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ABSTRACT

It is noted that in the field of research on discourse and education, most
studies of teaching and learning have focused on discrete elements:
classroom discourse; written feedback; pre-class reading; note-taking, etc.
For some research questions, such an approach is adequate and productive.
However, the present research utilizes an analytical framework developed
from an ecological perspective on learning, language and communication,
which foregrounds a new line of investigation that builds on and can
complement the important work on discrete components of teaching and
learning.

By using an ecological perspective on communicative interaction, this study
describes and analyses the complex system of communication in teaching
and learning of two different disciplines in a UK Higher Education Institution
(HEI). The ecological perspective views communication, of which language
is a major medium and which is central to teaching and learning, as a system
occurring at several levels of complexity simultaneously. Learning in a HEI
module is viewed as complex and integrated, involving a range of
interrelated communicative events that take place over an extended period
around an activity.

This study therefore provides the detailed methodology of using the
ecological perspective of learning, language, and communication to
investigate how knowledge is constructed in humanities and in social science
ii

modules in a HEI. In addition, the findings reveal important but not
immediately obvious aspects of the communication processes and identify
communication problems that can be addressed to facilitate learning.
Specifically, mistakes or misunderstanding in the assignments identified by
the teachers were traced to the academic references, reading notes, lesson
talks, class notes, and supplementary course materials, raising awareness to
the complexity of the communication process in the learning journey.
Misunderstanding or miscommunication of subject knowledge can take place
at various stages in the process. Correspondingly, certain strategies are
suggested to help at specific junctures in addressing the problems and
facilitating learning.
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1. Introduction

In recent decades, there has been a rapid expansion in the Higher Education
sector, due to greater social inclusion policies and increasing numbers of
professions such as nursing, social work and marketing that demand degree
level qualifications (Hyland 2009). According to the Office of National
Statistics, 42% of the UK population aged 21 to 64 had achieved higher
education qualifications in 2017, compared with about 2% in the 1950s (ONS
2017; Hyland 2009). As ever more students enter Higher Education, it is
important to understand how academic communication, that is crucial to
teaching and learning in Higher Education Institutions (HEIs), takes place for
the purpose of constructing knowledge. This is because academic
communication presents considerable difficulties for many students (Hyland
2009). Different disciplines have so many theoretical concepts, practical
skills, terminology, and definitions that students must understand to
successfully navigate their learning. It is vital to know if the knowledge
transfer objectives of teaching staff align with or differ from what students
actually have learned. In order to understand how academic communication
takes place in HEIs, it is pertinent to analyse the discourses created from the
teaching and learning events, as discourses created in lessons, tutorials,
mentoring, and academic references are key forms of knowledge transfer. In
addition, discourses created from pre-class reading, participating (whether
actively or passively) in lessons, and planning and drafting of course
assignments are key forms of consolidation and demonstration of students’
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understanding of their subjects, as well as socialisation of students into
academic practices.

To date, most research on discourse and learning has focused on individual
components such as the role of daily classroom interactions in building
knowledge; the relationship between classroom interaction and situated
learning; and how talk and text contribute to meaning-making. There are
also a few studies that examine the effects of feedback on students’ learning;
how to motivate students to complete pre-class readings, which are
supposed to enhance learning; and how spoken organisational spoken
and/or written cues boost note-taking that in turn raises test achievement.
For some research questions, a focus on a discrete component of teaching
and learning is adequate and productive. Furthermore, many insights
developed through analyses of these discrete components of teaching and
learning are essential in developing research in discourse and learning.

However, learning is ‘an emergent’ and ‘ongoing process’ (Wenger 1998, p.
267). Learning relating to a particular subject may start, for example, with
pre-class readings, and continue through attending lessons, discussing
assignments with the teachers and with people inside as well as outside the
HEI, consulting extra readings (i.e. readings that are not designated for the
lessons but consulted in preparing for the assignments on students’ own
initiative or teachers’ recommendation), planning for the assignment, drafting
the assignment, discussing the draft assignment with the teacher,
incorporating feedback into the final version of the assignment, discussing
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the marked assignment with the teacher, and incorporating any useful
comments in the next assignment of the same module or of another module.
Studying discourse and learning in terms of discrete components may miss
the complexity of the learning process, and hence the importance of certain
learning activities, and how misunderstandings and/or miscommunications
are created in teaching and learning events.

