]
way.”
(Participa
nt C, diary
entry, 3rd
week  of
the
program).

52

“...Howeve
r, | saw
many  of
my
colleagues
not saying
those
expressions
,  ‘excuse
me or
oops, SO
sorry,” to
other local
people, not
because
they  are
rude or
impolite,
but
because
they are




not used to
saying

that.”

(Participa
nt E, in-
depth

interview,
4th  week
of the
program).

53

“.Also, 1
say, ‘My
family is
speaking
Korean,’
unable to
use a more
appropriate
form of the
verb ‘to
be.” In my
sentences, |
skip plural
forms, such
as different
four
‘season’
instead of
‘seasons.’”
(Participa
nt W,
diary
entry, 4th
week  of
the
program).

54

As shown
by the
above
interview
data, the
participants
became
more
aware  of
the
linguistic
features of
English
through the




study
abroad
program,
although it
was only
four weeks
long.

55

They also
became
increasing|
y aware of
linguistic
differences
between
English
and
Korean.

56

These
findings
seem to
support
some
previous
studies that
found
increased
self-
monitoring
as an
outcome of
study
abroad
programs
(e.g.
DeKeyser,
2010).

57

In sum,
more than
one-half of
the
participants
assessed
themselves
as slightly
better  at
listening,
speaking,
and
reading, as
demonstrat




ed by the
fact  that
they
checked a
few more
of the 88
items on
the self-
assessment
surveys as
“yes” after
than before
the
program.

58

However,
some of the
participants
reported
that  they
were  not
sure of the
extent  of
their
improved
proficiency
They
believed
that  they
had
become
“more
often” or
“sometime

2

s” able to
do
something
with  their
English
skills, but
“not
always.”

59

Over the
course of
the

program,
some of the
participants
“felt

dissonance
in their




feelings
between
valuing
non-native
accents and
yearning
for native-
like
pronunciati
on” (Lee,
Mo, Lee,
& Sung,
2013, p. 2).

60

Finally,
they found
it difficult
to acquire
native-like
pronunciati
on, which
was
contrary to
their
expectation
s before the
program.

61

Thus, the
participants
could have
overestimat
ed their
skills
before the
program
and only
discovered
their actual
proficiency
levels
during the
program.

62

Using

DeKeyser’
s (2010)
argument,
the  self-
monitoring
process

was likely
activated




by  these
participants

63

...because
they were
“prepared
in the form
of
procedurali
zed or at
least
declarative
knowledge
of the
second
language
grammar”
(DeKeyser
, 2010, p.
80).

64

Therefore,
the
participants
may have
realized
that  they
were  not
such good
speakers,
listeners, or
readers as
they  had
thought
before the
program.

65

A final
important
point is
that the
self-

assessment
asked the
participants
to  assess
their

linguistic
skills and
cultural

knowledge.

66

However,




the
participants
were
Korean
teachers of
English
unfamiliar
with  the
target
culture.

Therefore,
the
participants
had  few
opportuniti
es to be
exposed to
the target
culture.

67

Total: 67

[E=Y
[E=Y

13

18

Total
Occurrence : 67

30

13

18

Table 3.1.3 Table of Interactive Metadiscourse in Findings Section and Discussion
Section of Journal Article #3

Title of the Journal Article: Noun Phrase Complexity in EFL Academic Writing: A
Corpus-Based Study of Postgraduate Academic Writing (Liu & Li, 2016)

N

o Excerption

Transitions

Frame
Markers

T|T|T
213|4

o1 —

F
2

F
3

n

Endhop
oric
Marker
s (EM)

Evident
ials
(EV)

Code
Gloss
es

c|C
12

The L2SCA
was used to
compute
scores of the
three  noun
phrase

1. | complexity
measures,
i.e. mean
length  of
clause
(MLO),
complex




nominals
per T-unit
(CN/T), and
complex
nominals
per clause
(CN/C).

Table 1
summarizes
the
descriptive
mean scores
of the three
measures
across the
two corpora.

As can be
seen, the
means of the
PRC
outnumber
those of the
MDC on all
three
measures,...

...which
means that
student
writers
produced
shorter
clauses and
fewer
complex
nominals
per clause
and  T-unit
than the
published
Writers.

It can also
be seen that
the PRC has
a greater
standard

deviation

than the
MDC for
each of the




three
measures,
indicating
that a
stronger
variability
within  the
research
article
corpus than
the
dissertation

corpus.
In other
words, the

mean scores
of the three
measures for
the MDC
are more
truly
representativ
e of each
text in the
corpus due
to the lower
standard
deviation.

Thus, the
lower mean
scores of the
three
measures
accompanie
d with
smaller
standard
deviations in
the MDC
indicate that
the 70 texts
in the corpus
are more or
less equally
lower on the
three
measures in
comparison
with the
PRC.




Information
on statistical
significance
of the
differences
is presented
in Table 2.

With
significance
level set at
p<.01,
statistics
from the t-
test show
that a
significant
difference
existed
between the
two corpora
for all of the
three
measures.

10

Values  of
Cohen’s d
ranged from
-0.562 to -
0.772,
indicating a
moderate to
high
practical
significance
(Cohen,
1988).

11

The results
suggest a
much lower
degree  of
overall noun
phrase
complexity
in MA
dissertations
than in
published
research
articles, and
testify to the
ability  of




noun phrase
complexity
as a strong
indicator of
syntactic
complexity
development
in academic
writing
given that
student
writers and
published
writers
should  be
considered
as
representing
two distinct
development
al stages
(Biber et
al., 2011).

12

Returning to
the noun
phrase
complexity
differences
in the
present
study, it is
important to
note the
magnitudes
at which
between-
corpus
differences
reached
statistical
significance
for the three
measures,
i.e. 1.052
for MLC,
0.459  for
CN/T, and
0.166  for
CN/C.

13

Therefore,




the
challenge in
qualitatively
interpreting
the
difference is
obvious in
that it would
be difficult
to imagine
what a mean
difference of
one  word
per clause
signifies in
the  actual
writing
process and
how it could
shed
meaningful
light on
teaching
academic
writing.

14

Furthermor
e, as
previously
noted,
theL2SCA
regards a
complex
noun phrase
with
multiple
layers of
post-
modification
as a single
case of
“complex
nominal”.

15

This has
important
implications
for
examining
noun phrase
complexity.
A text




composed of
more
extended
noun
phrases (i.e.
those with
multiple
post-
modifiers)
may end up
having a
similar, or
even
smaller,
number  of
“complex
nominals”
than one
composed of
noun phrase
with  much
fewer post-
modifiers,
based on the
calculation
of the
L2SCA.

16

However,
the two texts
deserve
different
interpretatio
ns of noun
phrase
complexity,.

17

..with  the
one
featuring
more
extended
nominals
being more
cognitively
demanding,
and hence,
more
complex
(Cummins,
1984).




18

The
selection of
these nouns
as the head
words from
which
complex
noun
phrases
expand
arises from
the
following
two
consideratio
ns: 1) they
have
relatively
similar
frequencies
in the two
corpora
when
postmodifie
d by an of-
preposition
phrase (see
Table  3);
and 2) all
three nouns
are included
in  Gardner
and Davies’
(2013)
Academic
Vocabulary
List.

19

1) they have
relatively
similar
frequencies
in the two
corpora
when
postmodifie
d by an of-
preposition
phrase (see
Table 3);...

20

..and 2) all




three nouns
are included
in Gardner
and Davies’
(2013)
Academic
Vocabulary
List.

21

In addition,
selecting
more  than
one head
noun allows
for a wider
representatio
n of
complex
noun
phrases
since nouns
could differ
in
determining
the
complexity
of
postmodific
ation due to
their
inherent
semantic
properties.

22

For
example,
the
postmodific
ation of
effect and
relationship
would be
potentially
complex...

23

...because
these  two
nouns

semantically
entail a
postmodifyi
ng complex,
i.e. effect




of...on...
and
relationship
between ...
and ....

24

The reason
for limiting
the first
postmodifier
to an of-
phrase is
that in
English
preposition
phrases are
the most
frequent
postmodifier
type and of
is the most
frequent
preposition
(Biber et
al., 1999).

25

Two criteria
were used as
measures of
complexity
of
postmodific
ation: 1)
length of
postmodific
ation; and 2)
depth of
postmodific
ation.

26

First, the
mean

lengths  of
post-

modification
for CNPs
with  each
head noun
across the
two corpora
were

calculated
and a t-test




was run to
test
statistical
significance
of the length
difference
between the
two corpora.

27

Statistics for
the mean
lengths and
significance
tests
(together
with the
effect size
Cohen’s d)
are listed in
Table 4.

28

As can be
seen, there
was a
significant
difference
between the
two corpora
in the length
of post-
modification
for  CNPs
with  each
head noun,
with the
magnitudes
at which
length
differences
reached
significance
ranging
from 1.12 to
1.51 words.

29

This result
is consistent
with the
previous

finding that
the two
corpora are
significantly




different in
terms of
overall noun
phrase

complexity,.

30

..thus

establishing
the mean
length of
noun phrase
post-

modification
as a reliable
measure for
noun phrase
complexity.

31

However, as
the  mean
length
scores only
show  the
idealized
central
tendency for
each set of
complex
noun
phrases, it
does not
necessarily
represent the
actual
scenario of
post-
modification
complexity.

32

For
example,
occupying
different
information
positions in
the flow of
discourse,
there  were
in both
corpora
instances of
very  short




post-
modification

b

33

..such as
Iris’s and
Yumin’s
understandin
g of
plagiarism
(2  words,
PRC)

34

Thus, to go
beyond the
comparison
of post-
modification
length, it
would  be
necessary to
know  the
proportion
of  longer
instances of
post-
modification
as a
complement
ary
interpretatio
n of the
significant
length
differences
of post-
modification
between the
two corpora.

35

For pure
comparison
’s purpose,
an arbitrary
cut-off point
of 8 words
was set up
to determine
post-
modification
greater than
8 words as
“longer”,




and their
proportion
between the
two corpora
was
compared.

36

Table 5
presents the
comparison
of the
proportion
of  longer
post-
modification
between the
two corpora.

37

The
statistics
indicate that
there was a
lower
proportion
of  heavier
post-
modification
in the MDC
than in the
PRC, with
differences
reaching
statistical
significance
according to
the z-test.

38

Thus, not
only did
CNP  post-
modification
in the PRC
have a
greater

mean length
than that in
the MDC,...

39

...but there
was also a
greater

amount  of
longer post-
modification




in the PRC.

40

Table 6
presents
proportional
information
on CNP
post-
modification
depth.

41

As is shown
in Table 6,
for CNPs
headed by
all three
nouns both
the two
corpora
have
reached
Level 4...

42

...and for
CNPs
headed by
two nouns
(i.e.
analysis
and lack)
both the two
corpora
have
reached
Level 5.