This study aims to fill the gaps of the discrete approach in understanding
discourse and learning by applying another approach: an ecological
perspective on learning, language and communication. Such an approach
foregrounds a new line of investigation that builds on and can complement
the important work on discrete components of teaching and learning.

From an ecological perspective, institutionally based learning in a subject is
viewed as complex and integrated. It involves an ontology of ‘events or field
patterns’ that are ‘systemically integrated and mutually defining’ and
assumes ‘all phenomena are ultimately interconnected’ (Hayward 1995 p.
29-30). By viewing learning in a subject as complex and integrated, an
ecological perspective on learning recognises that learning does not take
place in classrooms only. As described in the example above, teaching in
classrooms is but ‘one of its many structuring resources’ (Wenger 1998, p.
267). In addition, this approach sees all learning as occurring in a context
which is situated and realised through interactions (Green & Dixon 2006;
Garner & Borg 2005). For example, it is probable that lessons by the same
teacher in the same module in two different years give rise to very different
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teacher-class and student-student discussions. The processes of learning
are dynamic and interactional; because the two groups of students are
different, the discourse is different.

Ecological thinking also sees language, which is the predominant medium of
the complex communicative interactions within teaching and learning events,
as ‘complex wholes, focussing on diversity, interaction, process, and
complexity’ (Garner & Borg 2005 p. 121). In other words, this view sees
language as indivisible from its use in the real world for the purposes of
interacting and communicating within a certain community or culture (Garner
2004 p. 38). It provides a theoretical justification for Hymes’ (1971) notion of
communicative competence, that is, the ability to use language effectively for
different purposes in many settings and with a variety of interlocutors.
Hence, when students attend a specific module in their programme, they
learn the complex wholes of disciplinary discourse and practices by reading,
listening, speaking and writing (Hyland 2009; Garner & Borg 2005).

Communication, through which all teaching and learning events construct
new meanings, is a ‘system’ from an ecological point of view (Garner 2016,
p. 15). It consists of ‘joint activity that aims at mutual agreement’ (Garner
2004, p. 79) and ‘occurs at several levels of complexity simultaneously’
(Garner & Borg 2005 p. 124). In addition, ‘it does not consist of discrete
messages, but of a series of overlapping and interrelated meanings’ (loc.
cit.). The meanings constructed are ‘cumulative’ (loc. cit.). Furthermore,

4

miscommunication, ‘far from being a sign of failure, is inherent in all
communication’ (Garner 2004 p. 79).

This study applies the ecological model of communicative interaction to
learning, language and communication. It describes and interprets the
complex system of communication in teaching and learning events within two
different disciplines in a UK HEI. The model views learning in a HEI module
as complex and integrated, involving a range of interrelated communicative
events (Garner & Johnson 2013; Garner & Borg 2005). The present
research also seeks to compare and contrast the ways in which teachers and
students co-construct knowledge in the two different disciplines. By
systematically describing and interpreting how different teaching and learning
communicative events interact, this study may reveal important but not
immediately obvious aspects of the communication processes and identify
communication problems that can be handled to facilitate learning.

According to Garner’s communicative interaction framework (2016, 2013,
2005), each communicative event (e.g. a lesson) comprises a series of
related communicative acts (e.g. the teacher’s many utterances) with a
common communicative purpose (i.e. to enable the students to better
understand the material covered by the lesson). All the communicative
events of a module, which include the whole series of lessons, all the set
readings, and course assignments, form the communicative link (i.e. the
history of mutual understanding that has developed between two or more
parties [Garner 2016, 2013, 2005]) between the teacher and the students of
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that module. Situated between the events and the link is the communicative
constellation: a series of interconnected communicative events involving
multiple media over an extended period around the same focal activity
(Garner 2016 p. 18).

The research question that this study addresses is:

How do the communicative events, involving varied forms of discourse
interact in the teaching and learning in two different disciplinary cultures
within a UK higher education institution?