43

However,
post-
modification
from Level
5 onwards
was so rare
a
phenomenon
for both
corpora that
a
comparison
between the
two groups
of writers in
this  regard
may not
offer much




revealing
insight.

44

Therefore,
a  general
picture  of
post-
modification
depth across
the two
corpora can
be outlined
from a close
examination
of the
distribution
of post-
modifiers at
Levels 2, 3,
and 4.

45

It can be
seen  that
for  CNPs
headed by
each of the
three nouns,
the PRC saw
a higher
proportion
of CNPs
with
multiple
post-
modifiers at
all three
levels (2, 3,
and 4) as
compared
with the
MDC,
except for
CNPs
headed by
analysis at
Level 3 and
4, which
exhibited an
equal or
almost equal
proportion
across  the




two corpora.

46

For
example,
for  CNPs
headed by
understandin
0, 46.2% of
those in the
PRC had a
Level-2
post-
modifier
while  only
34.9% in the
MDC did;
and 12.4%
in the PRC
had a Level-
3 post-
modifier
compared to
6.9% in the
MDC.

47

It can also
be observed
that across

the three
levels of
post-
modifiers,
Levels 2 and
3 exhibited a
larger gap in
their
presence

between the
two corpora
than did
Level 4.

48

Generally
speaking,
the depth of
multiple
post-
modification
in the PRC
has shown
to be greater
than that in
the MDC,




with the
major gap in
post-
modification
depth
attributed to
post-
modifiers at
Level 2 and
3, and Level
4 only
displaying a
marginal
difference.

49

Thus,
students’
intimate
familiarity
with...

50

...the content
of their own
studies (e.g.
object  of
analysis,
method of
analysis,
aim of
analysis,
etc) has
contributed
to the
production
of the
relatively
expansive
CNPs...

o1

..such as
the
following
rather  full-
blown CNP
headed by
analysis
from the
student
corpus:
detailed text
analysis [1of
the authentic
student




pieces [2in
the massive
database
[3built by
the
“Experienci
ng English
Writing”
research
group3]2]1].

52

This finding
is consistent
with the
results for
overall noun
phrase
complexity
as measured
by MLC,
CN/C, and
CN/T. With
respect to
depth of
multiple
post-
modification
, two
observations
need to be
noted: 1)
even in the
expert
corpus
multiple
post-
modification
mostly
stopped at
the second
level, i.e.
most
(around
50%) of the
CNPs in the
PRC had
only two
consecutive
post-
modifiers;
and 2) the




student
writers
trailed the
expert
writers
mainly  at
Levels 2 and
3, with post-
modification
from Level
4  onward
being a
relatively
insignificant
presence.

53

These
findings
have
important
implications
for EAP
pedagogy,
indicating
that, despite
a crucial
feature  of
advanced
literacy,
multiple
post-
modification
should not
be over-
emphasized
as  having
extreme
complexity
and that
instructional
attention
needs to be
focused on
raising
students’
awareness
of
elaborating
information
within three
levels of




post-
modification
, and
especially
within  the
first two.

54

To answer
the third
research
guestion,
this section
provides
textual
evidence of
guantitative
results of
overall noun
phrase
complexity
and  post-
modification
complexity.

95

The
contrasts in
clause
length and
noun phrase
density  as
well as the
kind of
preciseness
and
efficiency in
packing up
information
between
student and
published
writing can
be
illustrated
by the
following
extracts
taken from
the
introduction
part of an
MA  thesis
and a




research

article:  (a)
The
information

expressed in
either
speaking or
writing
should  be
clear enough
to... (b)
Research
has shown
just how
significant
proficiency
in the main
language of
the...

56

Extract (a)
consists  of
91 words in
9 clauses
and extract
(b) includes
98 words in
6 clauses,...

57

...thus
resulting in
the former
being  less
complex
than the
latter in
terms of
mean length
of clause
(MDC)—
10.1vs. 16.3
words  per
clause.

58

That is,
there is on
average 1.3
CNPs  per
clause in
(b), but only
about 05
CNP per
clause in (a).




Even
without
calculation,
such a
distinction
in the
density  of
CNPs and
the length of
post-
modification
between the
two extracts
can easily be
perceived
from the
visual
impact  of
the
highlighted
text (CNPs
are
highlighted
in bold with
post-
modification
underlined).

59

Moreover,
(b) features
more
instances of
multiple
post-
modification
than (a) (5
vs. 2). It is
also striking
to note that
4 of the 8
CNPs in the
PRC extract
occupy the
syntactic
slot of
grammatical
subject...

60

...while only
1 does so in
the  MDC
extract,




echoing the
observation

by Vande
Kopple
(1994, p.
534) that
“grammatica
| subjects in
scientific
discourse
are
markedly
long”...
...and
Master’s
(1991)
finding that
inanimateab
stract
subjects
with active

61 | verbs
prevalent in
scientific
writing
presents
great
challenge
for L2
student
writers.
By contrast,
the
grammatical
subjects in

62 the MDC
extract are
mostly
(60%0)
deictics (i.e.
it, this, and
which),...
...a linguistic
feature
closely

63 | related to
context-
dependent
text  types

with




considerable
audience
involvement
, for
example

oral
interaction
(Biber,
1988).

64

On another
note, the
perceived
grammatical
unsophistica
tion of (a)
also...

65

...derives
from the use
of clausal
coordination
in two
sentences
(i.e. it is not
only... but
also..., and
Coherence
is... and
it...) to
achieve
parallelism
between
clauses as a
rhetorical
device in
text
development

66

However,
the frequent
use of
parallel
construction
S, ...

67

...argues
Kaplan

(1966, p. 8),
“would

stand in the
way of clear
communicat




ER]

ion”.

68

While such
a  practice
may
seemingly
observe the
information
distribution
principle
from old to
new (Quirk
et al., 1985),
simply
repeating
the old
information
without any
further
specification
s related to
the context
under
investigation
only
contributes
to constant
logic break-
off and
engenders
tedium  for
reading.

69

In  sharp
contrast,
the  CNP-
constructed
subjects in
(b) are
highly
effective in
bringing the
given
information
to bear upon
its  related
elements as
discerned by
the author.

70

Establishing
such
relationships




requires

clauses

encompassin
g a single
idea to be
reduced into
constituent

parts of a
higher-level
clause
through
nominalizati
on and other
integrating
devices (see
Tannen,
1982, p. 39
ff.).
Either way,
however,
the need for
explicit

71 | instruction
on this
syntactic-
discourse
strategy is
obvious.
However, it
should be
recalled that
there are
also highly
complex
cases of
noun
phrases in
the student

72 | corpus  as
exemplified
above (the
CNP headed
by analysis),
particularly
when it
comes to
students
describing
in detail the

methodologi




cal
procedures
of their own
studies.

73

Admittedly,
in contrast
with the
extract

given above,
some MA
dissertations
in the corpus
have already
shown

highly

mature noun
phrase

complexity,.

74

...not
exhibiting a
major
difference
from expert
writing,
such as the
following:
According
to the
analysis of
the pre-test
and the post-
test, the
comprehensi
ve language
ability of the
students in
EG was
improved
after the
experiment
in  contrast
with that of
CG  which
almost
remained
the same.

75

On the
other hand,
one needs to




bear in mind
that an
important
aspect of
syntactic
maturity
concerns the
author’s
ability  to
vary
sentence
length by
mixing
longer and
shorter
sentences as
recommende
d by many
technical
writing
guides, with
shorter
sentences
usually
functioning
to grab
readers’
attention,...

76

..such as
the topic
sentence in
the
following
extract from
the PRC:
There are
two key
issues  that
raise further
discussion.

77

Therefore,
the
important
message for
EAP writing
instruction
is that
despite the
fact that
noun




phrases with
complex
postmodific
ation
permeate in
published
academic
writing, they
definitely do
not
characterize
every single
sentence in
the
unfolding of
the text,
subject to
the
requirement
of rhetorical
function and

stylistic
diversity.
. 1)1 1
Total : 77 “lol1l- -1 1] - 15 11 1 7
Total 26 15 11 18

Occurrence : 77

Table 3.1.4 Table of Interactive Metadiscourse in Findings Section and Discussion
Section of Journal Article #4

Title of the Journal Article: Dialogic Competence of Primary School English Teachers
in Online Peer Coaching: A Case Study in South Korea (Butler & Yeum, 2016)

. Frame Endhop . Code
N _ Transitions Markers oric E\/_ldent Gloss
o Excerption Marker ials €s
T|T|T|T FFFS(EM) (EV) c|C
213|415 2(13]|4 1]2
We first
summarize
them and
then explain
1. | each feature \/
in detail in
the
following
subsections.




First, when
observing
their peers’
videotaped
lessons, the
teachers
engaged in
internal
processes to
make sense
of their
peers’
practices
within  the
context  of
their  own
knowledge,
experience,
and beliefs.
We refer to
this process
as an
intradialogu
e

Instead, the
teachers
verbalized
their
intradialogu
es while
simultaneou
sly
modifying
them.

To clarify,
we  define
intradialogu
es and
interdialogu
es as
follows:

Intradialogu
e: the
process  of
interpreting..

Interdialogu
e: the




process  of
verbalizing..

Lastly, as
with the
process  of
giving
feedback,
the process
of receiving
feedback
included sets
of

negotiation
and
adaptation
through
interaction
with  others
and one’s
self during
which  the
teachers
engaged in
both
intradialogu
es and
interdialogu
es.

Figure 2
presents a
way of
conceptualiz
ing the
whole
dialogic
process in
order to
better
understand
the
components
of dialogic
competence
that underlie
it, which we
explain  in
more detail
below.

As




mentioned
above, we
purposely
avoided
giving the
participants
an
observation

checklist in
order to
ensure  the
genuine

nature of the
interactions;.

..in  other
words, we
wanted to
make  sure
that we
would  not
influence the
teachers’
interaction.

For
example,
Helen, who
had
expressed
concern
about  her
own
vocabulary-
teaching
practice and
abilities
during  her
initial
interview,
repeatedly
commented
on other
teachers’
vocabulary
teaching,
whereas no
other
teachers
commented
on




vocabulary
teaching
after
watching the
same videos.

10

These
quotes
indicate
Helen’s
intradialogic
al  process:
she was
making
connections
with and
reflecting on
her own
knowledge,
experience,
and beliefs
about
vocabulary
teaching
when
observing
others’
practice.

11

Helen drew
directly on
her personal
experience
in  Excerpt
2, and her
suggestion
that the
teacher
should “use
visual aids”
reflects her
knowledge
and
experience.

12

When
teachers
formulate
certain
knowledge
and
attitudes—
in other




words, once
their lenses
are fixed—it
seems

difficult for
them to
make

observations
with  fresh
eyes.

13

For
example, in
her final
interview,
Nora,
another
teacher in
our  study,
noted that a
peer
teacher’s
practice
seemed
unchanged
overall but
that such an
observation
could have
been due to
her own
fixed
perspective.

14

“l have the
same  eyes
about  that
lesson. And
that’s why, I
think, if |
see one
teacher’s

lesson, three
times, about
different

three times,
my view is
the same. |
just correct
and | just
out... point
out... the




same thing.”
(Nora, final
interview)

15

The
participants’
tendency to
focus on
their  own
issues of
concern
when
observing
each other’s
teaching
may be due
to the
inclination
of  novice
teachers to
search  for
sets of
procedures
that can be
applied to
their
classroom
mechanicall
y  (Schon,
1983).

16

They
therefore
seemed to
pOSSess
sufficient
practical
knowledge
about
teaching in
general and
classroom
management

17

The  ways
that they
gave
feedback to
their peers,
however,
contrasted
greatly.




18

In addition
to his
flexible
attitude
toward
teaching, he
delivered his
thoughts
(intradialogu
es) in a way
that showed
respect for
his peers.

19

He usually
started  his
feedback by
addressing
the positive
points of the
lesson, often
accompanie
d by his
reasoning,
and then
made
suggestions,
as can be
seen in
Excerpt 4.

20

In Excerpt
5, Anthony
made
comments
about a
teacher who
wasted some
time at the
beginning of
her class.

21

Offering
such
interpretatio
n not only
showed his
peers that he
was an
“understand
er’
(Freeman,
1989), but




also helped

22

his peers
reflect  on
why  they
did what
they did or
what  they
should do
next.

His repeated
use of
hedged
expressions
such as “I
would have

preferred to
see...,” “it
could have
been
better...,”
“maybe...,”
and
“perhaps....
”  allowed
him to avoid
giving the
impression
of imposing
his views on
his  peers,
which then
opened up
space  for
negotiation.

23

Another
feature
worth noting
was
Anthony’s
more
frequent use
of questions
as compared
with  other
teachers.

24

It turned out,
however,
that his
guestions
often




provided
topics  for
interdialogu
e with his
peers, as
demonstrate
d by the fact
that the
recipients of
his questions
responded to
many of the
guestions he
asked.

For
example, in
one
instance,
Anthony
noted that
another
teacher

25 | present in
the
classroom
during the
English
lesson
appeared to
be
“uncomforta
ble.”
This could
help her
make sense
of what
might have

26 hap_pened
during  her
lesson, or
what Mason
(2002)
called the
“discipline
of noticing.”
In contrast,
Helen’s

27 feedback

reflected the
attitude that




she needed

to point out
other
teachers’
problems to
them as
much as
possible in

order to help
them.

28

Her use of
language
was  often
very direct
and
judgmental;
she often
used the
phrase “you
should do
XX,” as can
be seen in
Excerpt 1
above.

29

In Excerpt
7, Helen
commented
that, in
Anthony’s
lesson: the
teacher

talked too
much. It
means that
the class
was teacher-
centered,

which  was
not done in a
communicat
ive way
among

students.

30

Her
observation
of
Anthony’s
third lesson
was still full
of




judgmental
comments,
as can be
seen in
Excerpt 9.

31

Anthony’s
final
response to
Helen
appears in
Excerpt 10.

32

Unfortunatel
Y, her
attitude and
language
choices
prevented
her from
developing
reflective
conversation
s (Ghaye,
2000) with
her peers.

33

Thus,
feedback
givers’
attitudes
about
engaging in
dialogue and
their use of
language
(including
word choice,
tone, and
style of
communicat
ion)
influence
their
reactions
and
responses,
just as the
recipients’
own
attitudes and
ways of
engaging in




both intra-
and
interdialogu
es  greatly
influence
their  own
self-
reflection
and
successive
actions.

34

In our data,
the results of
the
processes
ranged from
“refusal” to
“negotiation
”? to
“acceptance.

ER]

35

For
example, in
Nora’s
initial
interview
she
expressed
concern
about  her
oral English
proficiency,
as well as
her ability to
introduce
tasks in
class.

36

During the
first  round
of feedback,
Nora  was
what Knight
(2002) has
described as
“resistant to
change.”

37

For
example, a
teacher
commented




that Nora
needed
better
strategies for
getting  her
students’
attention
after  tasks
and offered
her a
strategy.

38

Nora’s
response to
the observer,
however,
did not leave
any  room
for
negotiation.

39

Similarly,
when she
received
several
pieces of
concrete
advice from
other
teachers as
to how she
might offer
more
effective
feedback to
her students
after tasks.

40

Dialogic
competence
is a set of
abilities that
teachers
need to
possess in
order to
conduct peer
coaching
effectively
(i.e.,
enhance
reflection).

41

We  found




that dialogic
competence
consists of a
series of
dialogic
attitudes and
actions (see
Figure 3).

42

In other
words,
development
of one’s
dialogic
competence
occurred
along a
monological
—dialogical
continuum.

43

As
described
above, Nora
started with
a selective
and
defensive
attitude, but
she became
more
reflective
and
dialogical as
the program
progressed.

44

Admittedly,
we  cannot
systematical
ly
“measure”
the degree to
which each
teacher
developed
his or her
dialogic
competence;
however,
our data
indicated
that all the




participants
moved
toward the
more
dialogical
end of the
monological
—dialogical
continuum
in their
dialogic
competence.

45

Several  of
the  study
participants
stated that,
with regard
to their
existing

TPD

programs,
“it is
impossible
to give
feedback to
other

colleagues
because they
are older
and  more
experienced
” (Sally,
final

interview).

46

On the
other hand,
some
teachers
noted that
having
access to
information
such as the
context in
which  the
teacher
being
observed
normally
teaches in,




the students’
needs,

resource

availability,
and  other
personal and
contextual
information
would help
them to
engage in
more

meaningful
dialogues
for better
reflection.

47

For
example,
Nora
expressed in
her final
interview
that the
present
format
allowed her
to see only a
fragmented
picture of an
observee’s
teaching.

48

She
therefore
ended up
making
comments
on  “small
things only”
because she
was afraid
of
misundersta
nding a
teacher’s
intentions
and felt
limited Dby
not knowing
her peers’
personalities




or  having
more
contextual
information
regarding
the
particular
lessons that
she
observed.

49

Due to a
lack of
nonverbal

information
(e.g., facial
expressions

)...

50

..and oral
cues (e.g.,
intonation),
the  online
participants
had to rely
heavily on
written

verbal

messages.

51

Anne, for
example,
always
started her
feedback to
others by
saying
something
like “Thank
you very
much for
sharing your
class, and |
could learn a
lot from
your lesson”
as a way to
smoothly
lead into her
comments.

52

However,
the optimal
balance




between
criticalness
and
politeness
was highly
context
dependent.

53

Thus how to
become
“critical
friends”...

54

...(Shortlan
d, 2010) in
dialogues in
a virtual
space

seemed to
pose a
challenge to
the  study
participants.

95

Furthermor
e, it
appeared to
be an extra
challenge
for the
participants
to exchange
critical
comments in
English,
their second
language.

56

As
mentioned,
we made the
decision to
use English
as the sole
medium  of
communicat
ion for this
project to
adhere to the
current
Korean
policy
suggestion
that all TPD




for English
teachers
should  be
conducted in
English.

57

Previous
research has
indicated
that non-
native
speakers of
English
(NNSs) tend
to use more
direct
expressions
when giving
advice  as
compared
with native
speakers
(NSs) and
that NNSs
are often
unaware of
the potential
impact on
negative
politeness
when giving
advice
(Hinkel,
1994).

58

For
example,
Helen’s
frequent use
of “you
should do
XX” might
not have
been an
accurate
reflection of
her real
intentions.

Total: 58

14

Total

Occurrence : 58

16

14

15




Table 3.1.5 Table of Interactive Metadiscourse in Findings Section and Discussion

Section of Journal Article #5

Title of the Journal Article: Enhancing Critical Language Teacher Development
Through Creating Reflective Opportunities (Ahmadian & Maftoon, 2016)

. Frame Endhop
N Excerption Transitions Markers oric Evidentia

P Marker | Is (EV)
s (EM)

T|T|T|T|T|F|F|F
2131415 213
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Present
researchers
hold that
Freire’s
(1998)
philosophica
| orientation
offers great
theoretical
value to
debates
about  the
role and
preparation
of teachers
and teacher
development
programs.

It does not,
however,
provide a
procedural
guideline for
implementin J
g critical
pedagogy
into a
program of
teacher
education.

Sharing
this same N
position,

Bercaw and




Stooksberry
(2004)
believe there
are three
tenets
inherent...

Sharing this
same
position,
Bercaw and
Stooksberr
y (2004)
believe there
are three
tenets
inherent...

..in the
critical
pedagogy
perspective
which  are
worth
pursuing in
the
foundations
of any
teacher
education
programs:
1)
reflection
upon... (2)
development
of voice
through...;
and 3)
transforming
the society
toward...

A careful
look at these
three tenets
reveals that
the focus of
a critical
pedagogy in
teacher
education,
which is to
prepare




citizens for
participation

in a
democratic
society, is
quite in line
with the
promises of
the
European
view of
teacher

development

To
reiterate,
teacher
development
, in the sense
favored by
the current
researchers,
is a process
of continual,
intellectual,
experiential,
and
attitudinal
growth
accompanie
d by
institutionali
zing an
awareness
of a need to
change.

To do that,
teachers,
however,
must  first
understand
what
constitutes
that culture
and the
inequality or
oppression
therein

Thus,
teachers




need to
make
schools...

10

..."public
spheres”
(Giroux &
McLaren,
as cited in
Bercaw &
Stooksberr
y, 2004) by
taking a
critical
stance and
making
existing
norms
problematic;

11

..i.e, they
need to
firstly pose
problems
and
secondly
try to solve
them: to
""problemat
ize" (Freire,
1998, p. 13).

12

..i.e, they
need to
firstly pose
problems
and
secondly try
to solve
them: to
"problemati
ze" (Freire,
1998, p. 13).

13

The
problematiz
ation
process
gives
prominence
to co-
operative
knowledge




construction
and
democratic
dialogue
(Benade,
2009).

14

In other
words,
teachers
should not
become the
mere

passive
recipients
of...

15

...profession
al
knowledge
(Zeichner,
1983), nor
are they
technicians
who simply
transmit
knowledge
within a
banking
education
system.

16

Finally,
Freire
(1970)
regards
teachers as
learners and
learners as
teachers in
the
dialogical
search  for
knowledge
and
development
of  critical
thinking.

17

Finally,
Freire
(1970)
regards
teachers as




learners and
learners as
teachers in
the
dialogical
search  for
knowledge
and
development
of  critical
thinking.

18

The
teacher’s
role has an
ethical part,
committed
to aiding
students in
their journey
from what
Freire calls
"ingenuous
curiosity" to
"epistemolo
gical
curiosity"
(p. 19),
which is
rigorous,
precise, and
critical.