To answer this question, key communicative constellations are identified by
analysing the data concerning the interrelated patterns of communicative
events that make up the constellations. That is to say, the patterns that
occur within any one communicative event are at least partly determined by
the events that preceded, co-occur with, and are predicted to follow it
(Garner 2016).

This research studies the constellation of various communicative events that
occur before, during, and after the production of course assignments. It
demonstrates the coherent cycle of how students assimilate, consolidate and
display their learning to teachers in a module (Hyland 2009, Bazerman
2004b). In addition, the course assignment represents the product that
unifies various acts and objects (e.g. academic references) in a process that
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leads to a text. The communicative events were analysed to answer the
following sub-questions that explore the relationship between:

1. pre-class reading and the students’ reading notes;

2. reading notes and lesson talks;

3. lesson talks and the students’ class notes (i.e. notes taken during
lessons);

4. the set readings, reading notes, lesson talks, class notes, additional
academic references, and discussions with people inside or outside the
module cohort and (a) the planning and (b) the drafting of the course
assignment;

5. the teacher’s feedback and course assignments.

There are certain characteristics in the research questions that warrant the
adoption of case study, the most widely used in qualitative research in
education, as the approach of inquiry (Yin 2018, Hesse-Biber 2017, Bogdan
& Biklen 2016). First, they seek to describe and interpret the interactions of
different teaching and learning communicative events in two different
disciplinary modules, which are contemporary (i.e. the timeline that runs
through recent past and present). Secondly, they require the tracing over
time of operational processes of which the researcher has little control, and
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the understanding of which involves important contextual conditions. Thirdly,
in order to answer the research questions, a variety of kinds of data needs to
be collected, including documents of various sorts, lesson talks, interviews,
etc.

The modules chosen for the formal study were part of the programmes within
two different disciplines. One was a humanities module: it is denoted as
Module X in this study. The other was a social science module (Module Y).
The reason for conducting a two-case study is that it validates, more
convincingly than a single-case study, the robustness of the theoretical
framework (Yin 2018).

In order to test the research framework outlined above and to gain some
insights for the project design, the researcher conducted informal
observations of three lessons of one postgraduate module (Module P) in a
social science department. The data collected from the informal pilot
observations were not as comprehensive as those collected from the case
studies in the main study. Nonetheless, some elements of the available data
are useful as additional examples of disciplinary discourse to be compared
and contrasted with data collected from the other two disciplines for the
project.

Participants in the study included the two teachers and a total of four
students from Modules X and Y (main study) and one student from Module P
(pilot study). One female native English-speaking student participant was
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recruited from Module X. Three female native English-speaking student
participants were recruited from Module Y: two third-year students and one
was second-year student. The participant from Module P was a male native
English-speaking student.

Intertextual analysis was used to analyse the relationships between different
discourses created from the constellation of interrelated communicative
events around the production of the course assignment. These included the
set readings, extra readings, reading notes, lesson talks, class notes,
planning of the assignment, drafting of the assignment, teachers’ written
feedback, and various discussions.

Intertextuality analysis is an appropriate tool for examining the relationships
between different teaching and learning events in the study. This is
because, in the constellation of communicative events that appear as both
talk and texts before, during, and after those events, intertextuality occurs
and has a range of potentially profound effects on individuals, activities and
encounters (Rock et al 2013). As spoken and written discourses are
mediated through a series of interconnected teaching and learning events
over an extended period, segments of those discourses are extracted from
their immediate interactional contexts: this is called entextualisation (Bauman
& Briggs 1990). For example, students take notes of what they think is
important from the teacher’s talk and teacher-class discussions. The
extracted text is decontextualised and can take on an autonomous meaning
in a new setting (e.g. notes about the lessons), which is called
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recontextualisation (Rock et al 2013). A long chain of successive
recontextulisations takes place across the constellation of teaching and
learning events (Rock et al 2013, Garner & Johnson 2013). Intertextual
analysis thus enables the researcher to analyse the roles of both talk and
texts, to arrive at as full as possible a picture of how learning and teaching
are co-constructed by the participants, and of the outcome in terms of
academic knowledge.