19

As such,
both the
critical
examination
of self and
society, as
well as the
critical
action upon
the existing
norms, need
to be values
worth
persevering
in the
foundations
of any
teacher
education




program
which
strives  for
critical
teacher
development

20

The narrow
view of the
dominant
teacher
training
paradigm,
though
suitable both
for  novice
teachers and
beginning
level
EFL/ESL
learning/teac
hing, does
not pave the
way for
fulfilling the
promises of
the
European
view of
teacher
development
, lLe., self-
developmen
t and self-
growth.

21

As a
solution, the
current
study  set
out to
delineate a
tentative set
of
opportunitie
s for critical
language
teacher
education
through
juxtaposing




language
teacher
development
ideals with
the Freirean
critical
pedagogy
perspective.

22

As such, the
authors
made use of
all ten
teaching
principles
in...

23

...practicing
critical
pedagogy
derived and
identified by
Shor
(1993).

24

As such,
language
teachers will
reflect
critically
(critical
principle) on
their ~ own
knowledge
and
language,
the subject
matter, and
the quality
of their
learning
process, as
well as the
relation  of
knowledge
to  society
(both
Situated
principle
and
multilingual
principle).

25

Language




teachers,
therefore,
are no
longer
passive
recipients of
knowledge
(desocialize
d principle)
and actively
make
inquiries
into
problems
posed about
daily
experience,
society, and
academic
materials
(research-
oriented
principle)

26

Informed by
Shor's
(1993)
teaching
principles,
the present
researchers
have offered
three sets of
opportunitie
S

27

It is hoped
that  such
exchanges
of ideas
ultimately
pave the
way for the
circle
members'
reflectivity
and
criticality, as
Freire
(1998)
argues: To
live in




openness

toward
others and to
have an
open-ended
curiosity
toward life
and its
challenges is
essential to
educational
practice. To
live this
openness
toward
others

respectfully
and

critically
reflect on
this
openness
ought to be
an essential
part of the
adventure of
teaching.
Another
benefit  of
discussion
28 | circles, in
addition to
openness to
dialog, is to
help...
...circle
members
practically
engage in
improving
two of the
29 esser_wt_ial
qualities of
their ~ own
critical
practice, i.e.,
how to
listen to

and respect
what others




know.

30

Set one
employs two
types of
discussion
circles:

1. Practical
issues circle,
in which
language
teachers
need to...

2.
Theoretical
and
language-
related
issues
circle...

31

In addition,
circle
members
will discuss
their
philosophy
of teaching
and the
ways it
affect their
everyday
practice.

32

Furthermor
e, each
circle
member
should pose
such a
socio-
cultural or a
socio-
political
problem as
poverty,
social
justice,
vandalism,
corruption,
or divorce,
and see how
the other




circle
members try
to  address
the issues in
their ~ own
classrooms.

33

This is
because, as
Freire
(1998)
further
holds, the
ideological
nature of
education
entails
"decision-
making that
is aware and
conscientiou
s" (p. 79)
since in
truth, critical
awareness,
or, to use
Freirean
terminology,
conscientiza
tion "is one
of the roads
we have to
follow if we
are to
deepen our
awareness
of our
world, of
facts, of
events, of
the demands
of  human
consciousne
ss to
develop our
capacity for
epistemologi
cal
curiosity"

(p. 35)
whose




understandin
g "brings us
to a critique
and a refusal
of the
banking
system  of
education”

(p. 12).

34

As Moran,
Deans,
Reda,
Ryan,
Totaro,
Dulac,
Southwood,
Stavchansk
y, Teig, and
Wood,
(1996)
argue,...

35

..seeing a
teacher

work in
context, i.e.,
in a
particular
classroom,
with a
particular
curriculum,
and  with
particular
students, is
actually a
powerful

learning

experience.

36

Likewise,
being visited
and seeing
oneself
through the
eyes of a
visitor is
also a
powerful
learning
experience.
In fact,




when we

visit  each
other's
classes to
observe,
rather than
to evaluate,
and see each
other in
action, not
only do we
learn
directly as
apprentices,
but we
ourselves
are also
moved  to
reflect upon
our own
teaching
practices.
Furthermor
e, when we
37 are visited,
we are
moved to
reflect as
well.
This is
because, as
Proefriedt
(as cited in
Moran et
al., 1996)
believes, the
type of
knowledge
38 that teachers
find  most
beneficial
and
effective
emanates
from the
informal and
friendly
atmosphere
that is

transmitted




within a
context in
which
teachers can
share their
difficulties
and provide
mutual
support.

39

As such,
peer  non-
evaluative
visits  offer
an
invaluable
route to the
development
of our
practitioners

40

Set two

enjoys two
kinds of
classroom
Visits:

1. Invited
peer  visit
followed

by...

2

Observation
of teacher's
video-taped
classroom
activities
followed
by...

41

The visiting
peers  can
practically
see how the
body of
knowledge
that the
visited
teacher has
accumulated
during the
training
period




manifests
itself in
practice: the
union of
action and
thought, i.e.,
praxis.

42

Once more,
the  whole
process does
its best to
arouse the
circle
members'
awareness,
or...

43

...epistemolo
gical
curiosity in
Freirean
(1970)
terminology,
needed for
the
conscious-
raising
process.

44

"A teacher's
diary is in
fact a form
of teaching
journal
which is an
ongoing
written
account of
observations
, reflections,
and  other
thoughts
about
teaching
which
serves as a
source of
discussion,
reflection, or
evaluation"
(Richards
& Farrell,




2005, p. 68)

45

Furthermor
e, as
Richards
and Farrell
contend, it
may be used
as a record
of incidents,
problems,
and insights
that have
occurred
during
lessons; it
may also be
an account
of a class
that the
teacher
would like
to review
later, or it
may be a
source of
information
to be shared
with others.

46

Furthermore
, as
Richards
and Farrell
contend, it
may be used
as a record
of incidents,
problems,
and insights
that have
occurred
during
lessons; it
may also be
an account
of a class
that the
teacher
would like
to review
later, or it




may be a

source of
information
to be shared
with others.
As such,
diaries can
allow

47 teachers t_o
see their
teaching
from a more
detached
or...
...objective
viewpoint
which, in
turn, guides
their
teaching
practices

48 (Bailey;
Bailey,
Curtis, &
Nunan,
both as
cited in
Ohata,
2007).
Keeping a
personal,
unanalyzed
teaching
report can
be very
informative;
however,
when  they
are analyzed

49 o
critically by
a circle of
language
teachers to
look for
various
patterns,
they can
serve their
original

purpose of




professional
and critical
development
over due
time.

50

Set three
employs two
procedures
for language
teachers'
diaries:

1. Language
teachers'
diaries  of
peers'
practices...
2. Language
teacher's
diaries  of
self-
appraisal...

51

In fact,
without such
a record, the
teacher
often has no
substantial
recollection
of what has
happened
during a
lesson and
cannot use
the
experience
of
successful,
and
sometimes
unsuccessful
, teaching as
a source for
further
learning
(Richards
& Farrell,
2005).

52

The
proposed
sets of




opportunitie
s for critical
language
teacher
education
can be
schematicall
y
represented
in Figure 1
as follows.

53

All three
components
or sets of
opportunitie
s and their
respective
sub-
components,
along with
due
activities, do
their best to
actualize the
ten teaching
principles in
practicing
critical
pedagogy
mentioned
by Shor
(1993).

54

As such, for
the proposed
paths to bear
fruit in a
certain
teacher
education
context, all
components
need to be
given  due
weight, or
the paths
cease to

exist.

Total : 54

19

Total

Occurrence : 54

20

19




Table 3.1.6 Table of Interactive Metadiscourse in Findings Section and Discussion
Section of Journal Article #6

Title of the Journal Article: Teachers® Beliefs About Task-Based Language Teaching in

Japan (Harris, 2016)

N
0.

Excerption

Transitions

Frame
Markers

T|T|T
2134

[E=Y

F
2

F
3

NG o

Endhop
oric
Marker
s (EM)

Evidenti
als (EV)

Code
Gloss
es

c|C
12

The teachers
surveyed in
this  study
were for the
most  part
very
experienced,
with the
vast
majority
(81%)
having
taught  for
more  than
10 years
(Table 1).

Therefore,
it might be
assumed
that  these
teachers
have had
time to
experiment
with
different
teaching
styles and to
reflect on
successes
and failures
in  classes
and have
been able to
provide
informed
responses to
the survey




guestions.

This
guestion
enquired
into the
extent to
which these
teachers
(who by
virtue of
being
members of
the TBLSIG
could be
assumed to
be interested
in the
method)
actually
implement
TBLT in
classes
(Table 2).
There may
also be
discrepancie
s between
what
teachers
believe
TBLT to be
and how
they are
actually
teaching it
(see
“Teacher
Beliefs
about
TBLT”
below).
This section
of the
guestionnai
re aimed to
investigate
teacher
beliefs
about TBLT

in general as




well as
about
criticisms
towards
TBLT such
as those
outlined in
the literature
review
above.

A series of
statements
were created
that
reflected a)
current
thinking
about  the
core
features of
tasks  and
TBLT (for
example,
those
outlined in
Ellis,
(2003); and
b)
statements
reflecting
some of the
common
criticisms of
TBLT.

A series of
statements
were created
that
reflected a)

current
thinking
about  the
core
features of
tasks  and
TBLT (for
example,
those
outlined in

Ellis,




(2003); and

b)
statements
reflecting
some of the
common
criticisms of
TBLT.
Table 3
shows the
8. | results  of
this section
of the study.
Overall,
teachers’
responses
are in line
with current
thinking
about TBLT
(as might be
9. | expected
from a
group of
teachers
with an
expressed
interest in
the
approach).
For
example, a
majority of
teachers
(nearly
90%)
believe that
the primary
focus of a
10 task should
be on
meaning,
while 65%
agreed that
a task
should have
a non-
linguistic
outcome.
11 | The




influence of
the  Willis
(1996)

framework
on the
thinking of
these

teachers is
also evident,
in that 85%
of teachers
agree  that
TBLT

should

include the
three stages
of that
model.

12

Less
agreement is
reached,
however,
regarding
the place of
focus on
form in
TBLT.

13

For
example,
despite
agreement
among
scholars
regarding
the
importance
of...

14

..focus on
form in
TBLT
(Ellis, 2003;
Long, 1985;
Skehan,
1998;
Willis,
1996), only
40% of
respondents
agreed with
the




statement
that TBLT
approaches
should
always
include a
focus on
form.

15

This may in
part be due
to the fact
that
communicat
ive methods
in Japan
have often
been
juxtaposed
with the
previously
popular
grammar-
translation
method in
Japan,
(usually
through a
unchallenge
d, non-
critical view
of the
former as
“progressive
” versus the
latter as
being
“traditional”
or “old”),
and
therefore
the focus for
many
teachers
may  tend
towards the
more
“communic
ative” side
of the TBLT
lesson.




16

Assessment
in  TBLT
classrooms
has become
a  popular
area of
research for
language
assessment
specialists
(Mislevy,
Steinberg
& Almond,
2002), often
looking at
how to
adequately
design tasks
that
properly
evaluate
performance

17

In a country
such as
Japan,
where much
weight s
placed on
school and
university
entrance
exams, this
is a key
issue to be
addressed if
TBLT is to
be
successfully
implemente
d

18

It might be
assumed
here that
successes
with TBLT
classes have
informed
such
positive




beliefs
among
teachers, but
it is
impossible
to say
without
further
investigatio
n in the
form of
interviews
or
classroom
observation.

19

Some  did
however
note that
extra
support
might  be
necessary in
this area
(discussed
below).
With such a
large  and
varied group
of both
native-
English
speaking
and native-
Japanese
speaking
experienced
teachers
from
different
teaching
contexts
strongly
showing
support  for
the
usefulness
and
effectivenes
s of TBLT,
these




findings go
some way to
dispelling
the
argument
regarding
the
unsuitability
of TBLT for
students in
Japan.

20

However,
and
importantly
for this
study,
nearly 80%
of teachers
agreed that
TBLT
approaches
imported
from abroad
need some
adaptation,
and it is to
these
potential
adaptations
that we now
turn.

21

All answers
were added
into an
Excel
document
and coded
in line with
the
guidelines
for thematic
analysis
(Gillham,
2005).

22

From this,
four main
themes were
identified:

a) issues
related to




task design;
b) the need
to actively
involve
students; c)
the need for
teachers to
make
decisions
about
classes
contingent
on
individual
students;
and d)
problems
related to
the greater
educational
situation in
Japan.

23

A general
overview of
each of
these
themes s
laid out in
Table 5.

24

Paralleling
advice from
Wicking
(2009), the
importance
of
scaffolding
tasks  was
also
mentioned
by many
respondents.

25

Finally, two
teachers felt
that TBLT
should  be
used as part
of a more
general
approach,
implementin




g elements
of other
teaching
methodologi
es.

26

Some
respondents
suggested
judicious
use of L1
for low-
level
students,
congruous
with the
advice from
Carless
(2007).

27

As TBLT
approaches
generally
rely on pair
and group
work, and
because
success  or
failure  of
group
activities in
Japan  can
often be a
matter  of
group
dynamics
(Dornyei &
Murphey,
2003), this
is indeed a
salient
point.

28

In addition,
one
respondent
suggested
that links to
real world
applications
of tasks
should  be
clearly




explained so
that students

29

understand

better  the
value of
such tasks.

In these
ways, it
may be

easier to get
students to
“buy in” to
the
approach.

30

A number
of teachers
also
suggested
that due to
the student-
centered
nature of
TBLT,
teachers
should
support
students in
becoming
more
autonomous
in their
approach to
learning, for
example, by
providing
them more
opportunitie
s to take
responsibilit
y for their
own
learning
goals, or by
encouraging
them to
learn from
each other
rather than
just the
teacher.




31

As opposed
to the first
three
themes,
which
include
elements
that any
teacher can
practically
implement,
this last
theme
concerns  a
matter quite
outside the
hands of
most
language
teachers.

32

While many
teachers
would agree
that a focus
on
communicat
ive  goals,
rather than
discrete-
item heavy
tests, would
be an ideal,
a TBLT
approach
can
arguably
work  well
for exam
preparation,
S0 this
should
perhaps not
be such an
issue
anyway, and
there are
many
examples of
teachers
successfully




using TBLT
approaches
for discrete
item study
(Finch,
2005;
Harris,
2011;
Hourdequi
n, 2009;
Little &
Fieldsend,
2009).

33

Finally, 18
of the 67
teachers
who
responded
to this
guestion
wrote
“none”.

34

However,
while  the
participants
came from
differing
teaching
background
S, the
intention of
this  study
was to
enquire into
beliefs  of
TBLSIG
members,
the unifying
feature in
this
exploratory
study.

35

In a similar
way,
observation
of a sample
of the
participants’
classes
would have




provided
another
valuable
layer of data
through
which to
gain a better
understandi
ng of the
teachers and
their
contexts,
but this was
outside  of
the scope of
this study.

36

As an initial
investigatio
n, however,
this  paper
does
highlight
areas
worthy  of
future study,
such as the
possible
divergence
between
TBLT
principles as
explained in
the literature
and  those
held by
practicing
teachers in
Japan, or the
need for
more in-
depth
research
into how
teachers are
practically
implementin
g TBLT in
classrooms
in Japan and
Asia.




Total : 36

Occurrence : 36

Total

13

Table 3.1.7 Table of Interactive Metadiscourse in Findings Section and Discussion
Section of Journal Article #7

Title of the Journal Article: Examining a Metacognitive Instruction Model (Kobayashi,

2016)
Code
Transitions Frame End_hop Eviden | Gloss
N . Markers oric .
o Excerption Marker tials es
T|IT|T|T FFFFs(EM) (EV) |C|C
1123 |4 112|3|4 1|2
Findings Section
Table 6 below
shows a
summary  of
descriptive
1 statistics  for
" | the SRL in the v
oC
questionnaire
and the OC
scores.
As can be
seen in Table
6, after the
intervention,
5 metacognition, J
" | self-efficacy,
interaction
strategies, and
ocC all
increased.
These results
show that
overall the
3. students v

became more
self-regulated




learners.

Table 7 below
shows a
summary  of
the evaluation
of
measurement
model fit of
the
hypothesized
model.

The results of
the model
evaluation
show that
although two
out of seven
structural
model fit
indexes (GFI
and AGFI) did
not meet the
acceptable fit
thresholds, the
other fit
indexes (CFl,
RMSEA, TLI,
IFI, and NFI)
did, suggesting
that the
hypothesized
model was
meaningful
and
appropriate
and that it had
a good overall

fit with the
empirical data.
Figure 3

below presents
the results of
the
hypothesized
model before
the
intervention.

Figure 4
below shows
the results of




the
hypothesized
model after the
intervention.

Results
indicated that
after the

intervention
the path from
strategy use to
OC scores was
significant,
although  the
causal
relationship
was not
strong.

Furthermore,
these two
causal
relationships
(a)  between
metacognition
and  strategy
use (59 —
.66) and (b)
between
metacognition
and self-
efficacy (.45
— .78) were
also
strengthened.

10

Furthermore,
these two
causal
relationships
(@)  between
metacognition
and  strategy
use (59 —
.66) and (b)
between
metacognition
and self-
efficacy (.45
— .78) were
also
strengthened.

11

For the next




step we
compared the
paths in the
structural
model in order
to find out...

12

...whether
there were any
significant
differences
between  the
models for the
two
investigated
samples (i.e.,
pre- and post-
group).

13

The previous
qualitative
research
conducted by
Kobayashi
(2014) seems
to answer the
how and why
questions and
strengthens the
guantitative
results.

14

Kobayashi
(2014)
investigated
how SRL in
OC influences
educational
outcomes and
how
metacognition
works in OC.

15

Excerpt 1-1
below shows
Student S and
Student K’s
data.

16

Excerpt 1-2
illustrates the
same  pair’s
data after the
intervention
(week 15).




17

“I” represented
the interviwer
(see Appendix
B for the
transcription
conventions).

18

As the
researcher in
the study
(2014) points
out, we can
see that
Student S was
at a loss for
words in the
middle of the
speech,
repeating
“who is” (Line
6-Line 8).

19

As Kobayashi
(2014)

mentions, in
Excerpt  1-2,
before the task
it is clear that
Student S has
a clear goal:
She plans to
use 5W1H
guestions  or
say something.

20

Moreover,
although some
errors can be
observed, she
successfully
communicates
with her
partner  after
her speech
planning
(Excerpt 1-2)

21

Moreover,

although some
errors can be
observed, she
successfully

communicates
with her




partner  after
her speech
planning

(Excerpt 1-2).

22

Kobayashi
(2014) also
showed the
participants’
metacognitive
knowledge
which was not
observed
before the
intervention.

23

As she (2014)
stated, these
show
knowledge/aw
areness about
strategies.

Total: 23

14

Discussi

First, the pre-
model in
Figure 3
shows that the
path from ISs
to OC scores
was not
initially
significant,...

...but became
significant...

...after the
intervention
(see Figure 4).

However, the
results of
multi-group
SEM analyses
show that the
path (ISs —
OC) between
the two groups
was not
significant.

Therefore, we
cannot
conclude that




the strength of
the causal
relationship
between
strategy use
and OC
changed after
the
intervention.

However,
comparison of
the two
models...

...in Figures 3
and 4 seems
to...

...support the
findings of
Nakatani
(2005), who
concluded that
only those
learners who
had received
the oral
communicatio
n strategy
instruction
with
metacognitive
activities
noticed the
importance of
communicatio
n strategies
and improved
their oral
communicatio
n

However, it
should be
noted that both
paths (in the
pre- and post-
models)
indicated that
metacognition
influences
interaction
strategies




significantly.

10

Furthermore,
another result
of multi-group
comparison
analyses has
shown that the
path from
metacognition
to self-efficacy
was
strengthened
significantly.

11

These results
indicate that
through the
intervention,
increased
metacognition
had a positive
impact on self-
efficacy and
strategic
behavior.

12

These
findings
support
previous
research in this
field...

13

...(e.g., Gonh,
2008;
Vandergrift
& Goh, 2012):
Those learners
who see the
benefits of
engaging in
these
metacognitive
processes are
more likely to
feel less
anxious and
more confident
to conduct a
task and to
want to persist
in their efforts
to improve




their learning.

14

Moreover, it
has been
shown that the
metacognition
higher-order
model,...

15

...that is, the
metacognitive
instruction
model, is
valid, which
means that
there is a
correlation
between self-
efficacy and
strategic
behavior.

16

This supports
a previous
finding that
self-efficacy
influences
strategic
behavior
(Zimmerman
& Schunk,
2001).

17

Last, by
analyzing the
interview
data,...

18

...Kobayashi
(2014) found
that the
participants’
metacognitive
knowledge
was enhanced
after the
intervention.

19

From students’
opinions, she
(2014) also
found that:...

20

(a) students
are motivated
to try to use
strategies and




to be aware of
them by
setting goals;
and (b) when
they actually
use strategies
and
accomplish the
task, their self-
efficacy is
enhanced by
such
experiences.

21

Moreover,
from this
result we can
emphasize...

22

...the
importance of
goal-setting
(e.g., Locke &
Latham,
1990;
Kobayashi,
2014).

23

In addition,
having
students set
personalized
short-term
goals might
have affected
students’
cognition and
enabled them
to easily
perceive what
they achieved.

24

It seems that
activating
metacognition
and
encouraging
goal-setting
affected
learners’
motivation
(i.e., self-
efficacy)...