As Prior (2004) observes, by analysing the relationships between a particular
text such as a course assignment with other texts and talks, the ‘structure of
participation’ in the production process of the text under analysis can be
revealed (p. 170). For example, the different versions of a draft assignment
may show how the students incorporate the input from the teachers or from
other people on the previous draft. Nonetheless, Prior recognises that it is
impossible for intertextual analysis to trace the origin of every sentence in a
text. Even for the part(s) of the text that can be traced, the trail of history
uncovered may consist of interpretations and human memory that cannot be
verified or ascertained.

This study demonstrates the detailed methodology of an ecological
perspective on learning, language, and communication for investigating how
knowledge is constructed in a humanities and a social science module in a
HEI. The findings also reveal important but not immediately obvious aspects
of the communication processes and help to identify communication
problems that can be addressed in order to facilitate learning.
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The dissertation is structured as follows. Chapter 2 reviews the extensive
research relevant to discrete teaching and learning events, and the research
into the interactions of different forms of discourse occurring in those events,
which is by contrast very limited in scope. Chapter 3 describes the
theoretical framework of the ecological perspective on learning, language,
and communication, and examines intertextual analysis as the primary
research instrument of this study. Chapter 4 lays out the methodology of the
study, including the philosophical paradigm that informed the research
approach, the research methods, what data and how it was collected, as well
as the procedures of data analysis. Chapter 5 is divided into two parts. Part
1 answers the research question and sub-questions by analysing the
relationship between different teaching and learning communicative events
that took place in pre-class readings, lesson talks, preparation of course
assignments, and teachers’ feedback on the assignments. Part 2 explores
how different teaching and learning communicative events interact through a
case study of one person, Student Y1. The analysis started from Y1’s
submitted assignments and traced back to Y1’s set readings, reading notes,
class notes, and draft essays to see the interactions of different discourses.
Chapter 6 discusses the main findings in terms of the construction of
knowledge in different disciplinary cultures, problems observed in the
interaction of communicative events within constellations, and practices
conducive to learning in the interaction of communicative events within
constellations. The chapter also explores the implications of the findings.
Chapter 7 is a brief summary and conclusion.

11

The definitions of the terms used in this study are shown in Appendix 59.
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2. Literature Review

2.1 Introduction

The research area of the present study is discourse analysis in institutional
settings, which is situated in the discipline of applied linguistics. Specifically,
the research focuses on the interactions of communicative events, utilising
different forms of discourse that occur in teaching and learning events in two
different disciplines in a UK Higher Education Institution (HEI). These events
include doing pre-class reading, attending lessons, taking notes during
lessons, preparing course assignments by reading academic references and
discussing the assignments and/or the academic references with people
inside and outside the HEI, drafting and submitting the course assignments,
as well as receiving feedback from the teacher.

The research focus originated from an example given by Garner (2016) in
the draft of an unpublished textbook on ‘Language as Communication’. In it,
the author stated that a single, specific activity or happening is in fact
preceded or surrounded by a number of different communicative events.
The example he provides is an essay written by a student in an
undergraduate or postgraduate course. The assignment starts with a
communicative event which consists of individual communicative acts: the
teacher distributes an assignment guidelines, which specifies the topic(s),
the length, the deadline for handing in the essay, together with some
guidance and some suggested readings that the student can use to
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complete the assignment. It is followed by a series of other events, such as
the student consulting some of the suggested readings and making some
notes (several events); the student discusses his/her ideas with fellowstudents (several conversation, each one an event); the student writes a
draft outline and meets with the teacher to discuss it (2 events); after the
submission of the essay, the teacher returns it with some written feedback (2
events); the student makes an appointment to discuss the feedback with the
teacher (2 events). According to Garner, while each event looks
independent, the linguistic pattern of each event is somewhat interrelated
and they affect each other. In addition, through the essay, which is a form of
discourse, the student consolidates and displays their learning of the subject
concerned to the teacher (Hyland 2009 p.2).

Expanding the example to include the communicative events of the student
doing pre-class reading assigned by the teacher and making the reading
notes, attending the lesson and making class notes, as well as all other
events take place in preparing for the course assignment, sheds light on how
knowledge is constructed through the interactions of the different forms of
discourse created by those events.

This chapter commences with an overview of discourse analysis in
institutional settings. It then reviews the extensive empirical research
relevant to discrete teaching and learning events mentioned above such as
pre-class reading, classroom discourse, note-taking, collaborative learning,
and written feedback. The chapter then reviews the research into the
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interactions of different forms of discourse occurring in those events, which is
by contrast very limited in scope.

2.1.1 Literature selection criteria

Since the focus of this research is the interactions of different discourses that
take place in the teaching and learning events of a UK HEI, studies on
discourse analysis in institutional settings, and studies on applied linguistics
in the areas of pre-class reading, classroom discourse, note-taking,
collaborative learning, feedback provide the relevant literature reviewed in
this chapter. The most up-to-date and relevant literature that was written in
English and readily available was included in the review. However, some
earlier seminal work was also included (e.g. Drew & Heritage 1992 on
institutional discourse, Sinclair & Coulthard 1975 on classroom discourse).
Such references contain invaluable insights that more contemporary
research is based upon and are cited frequently in academic research. Only
publications that are in English were included because this language is
mostly used in research internationally.

In addition to relevant findings from previous research, the reviews identify
methodological insights that informed the present study, along with gaps in
the research that the study may help to fill.
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2.2 Discourse and discourse analysis

Discourse is a complex concept because it has been defined from different
theoretical perspectives in various disciplines (Fairclough 1992). It usually
involves the use of language, but sometimes also include other sign systems
(Ivanic 1997).

Fairclough (1992) divided the use of the term ‘discourse’ into two general
categories: linguistics-related or social-theoretical-related. In the former
category, ‘discourse’ refers to extended samples of spoken or written texts
that are the products of the processes of text production. It also refers to
specific ways that language is used in different contexts such as ‘academic
discourse’, ‘medical discourse’, etc. In the latter category, ‘discourse’ refers
to different ways of reflecting and constructing social entities (e.g. mental
illness, literacy) as well as positioning people as social subjects in relations
(e.g. doctors, patients). Within this context, discourses are manifested in
certain ways of utilising language and/or non-language symbols such as
visual images.

In broad terms, discourse analysis is ‘a view of language at the level of text’
and in use (Paltridge 2012 p.7). The purpose is to see:

how people achieve certain communicative goals through the use of
language, perform certain communicative acts, participate in certain
communicative events and present themselves to others. (loc. cit.)
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Within that scope, however, more specific definitions of discourse differ: they
arise from different issues and entail different approaches to analysis
(Hyland 2009; Fairclough 1992).

Linguistically focused discourse analysis largely employs a textual approach
informed by pragmatics, and therefore adopts an activity-centred perspective
on language (Hyland 2009). It recognises ‘language-in-use’ as a relevant
object of analysis and aims to find out organisational and structural
properties of dialogue such as turn-taking, openings and closing in
conversations, or of written texts (Hyland 2009; Fairclough 1992). It also
emphasises the interaction between interlocutors or between writers and
readers; the production and interpretation of speech and writing; and how
language use differs in terms of situations and contexts (Fairclough 1992).
Moreover, linguistic signalling and organisational patterns can be utilised to
interpret texts and help to understand the ways texts are produced and used
(Hyland 2009).

Discourse analysis informed by social theories mainly involves a contextual
or critical approach that focuses on the social effects of discourse or how it
works to form social, cultural and institutional phenomena. That is to say, it
investigates people’s different ways of using language day in and day out,
collectively with other aspects of social practices, in creating daily activities
and institutions, as well as connecting the present with the past and the
future (Hyland 2009; Fairclough 1992).
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Nonetheless, Fairclough (1992) argues that a textual approach to discourse
analysis does not exclude the contextual and/or the critical approach,
because all language in use is socially situated. Its social meanings and
functions must be understood in addition to the analysis of its textual
features. Fairclough shows how the processes of producing and interpreting
a written or a spoken text are intertwined with the institutional and social
conditions in which the participants are situated (Ivanic 1997; Fairclough
1992).