25

...greatly




(Dornyei,

2001).
Total : 25 4| -4 3 4 > 2]
Total Occurrence : 1 5 18 9 5

48

Table 3.1.8 Table of Interactive Metadiscourse in Findings Section and Discussion
Section of Journal Article #8

Title of the Journal Article: Students® Attitudes Toward Undertaking Writing Activities

on Extensive Reading (Ro & Park, 2016)

N
0.

Excerption

Transitions

Frame
Markers

T|T|T
2134

o -

[E=Y

=
2

F
3

T

Endhop
oric
Markers
(EM)

Evidenti
als (EV)

Code
Gloss
es

c|C
112

Our initial
focus here
is to show
the
students’
general
attitudes
toward ER
and
introduce
the
thematic
topics
which
emerged
from their
reflections
before we
deliver the
guantitative
overview
of the
students’
choices for
their
attitudes
toward ER
writing,




and  then
discuss
students’
specific
uses of
evaluative
means in
close text
analysis.

More
details
about the
sub-
categories
of each
topic  are
summarize
d in
Appendix
B

In  brief,
the students
in general
expressed
positive
attitudes
toward ER
particularly
with
respect to
its
benefits...

..for their
language
learning
(e.g.,
reading,
writing,
speaking,
and
listening),
affective
dimensions
(reading
and writing
motivation)
, and
reading
habit




developme
nt.

This result
is in line
with  many
other ER
studies that
have
shown...

..how ER
promotes
positive
affective
dimensions
toward
reading
(e.g., de
Burgh-
Hirabe &
Feryok,
2013;
Judge,
2011;
Kirchhoff,
2013;
Komiyama
, 20009,
2013;
Mori,
2002;
Nishino,
2007; Ro,
2013,
2016;
Takase,
2007).

As noted
by Grabe
(2001,
2009),
most of
these
negative
assessment
S were
associated
with a lack
of book
resources
(5 out of




the 18
negative
appraisals)
or time-
related
issues
(6/18).

Further,
even with
the moral
obligation
to write
‘dislikes’ in
their
reflections,
six of the
students
chose not
to mention
any
negative
details
regarding
their
experience
with ER.

This result
implicitly
shows their
positive
stance
toward ER.

10

Overall,
the  EAP
students
positively
evaluated
the use of
ER writing
in their
academic
writing
class, and
they mostly
used
Appreciatio
n as the
form to
assess and
show their




opinion
toward the
writing
assignment.

11

This result
seems
plausible,
as they
were
evaluating
the
assignment
as a ‘tool’
for learning
and
developing
English
writing
skills and
also
relating it
to their
own
‘learning
processes’.

12

More
specifically
, three sub-
topics
regarding
ER writing
emerged
from the 13
reflections:
ER writing
(@) in
general
(Figure 1; 7
positive
and 2
negative);
(b) writing
topics
(Figure 2; 2
positive
and 2
negative);
and (c) ER
usefulness
in language




learning
(Figure 3;
positive
23).

13

More
specifically
, three sub-
topics
regarding
ER writing
emerged
from the 13
reflections:
ER writing
(@) in
general
(Figure 1; 7
positive
and 2
negative);
(b) writing
topics
(Figure 2; 2
positive
and 2
negative);
and (c) ER
usefulness
in language
learning
(Figure 3;
positive
23).

14

More
specifically
, three sub-
topics
regarding
ER writing
emerged
from the 13
reflections:
ER writing
@) in
general
(Figure 1,
7 positive
and 2
negative);
(b) writing




topics
(Figure 2; 2
positive
and 2
negative);
and (¢) ER
usefulness
in language
learning
(Figure 3;
positive
23).

15

More
specifically
, three sub-
topics
regarding
ER writing
emerged
from the 13
reflections:
ER writing
@ in
general
(Figure 1; 7
positive
and 2
negative);
(b) writing
topics
(Figure 2;
2 positive
and 2
negative);
and (c) ER
usefulness
in language
learning
(Figure 3;
positive
23).

16

More
specifically
, three sub-
topics
regarding
ER writing
emerged
from the 13
reflections:




ER writing

(@) in
general
(Figure 1; 7
positive
and 2
negative);
(b) writing
topics
(Figure 2; 2
positive
and 2
negative);
and (c) ER
usefulness
in language
learning
(Figure 3;
positive
23).
Specificall
Y, the
students
appreciated
the activity
for its
usefulness
in  writing
17 practice
and
language
learning
(see  the
gualitative
section
below for
more
informatio
n).
In  other
words,
being in the
moment
and doing
18 the activity
for its
usefulness
was the
apparent

focus for




these
students.

19

However,
a few
students...

20

..did
express
their
negative
feelings
toward the
activity and
its writing
topics via
(negative)
Affect
(Figure
1)...

21

..or
Appreciatio
n (Figure
2).

22

Most of the
students
used
positive
Appreciatio
n to praise
it for its
usefulness,
as
indicated
in  Figure
3

23

To
illustrate,
Excerpt 1
represents
how  the
students
used
Appreciatio
n in
evaluating
the activity.

24

For
example,

25

...Excerpt
2 below




shows the
more
complicate
d use of
students’
evaluative
resources
in
constructin
g their
positive
attitudes
toward the
activity: A
combinatio
n of
Implicit
and
Explicit
Appreciatio
n as well as
the use of
Appreciatio
n and
Affect.

26

Unlike
Excerpt
1,..

27

...cognitive
(e.g.,
concentrat
e) and...

28

...affective
(e.g.
comfortabl
e and
enjoy)
dimensions
of language
learning are
included
when
students
were
constructin
g their
attitudes
toward the
activity in
Excerpt 2.




On the one

hand, S7
implicitly
evaluates
the use of
the activity
by starting
her
reflection
by
describing
what is
required in
doing ER
(writing

about story
and

speaking
about
events) and

29 the  need
for her to
engage in
doing just
that (so |
have to
concentrate
on my
reading),
before
explicitly
and
positively
assessing
the activity
(... make
my writing
and
speaking
skill
better).
Both S8
and S12,
on the
other

30 hand, used
Affect to
express
their

positive




feelings
toward the
activity in
addition to
their use of
positive
Appreciatio
n: They
both
expressed
the  view
that the
activity
was not a
burden.

31

Their
formulation
S
demonstrat
e that these
students
know the
importance
of affective
dimensions
when
developing
good
writing
habits  (cf.
Day &
Bamford,
1998;
Jacobs &
Farrell,
2012).

32

The next
attitude
category
was
Judgment,
which was
used by the
students to
implicitly
evaluate
the ER
writing.

33

The
instances in




Excerpt 3
include
Judgment

34

.. in terms
of positive
self-
efficacy
(Text F; |
can do ER
and 10-
min
writing
constantly)

35

...and
positive
engagemen
t (Text G;
| started to
write  an
English
daily
journal).

36

In fact,
Texts F
and G
both show
that the ER
writing
facilitated
the
students’
motivation
and
willingness
to write for
language
learning
purposes
and
develop
learner
autonomy,..

37

...thus
implicitly
emphasizin
g its
importance




in the
language
learning
classroom.

38

In  short,
we  were
able to see
these
students’
attitudinal
positioning
s in their
discursive
practice of
praising
when
evaluating
the ER
writing
activity.

39

Next, we
examine
how these
students
constructed
their
negative
attitudinal
stances
toward the
activity
with a
focus on
the explicit
(strong)
and the
implicit
(weak)
complaints.

40

The use of
the attitude
category in
the
discursive
practice of
complainin
g in this
study was
straightfor
ward:




Students

used
explicit
negative
Affect
when
complainin
g about the
activity in
general
(Excerpt
4)...
...and
implicit
negative
Appreciatio
n when
suggesting
that the
41 | teacher
come up
with other
forms  or
topics  for
the activity,
thus
complainin
g...
...in a more
42 subtle
manner
(Excerpt
5).
Similarly,
S14  also
suggested a
43 _possible
improveme
nt in the
writing
topics
(Text K)...
...by taking
an
epistemic
44 | stance (cf.
Heritage,
2012a;
2012b) as

an




experiencer
over that
issue.

45

However,
S9 and S14
still valued
the activity
for its
language
learning
benefits,
and there
were  two
other
students
who
showed
positive
attitudes
toward the
writing
topics: S5
thought
that the
topics were
interesting
(Explicit
positive
affect),
while S10
said  that
the topics
helped him
in
practicing
and
developing
his writing
skills.

46

Even with
these
complaints,
however,
all students
except S6
expressed a
positive
attitude
toward the
ER writing




activity,
particularly

usefulness
in
developing
target
language
skills.

for its

Total: 46

17

Total

Occurrence : 46

12

17

Table 3.1.9 Table of Interactive Metadiscourse in Findings Section and Discussion
Section of Journal Article #9

Title of the Journal Article: Identifying Reading Strategies to Teach Literal,
Reorganisation and Inferential Comprehension Questions to ESL Students (Javed, Eng,
Mohamed, & Ismail, 2016)

N
0.

Excerptio
n

Transitions

Frame
Markers

T|T|T
21314

o -

F
2

F
3

F
4

Endhop
oric
Markers
(EM)

Evident
ials
(EV)

Code
Gloss
es

c|C
112

The
results of
the
current
study
revealed to
what extent
the  ESL
teachers
used
reading
strategies
to teach
literal,
reorganisat
ion and
inferential
comprehen
sion
questions.

Table 2
illustrates




the results
of the
respondent
s regarding
using
reading
strategies
to  teach
literal
comprehen
sion
questions
in
pursuance
of research
question 1.

The data
presented
in Table 2
indicate
that
skimming
the text to
find out the
main ideas
or concepts
was the
most
widely
used
reading
strategy.

Some other
reading
strategies
such as
scanning
the text for
a specific
piece  of
informatio
n and
distinguishi
ng between
important
and
unimportan
t
supporting
details




were also
frequently
used by
39.3 % and
38.1 % of
the ESL
teachers

respectivel
y (see
items 6
and 8).

Moreover,
the data
indicate
that a very
small
number of
the ESL
teachers,
ranging
between 1
% and 6 %,
never used
reading
strategies
to teach
literal
comprehen
sion
guestions.

Furtherm
ore, 29.8
% of the
ESL
teachers
sometimes
read the
guestions
first before
reading the
passage
and
approximat
ely 35.7 %
reported
that
sometimes
they
located
answers of




the
signpost
guestions
through
explicit
informatio
n from the
text.

In
contrast,
some of the
reading
strategies
such as
reading the
guestions
first before
reading the
passage,
reading the
signpost
questions
and
locating
answers for
the
signpost
questions
through
explicit
informatio
n from the
text were
not widely
used by the
ESL
teachers.

However,
the average
response
(3.61)
indicates
that the
ESL
teachers
frequently
used
various
reading
strategies




for
teaching
literal
comprehen
sion
questions.

The
findings
stated
above...

10

..are

consistent
with

Saraswath
i (2004)
who

concluded
that ESL
teachers
employ
multiple
reading
strategies
to teach
literal

comprehen
sion

guestions.