The present study adopts a relatively narrow definition of discourse as
involving spoken and written language. It takes the view of discourse as the
‘social construction of reality’ that sees:

texts as communicative units which are embedded in social and cultural
practices; texts we write and speak both shape and are shaped by
these practices; discourse is shaped, as well, by the discourse that has
preceded it and that which might follow it (Paltridge 2012 p. 7).

2.3 Discourse analysis in institutional settings

The interest in understanding the dynamic of institutions and their discourses
has a long-standing history (Mayr 2015; Sarangi & Candlin 2011;
Gunnarsson et al. 1997; Drew & Heritage 1992). Many of the studies in
institutional discourse have been concerned with ‘the ways in which
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language is used to create and shape institutions and how institutions in turn
have the capacity to create, shape, and impose discourse on people’ (Mayr
2015 p. 755).

According to Sarangi & Candlin (2011), the literature on institutional
discourse started to accumulate in the mid 1970s and can be broadly
grouped under three categories. The first category relates to the descriptive,
genre-based studies of talk and text focusing on specialised registers,
linguistic and metalinguistic features, drawn mainly from the academic arena
(e.g. Limberg & Locher 2012; Hyland 2009; MacDonald 1994). The second
category includes interpretation of talk and interactions in workplace settings
such as doctor-patient consultations, court proceedings, interviews (including
jobs and news), request and giving of information and advice, etc (e.g.
Limberg & Locher 2012; McHoul & Rapley 2001; Sarangi & Roberts 1999;
Drew & Heritage 1992). In more recent years, a third category of studies that
involve close collaboration between discourse analysts and members of
various professions comes into being (Sarangi & Candlin 2011). For
example, forensic linguistics moves applied linguistics towards a more
engaged and interventionist position in collaborative research with the law
profession (Shuy 2011; Coulthard 2011).

In their seminal work, Drew & Heritage (1992) describe the characteristics of
institutional discourse as: social interaction and language use in a variety of
institutional contexts; task-related; involvement of at least one participant
who represents a formal organisation; participants who interact in the
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institution are aware of the context-specific ‘goal orientations’, ‘particular
constraints’, and ‘inferential frameworks’ (p. 22). They also argue that
institutional interactions may take place in a specific institutional setting (e.g.
a clinic, police station, school); or in locations not typically regarded as
‘institutional’ (e.g. home). Hence, interactions are institutional ‘insofar as the
participants engage in and accomplish institutionally relevant activities’ (Drew
& Sorjonen 2011 p. 193) and in so doing, their ‘institutional or professional
identities are relevant to the work activities in which they are engaged’ (Drew
& Heritage 1992 p. 3-4).

A further distinction has been made between ‘institutional’ and ‘professional’
discourse (Mayr 2015; Sarangi & Candlin 2011; Koester 2010; Sarangi &
Roberts 1999). A professional is someone who engages in an occupation
that requires specialised knowledge and training (Koester 2010). An
institution, on the other hand, is associated with ‘systems, regulations and
the exercise of authority’ (Koester 2010 p.6). Professional discourse thus
comprises the interactions that the professionals conduct with their ‘clients’ in
carrying out their routine duties and responsibilities (e.g. doctor-patient
consultations, lecturers giving lectures), whereas institutional discourse is
constituted by communicative practices that are endorsed by the institution
(e.g. assignments of a university course, various types of meetings and
record-keeping in an institution) (Mayr 2015; Sarangi & Candlin 2011;
Koester 2010; Sarangi & Roberts 1999). The two types of discourse can
overlap in a single situation, for example, professional examinations that are
used to certify professionals and set benchmarks for professional practices
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(Koester 2010). Another example is performance appraisal meetings where
speakers orient to both professional (e.g. knowledge and skills related to the
job or position) and institutional concerns (the goals of the institution)
(Koester 2010). However, tension may exist between institutional and
professional discourse within a given socio-political context, both historically
and contemporarily (Sarangi & Candlin 2011; Koester 2010). For example,
in order to distribute limited healthcare resources, the institution may
categorise risk from low to high against certain criteria (Sarangi & Candlin
2011). Such prioritisation practices may be rational from an institutional
perspective, but they could be contested by healthcare professionals and
patients (Sarangi & Candlin 2011).

Institutional discourse has been studied from the perspectives of different
disciplines, including, sociology, anthropology and linguistics (Mayr 2015;
Koester 2010). The methodological tools and research methods that have
been frequently applied range from ethnographic research such as narrative
accounts, categorisation; to discourse analytical studies such as critical
discourse analysis; to interaction analysis, conversation analysis and genre
analysis (Sarangi & Candlin 2011; Koester 2010).

The focus of institutional discourse studies can be situated on a continuum
from those that are more concerned with the interaction order to those
concerned with the institutional order (Koester 2010 p. 10). The former
involve ‘micro-level’ studies that look at how participants of institutions
interact (through both talk and text) in given situations. This type of studies
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describes and interprets how institutional discourse is constructed over time
and in situ, for whom, for what needs and why it has been formed the way it
is (Gunnarsson et al. 1997; Drew & Heritage 1992). By describing,
examining, and explaining the institutional discourse, it can be seen whether
institutional discourses are maximally functional, in whose interests they are
formed and whether there are more effective communication models for
various institutional practices (Drew & Sorjonen 2011; Gunnarsson et al.
1997). Studies that are focussed on institutional order concerns tend to
conduct ‘macro-level’ analysis of the power dimension and interface of
professions and state (e.g. the acquisition of specialist knowledge through
the recognition of bureaucracy and government policies) in the social
contexts where institutional interactions occur (Mayr 2015, Koester 2010,
Sarangi & Roberts 1999). Furthermore, discursive analysis of the interactive
engagements at the micro-level may produce evidence and questions which
can affect the direction and organisation of more institutionally macrooriented policy related research (Sarangi & Candlin 2011). The collaborative
and mutually informed research between clinicians and health policy makers
is a case in point (Sarangi & Candlin 2011).

In the past, research on institutional discourse that examined talk-ininteraction was commonplace, as it is ‘the means by which the participants
perform and pursue their respective institutional tasks and goals’ (Drew &
Sorjonen 2011 p. 191). Nonetheless, other modes of communicating and
forms of language, such as written documents, email, text messaging, social
media, the Internet, video conferencing and other communicative
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technologies also play an important role in institutional interactions (Mayr
2015; Drew & Sorjonen 2011). In many types of institutional interactions,
reference to and the manipulation of different kinds of documents, physical
objects, and visual semiotic choices are central. Consequently, in specific
institutional interactions there may be interplay between these various modes
of communication, for instance between the talk and other forms of
technologically mediated and socially relevant information (Mayr 2015; Drew
& Sorjonen 2011). The research reported in this study focuses on the
interaction of different teaching and learning discourses, in preparation of the
course assignments, that are mediated through emails, face-to-face lectures
and tutorials, and written documents.

The institutional setting of the present study is a higher education institution
(HEI) in the United Kingdom. The interactions in HEIs are institutional
because the main participants of the HEIs, that is, academics and students,
collaboratively engage in activities like teaching, learning, and researching
for context-specific goals, that is, knowledge construction and creation. In
addition, such activities simultaneously construct the social roles and
relations between the main participants that maintain the HEIs. Furthermore,
academics and students in the HEIs are conscious of the fact that the ways
in which they think, speak, write, and comprehend subject knowledge are
specific to those institutions.

The following sections review the extensive empirical research relevant to
discrete teaching and learning events and then review the more limited
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research into the interactions of different forms of discourse occurring in
those events.