11

A study
conducted
by Sporer,
Brunstein,
and
Kieschke
(2009)
reveals that
ESL
teachers
use various
reading
strategies,
particularly
asking
questions,
clarifying
the  main
idea,
reading the
title of the
passage,




topic
sentence
and  first
paragraph
of the text
very
carefully,
and
identifying
words  or
concepts to
teach literal
comprehen
sion
questions.

12

Similarly,..

13

...Gersten,
Fuchs,
Williams,
and Baker
(2001)
conclude in
their
studies that
ESL
teachers
employ
manifold
comprehen
sion
strategies...

14

..such as
asking
generic
guestions
(with  wh-
guestion
words like
who, where
and what),
rereading
the  text,
identifying
the
principal
component
s of the
story/text,
examining




and
skimming
pages to
find
supporting
details and
main ideas,
looking for
important
words, and
previewing
the text to
enhance
ESL
students’
literal
comprehen
sion
capabilities

15

Moreover,

the results
of the
study...

16

...are in
line  with
Prado and
Plourde
(2011) who
declared
that there
was a
significant
increase in
the ESL
students’
reading
comprehen
sion after
ESL
teachers
employed
various
reading
strategies.

17

The
findings
show that
some of the
reading




strategies
such as
reading the
questions
first before
reading the
passage,
reading the
signpost
guestions,
and
locating
answers of
the
signpost
guestions
through
explicit
informatio
n from the
text for
teaching
literal
comprehen
sion
guestions
were  not
used
optimally
by the ESL
teachers for
teaching
literal
comprehen
sion
guestions.

18

These
findings
are not
consistent
with
Nuttall
(2005),
Weyers
and
McMillan
(2011),
Merkuri
and Boboli
(2012),




Saraswath
i (2004),
and
Kirton
(2012) who
found in
their
studies that
such types
of reading
strategies
support
ESL
teachers in
their
teaching of
literal
comprehen
sion
guestions.

19

The
second
objective
of the
study was
to identify
reading
strategies
used by
ESL
teachers for
teaching
reorganisat
ion
comprehen
sion
guestions.

20

This
section
shows to
what extent
the ESL
teachers
used
reading
strategies
to teach
reorganisat
ion
comprehen




sion
questions.

21

The results
are  shown
in Table 3.

22

The data
presented
in Table 3
indicate
that the
respondent
S
frequently
used some
of the
reading
strategies...

23

...for
teaching
reorganisat
ion
comprehen
sion
guestions
(see items
12, 17, 18,
20, 21, 23,
25, 27, 29
and 30).

24

In
addition,
41.7 % of
informants
reported
that  they
reorganize
d
informatio
n (item 23)
and
formulated
the correct
answer of
the
reorganisat
ion
comprehen
sion
guestions
(item  30)




to answer
reorganisat
ion
comprehen
sion
questions.

25

However,
25 % ESL
teachers
always
identified
the key
concepts
from the
passage to
find the
answers for
reorganisat
ion
comprehen
sion
questions
(item 17).

26

The
above-
mentioned
findings
are
consistent..

27

...with
Chaka and
Booi-
Ncetani
(2015) who
have
employed
various
similar
reading
strategies.

28

In
addition,...

29

...Humos
and
Mustafa
(2014) and
Zimmerm
an and
Smit




(2014)
revealed in
their
studies that
two
reading
strategies,
namely
skimming
and
scanning,
helped ESL
teachers to
enhance
ESL
students’
reading
comprehen
sion
abilities.

30

Based on
the
findings of
the study,
more than
46 % of the
respondent
S assumed
that
summarisin
g the text
to identify
supporting
details
never
helped
them (item
16) and 40
% of the
ESL
teachers
were of the
view that
consolidati
ng the
informatio
n from
more than
a single
source also




did not
support
them to
teach
reorganisat
ion
comprehen
sion
guestions
(item 28).

31

Likewise,
a small
number of
the

respondent
s, ranging
between 1
% and 7
%,...

32

...Stated
that  they
never used
reading
strategies
(see items
12-14, 17-
21 and 23-
27).

33

Finally,...

34

...it can be
concluded,
based on
the average
response
(3.14), that
most of the
reading
strategies
were
sometimes
used by the
ESL
teachers
rather than
frequently
or always.

35

This
finding is
inconsisten




t with
Nuttall
(2005),
Othman
and Jaidi
(2012),
and Chik
(2011) who
concluded
in their
studies that
different
reading
strategies,
particularly
reading the
signpost
questions,
skimming
the text to
find out the
cause and
effect
relation,
and
consolidati
ng the
informatio
n from
more than
a single
source
should be
employed
as these
reading
strategies
are
beneficial
not  only
for ESL
teachers,
but also for
ESL
students to
enhance
their
reading
abilities.

36

Research




question
three was
formulate
d to
identify
reading
strategies
used by the
ESL
teachers for
teaching
inferential
comprehen
sion
questions
such as
making
inferences
and
drawing
conclusion
S

37

This
section
indicates
to what
extent the
ESL
teachers
use reading
strategies
to teach
inferential
comprehen
sion
questions.

38

The results
are
presented
in Table 4

39

Table 4
shows that
52.4 % of
the ESL
teachers
frequently
asked the
students to
make




inferences
about  the
text (item
45) since it
are an
effective
reading
strategy.
48.8 %
respondent
s believed
in
frequently
relating the
text to
personal
experience
s (item 41),
which they
felt  was
more
helpful as
compared
to other
reading
strategies.

40

In
addition,
only 2.4 %
of the ESL
teachers
tested the
students’
previous
knowledge
about the
current
topic (item
31).

41

Table 4
also
indicates
that there
were some
reading
strategies,
which the
ESL
teachers
rarely  or




sometimes
used rather
than
frequently.
405 % of
the ESL
teachers
rarely
tested their
students’
previous
knowledge
about the
current
topic (item
31) and
made
assumption
s (item 38).

42

Moreover,
95 % of
the
respondent
S
sometimes
made
assumption
s (item 38),
whereas
345 % of
the
respondent
S asked
their
students to
draw
conclusion
s from the
text (item
46). 35.7 %
of the ESL
teachers
sometimes
utilised
their prior
knowledge
to infer
details
from the
key




concepts
(item 36).

43

The data
presented
in Table 4
also
indicate
that asking
the
students to
make
inferences
about the
text  was
the  most
widely
used
reading
strategy...

44

..by  the
ESL
teachers for
teaching
inferential
comprehen
sion
guestions
(see item
45).

45

The
findings
reveal that
the ESL
teachers
frequently
used
various
reading
strategies
for
teaching
inferential
comprehen
sion
guestions.

46

The

results
show that
making
assumption




S or
guessing to
make
inferences
was a
frequently
used
reading
strategy.

47

This
finding is
consistent
with  the
findings of
the  study
conducted
by
Klingner
et al.
(2004) who
employed
different
reading
comprehen
sion
strategies...

48

..such as
making
predictions,
revising
predictions,
summarisin
0,
paraphrasin
g, .
generating
different
guestions,
using
contextual
clues and
monitoring
understandi
ng to teach
inferential
comprehen
sion
questions
to ESL
students at




the
secondary
school
level.

49

The finding
is also in
line  with
the results
of Tovani
(2004),
Sibberson
and
Szymusiak
(2003) and
Gallagher
(2009)
who
concluded
that ESL
teachers
use
multiple
reading
strategies...

50

..such as
to activate
students’
backgroun
d
knowledge,
make
connection
S, self-
guestion
the text,
locate
contextual
clues from
the text,
use sensory
images and
synthesise
informatio
n to teach
inferential
comprehen
sion
guestions.

51

The ESL
teachers




ignored a
number of
the reading
strategies,
namely;
testing the
students’
previous
knowledge
about the
current
topic  and
reading the
questions
first before
reading the
passage for
answering
inferential
comprehen
sion
questions.

52

This
finding is
inconsisten
t with
Darling-
Hammond
,  Amrein-
Beardsley,
Haertel,
and
Rothstein
(2012),
Liu, Chen,
and Chang
(2010) and
Nuttall
(2005) who
revealed
that ESL
teachers
found such
types  of
reading
strategies
useful to
answer
inferential
comprehen




sion
questions.

53

The results
are also
inconsisten
t with a
study
carried out
by Lee
(2011) who
found that
using
graphic
organizing
was an
effective
reading
strategy for
better
comprehen
sion.

54

To sum
up, it can
be
concluded
on the
basis of the
results of
the current
study that
the ESL
teachers
tended to
use more
reading
strategies
to answer
literal
comprehen
sion
guestions
than they
did when
teaching
how to
answer
reorganisat
ion and/or
inferential
comprehen




sion
questions.

55

Based on
the data
presented
in Tables
2, 3 and
4

9o e

56

... it can
be
concluded
that the
ESL
teachers
indeed
used
reading
comprehen
sion
strategies
to enhance
their
students’
literal,
reorganisat
ion and
inferential
comprehen
sion.

57

A
comparison
is made in
Figure 1
based on
the  mean
scores  of
the reading
strategies
used by the
ESL
teachers for
teaching
literal,
reorganisat
ion and
inferential
comprehen
sion
questions.

58

Figure 1




indicates
that the
mean
scores for
teaching
literal,
reorganisat
ion and
inferential
comprehen
sion were
3.61, 3.14,
and 2.98,
respectivel

Y.

These
scores
reveal that
the  ESL
teachers
used more
reading
comprehen
sion
strategies
to  teach
how to
59 | answer J
literal
comprehen
sion
guestions
as
compared
to
reorganisat
ion and
inferential
comprehen
sion
guestions.

Total: 59 7121312 -]11|1]|3]- 24 12 -

Total

Occurrence : 59 14 5 24 12 4

Table 3.1.10 Table of Interactive Metadiscourse in Findings Section and Discussion
Section of Journal Article #10




Title of the Journal Article: Using Auditory Word Repetition to Improve L2
Pronunciation of English Schwa by Japanese Learners: From the Perspective of
Phonological Processing (Sugiura, 2016)
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Table 3 and
Figure 1
illustrate
descriptive
statistics for
the duration
ratio in Tests
1 and 2 (ten
minutes and
one week
after the
study phase,
respectively).

These
results
suggest that
the
repetitions
were
effective, but
increasing
the number
of repetitions
to ten does
not
differentiate
the effect on
pronunciatio
n of initial
schwa.

In addition,
word
familiarity
did not seem
to influence
the repetition
effect on
pronunciatio
n.

Moreover,




the
significant
difference in
duration
ratios
between the
repeated and
unrepeated
conditions,
and the
absence of a
significant
difference in
duration
values
between Test
1 (ten
minutes) and
Test 2 (one
week)
indicate that
the practice
effect
obtained ten
minutes after
the
repetition-
based study
phase
remained
unchanged
for one week.

That is, the
repetitive
effect lasted
one week in
this particular
phonological
aspect.

Table 4 and
Figure 2
show
descriptive
statistics for
the duration
ratio of final
schwa in
Tests 1 and 2
(ten minutes
and one week




after the
study phase,
respectively).

Therefore,
there was an
improvement
in
pronunciatio
n
immediately
after practice.

These
results show
that, again,
word
familiarity
did not seem
to influence
the repetition
effect on the
improvement
of final
schwa.

That is, the
repetition
effect did not
last one week
for the final
schwa.

10

The results
of this study
indicate that
no difference
in the
repetition
effect  was
found
between the
five and ten
repetition
conditions
either in the
initial or final
schwa sound:;
the
participants

required  at
least five
spoken

repetitions of




words to
improve their
pronunciatio
n of schwa in
conditions in
which the
repetition
effect  was
observed (all
conditions,
except for the
final  schwa
in Test 2).

11

As
mentioned,
previous
studies also
demonstrated
that the
performance
of Japanese
learners  of
English
reaches...

12

...a maximum
improvement
at around the
fifth  (Hori,
2008) or
tenth
(Miyake,
2009b)
instances out
of 15
repetitions.

13

Thus, it
seems
unlikely that
the  number
of repetitions
correlates
with the
degree of
prosodic
improvement
in L2
pronunciatio
n (pitch
range or
duration ratio




of schwa to a
stressed
vowel).

The results
of the
present
study
showed that
the repetition
effect

14 | continued for
one week for
the initial
schwa, while
a long-lasting
effect  was
not obtained
for the final
schwa.

The final
schwa (a
strong—weak
stress
pattern)
should be
much  more
common than
the initial
schwa
(weak—
strong)
among L2
speakers

15 | considering
the input
frequency:
90% of the
content
words in a
corpus of
over 20,000
English
words
followed a

strong—weak
stress pattern

(Cutler &
Carter,
1987).

16 | Thus, it can




be assumed
that the
initial schwa
(weak-strong
stress) is
more weakly
represented
in
participants’
mental
representatio
ns.

17

According to
formal
theories  of
learning
(e.g.
Rescorla &
Wagner,
1972),
increased
learning
practice has a
significant
impact on
less familiar
linguistic
material.

18

Several
earlier
studies on
structural
priming have
supported
this  theory
(e.q.,
Hartsuiker
&
Westenberg,
2000; Luka
& Barsalou,
2005; Luka
& Choi,
2012;
Reitter,
Keller, &
Moore,
2011;
Scheepers,
2003).




In particular,

Luka and
Choi’s
(2012) study
19 on the
persistent
effect of
structural
priming
indicated
that...
...for a novel
structure
(i.e., less
20 | familiar
linguistic
material),
the effect
continued for
one week.
Although
these
structural
priming
studies  did
not focus on
learners’
sensitivity to
auditory
information
in general or
on word
stress
patterns  in
21 | particular,
their findings
serve as
useful
scaffolds in

understandin
g the present
results, given
that both
syntactic and
stress

patterns are
characterized
by structural
systems (i.e.,
regular and




exceptional
patterns).

22

Interestingly,
the numerical
data showed
that a
repetition
effect did not
occur in Test
1 (ten
minutes), but
it did occur
in Test 2 (one
week) for
novel words
(i.e.,
unrepeated
words) with
low
familiarity
and an initial
schwa, which
should be
less common
for Japanese
learners  of
English  in
terms of
duration.

23

It
traditionally
refers to a
process in
which a
memory
becomes
increasingly
stabilized as
time passes
(McGaugh,
2000).

24

This suggests
that

immediately
after training,
skills are still
only weakly
consolidated
in  memory,
but after a




certain
period, the
repetitive
training
effect
becomes
stable (e.g.,
Karni,
Tanne,
Rubenstein,
Askenasy, &
Sagi, 1994).

25

Note that this
phenomenon
is specifically
related to
procedural
memory (i.e.,
knowledge
about how
to do
things),...

26

...which
requires
repetition
training
(Walker &
Stickgold,
2006).

Consolidatio
n has
recently been
investigated
in the context

of learning
new spoken
words  (e.g.,
Davis &

27 Gaskell,
2009;
Dumay &
Gaskell,
2012;
Henderson,
Powell,
Gaskell, &
Norbury,
2014).

28 | Davis and

Gaskell’s




(2009) PET
and fMRI
study showed
that for new
words...

29

...that are
learned by
listening and
repeating
(i.e.,
repetition),
it takes some
time to
achieve a
similar
lexical status
as  familiar
words...

30

...because the
novel
mapping
must be
integrated
with items of
existing
mapping and
with several
representatio
ns (e.q.,
semantic,
phonological
: and
morphosynt
actic).

31

In the
present
study,...

32

..a  similar
phenomenon
was observed
in a
phonological
aspect (i.e.,
word stress)
of words: an
accurate
phonological
representatio
n was
generated...




33

..for
untrained
words  (i.e.,
new words).

34

That is, the
representatio
n of the
target sound
in trained
words
became
stronger and
more solid in
itself due to
repetition
training
(Truscott,
2014).

35

Table 5 and
Figure 3
illustrate

descriptive

statistics  for
the F1 of the
initial schwa
in Tests 1
(ten minutes
after the
study phase)
and Test 2
(one  week
after the
study phase).

36

These
findings
indicate that
no
improvement
in the F1
value of the
initial schwa
occurred in
Tests 1 and
2,
demonstratin
g that the F1
values of the
initial schwa
remained
higher  than




the native
norm.

37

Thus,
immediate
repetition
(five or ten
times)  with
auditory
words did not
contribute to
pronunciatio
n
improvement
in terms of
vowel quality
for initial
schwa.

38

Table 6
displays
descriptive
statistics for
the F1 values
of final
schwa for
Test 1 (ten
minutes) and
Test 2 (one
week later).

39

Figure 4
illustrates
the values in
graph form.

40

These
findings
reveal that
no
improvement
in the F1
value of the
final schwa
occurred in
Tests 1 and
2, indicating
that
immediate
repetition
(five or ten
times)  with
auditory
words did not




facilitate

improvement
in final
schwa

pronunciatio
n

41

Table 7
displays
descriptive
statistics for
the F2 values
of initial
schwa for
Test 1 (ten
minutes) and
Test 2 (one
week).

42

Figure 5
illustrates
the values in
graph form.

43

Additionally
, the absence
of a
significant
difference
between the
repeated and
unrepeated
conditions
suggests that
a repetition
effect did not
occur.

44

Taken
together,
these
findings
indicate that
the F2 value
of the initial
schwa  did
not improve
through
repetition.

45

Table 8
shows
descriptive
statistics for
the F2 values




of the final

schwa in
Tests 1 and
2.
Figure 6
46 plots the
values.
These
results
indicate that
the repetition
effect that
occurred in
Test 1 (ten
minutes)
4t lasted for one
week under
the five-
repetition
condition in
terms of the
F2 values of
the final
schwa.
In general,
the
participants’
F1 was
relatively
48 higher  than
the native
norm, and
their F2 was
lower than
the norm.
These
findings
suggest that
because
schwa is
spelled as
<a>, <0>,
49 and <ou> in
the word
stimuli, the
participants
may have

pronounced it
by reflecting
the  one-to-




one
grapheme—
phoneme
corresponden
ce in their L1
phonological
representatio
ns, which is
consistent
with previous
studies (e.g.,
Lee et al,
2006;
Sugiura,
2006).

50

However, it
might not be
immediately
clear  why
orthography
would affect
pronunciatio
n in a test
where the
spelling  is
not provided.

51

Young-
Scholten and
Archibald
(2000)
argued that
adult learners
in a foreign
language
learning
context are
likely to have
had contact
with  written
L2 words
from the
beginning of
learning and
are thus
expected to
pOSsess
orthographic
representatio
ns for words
that they




have already
stored in
their lexicon.

52

This  study
indicates that
the mere
repetition of
auditory
words is only
minimally
effective in
improving
schwa
quality,
suggesting
that
participants
were unable
to
sufficiently
encode the
phonetic
information
available in
the auditory
input and to
restructure
the
preexisting
phonological
representatio
n.

53

However,...

54

..as argued
by
Flemming
and Jonson
(2007), the
final schwa is
intrinsically
more similar
in quality to a
full vowel
than the
initial schwa.

55

Therefore, it
can be
assumed that
even the




Japanese
participants,
whose
language
does not have
a central
vowel, were
able to easily
articulate it.

56

Tomita et al.
(2010) who
investigated
the
pronunciatio
n of schwa
by Japanese
learners with
sufficient
English
ability  has
reported that
one learner
produced a
target-like
schwa in
terms of F1
but not in
terms of F2,
while another
participant
exhibited the
opposite
pattern.

Total : 56
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[EEN

Total Occurrence

1 56

12

18

10
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Table 3.2 Table of Interactive Metadiscourse Total Occurrences

Title of
Journal

Transitions

Frame
Markers

Articles

T|T|T
2134

o -

FIF[F
2134

Endho
poric
Marke
rs
(EM)

Eviden
tials

Code
Gloss
es

To

(EV)

tal

Korean

Findings Section

Learners’Pr
oduction of

-15(2

35

73

English

Discussion Section




Sound
Contrast:
Focusing on
Word-Final
[fland/ ['if
(Lim & Seo,
2016)

=

50

The
Influence of
a Study
Abroad
Teacher
Training
Program on
the
Language
Developmen
t of Korean
Teachers of
English
(Choe,
2016)

[E=Y

13

18

67

Noun Phrase
Complexity
in EFL
Academic
Writing: A
Corpus-
Based Study
of
Postgraduate
Academic
Writing (Liu
& Li, 2016)

(BN

15

11

77

Dialogic
Competence
of Primary
School
English
Teachers in
Online Peer
Coaching: A
Case Study
in South
Korea
(Butler &
Yeum,
2016)

14

58

Enhancing
Critical

19

54




Language
Teacher
Developmen
t Through
Creating
Reflective
Opportunitie
s (Ahmadian
& Maftoon,
2016)

Teachers*
Beliefs
About Task-
Based
Language
Teaching in
Japan
(Harris,
2016)

Examining a
Metacogniti
ve
Instruction
Model
(Kobayashi,
2016)

Findings Section

[a]a]-[-] 14

I

Discussion Section

Students*
Attitudes
Toward
Undertaking
Writing
Activities on
Extensive
Reading (Ro
& Park,
2016)

Identifying
Reading
Strategies to
Teach
Literal,
Reorganisati
on and
Inferential
Comprehens
ion
Questions to
ESL
Students
(Javed, Eng,

12




Mohamed,
& Ismail,
2016)

[ERN

Using
Auditory
Word
Repetition
to Improve
L2
Pronunciatio
n of English
Schwa by
Japanese
Learners:
From the
Perspective
of
Phonologica
| Processing
(Sugiura,
2016)

18

10

[

56

Total

occurrence per

function

o o

»

~

N
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167

105

o
o

Total

occurrence per

marker

191

52

167

105

109

Total
occurrence

624
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