2.4 Pre-class reading and learning

Teachers in HEIs commonly assign pre-class reading to introduce the
background information, terminology, and/or concepts of the topics that they
intend to cover in the upcoming lesson (Starcher & Proffitt 2011; Tomasek
2009), so that students’ understanding of the information presented in class
can be increased, and more time can be saved to move beyond content
delivery to application (Sharma 2019; Manarin 2019). The reading materials
can also enable the students to become more interactive with the teacher as
well as with their peers during class discussions (Hovland 2019; St ClairThompson et al. 2018; West 2018; Kerr & Frese 2017; Starcher & Proffitt
2011; Tomasek 2009). However, the number of students in higher education
actually completing these readings is low (Sharma et al. 2019; St ClairThompson et al. 2018; West 2018; Starcher & Proffitt 2011; Tomasek 2009).
Studies show a consistent pattern: only about 20-30% of university students
completed assigned readings (Seaboyer & Barnett 2019; St Clair-Thompson
et al. 2018; Kerr & Frese 2017). Several reasons have been cited for the
poor compliance. The first is the lack of student motivation (Manarin 2019;
St Clair-Thompson et al. 2018; Kerr & Frese 2017; Starcher & Proffitt 2011).
Most college students who failed to undertake the pre-class readings found it
time-consuming, hard work, and boring (Starcher & Proffitt 2011). Secondly,
the students’ reasons for taking a particular module may affect the amount of
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effort they are willing to put in. If the module is a mandatory requirement for
the programme, and/or if they simply want to pass in order to gain the
necessary credits, they may decide to do it with minimal effort and not read
the text (Starcher & Proffitt 2011). Thirdly, some researchers hypothesised
that students who are self-regulated (i.e. have high need for cognition; have
mastery goals to increase competence; and/or are self-motivated) are more
likely to engage in pre-class reading assignments (Starcher & Proffitt 2011).
Fourthly, students see a weak relationship between course reading and
academic success (Manarin 2019; Seaboyer & Barnett 2019). The faculty
who do not discuss the assigned reading interactively, and do not use it
during the lesson or in assessment tasks may be partially responsible for
students’ failure to read before the lesson (Manarin 2019; Starcher & Proffitt
2011). Fifthly, students may not be confident enough to attempt or complete
the set readings, particularly when they face difficulties in comprehending
complex and dense academic texts (Sharma 2019; St Clair-Thompson et al.
2018). Finally, competing demands (e.g. employment, family needs, social
activities, personal issues) may limit the amount of time and energy that
students can allocate to pre-class reading (Sharma et al. 2019; Manarin
2019; St Clair-Thompson et al. 2018; Starcher & Proffitt 2011).

Faculty have adopted different categories of strategies to promote pre-class
reading. The first category is activities during lessons to gauge students’
preparation, such as written or oral quizzes, student presentations, and
group discussions of the readings (Hovland 2019; Sharma 2019; Kerr &
Frese 2017; Starcher & Proffitt 2011). Quizzes in particular are found to be

25

effective in generating significantly higher rates of pre-class reading (West
2018; Starcher & Proffitt 2011). Another type of in-class activity that
motivates reading is communication from the teachers on the importance of
pre-class reading, and on how to read effectively and focus on the important
ideas (West 2018; Kerr & Frese 2017). The second category is activities
involving student preparation prior to the lesson including writing reading logs
or notes, chapter summaries or outlines, doing end-of-chapter questions,
completing quizzes or responding to discussion questions (West 2018; Kerr
& Frese 2017; Starcher & Proffitt 2011). Alternatively, students are
requested to pose reading questions to the teacher after finishing the preclass reading (Kerr & Frese 2017; Starcher & Proffitt 2011). Question-based
approaches are claimed to be more effective than quizzes because the
former approach involves the students evaluating their own understanding
whereas in the latter approach, it is the teacher who evaluates the students’
understanding (Starcher & Proffitt 2011). The ability to assess one’s own
understanding of a subject is essential in self-regulated learning that is
expected in higher education (van Koll & Rietz 2016 p. 385; Pellegrino 2006;
Perkins 1993). Blerkom et al. (2006) provide evidence that, by comparison
with students who made reading notes by copying and/or highlighting the
materials from the pre-class reading, students who used the question-based
approach achieved better results in the subsequent exams. The third
category is a combination of in-class and prior-class activity (Hovland 2019;
West 2018; Starcher & Proffitt 2011). For example, Starcher & Proffitt 2011
suggested that for especially difficult material, students form small groups of
two to three people and summarise a few paragraphs of the reading text
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before the lesson. The short summaries can then be shared sequentially
during the lesson so that every student will have some idea what the whole
text is about.

Apart from low compliance, teachers in HEIs are concerned about their
students’ lack of critical or deep reading abilities (Hovland 2019; Seaboyer &
Barnett 2019; West 2018). Hovland (2019), citing a recent study, found that
over one-third of undergraduate students across year levels scored at or
below 50% on critical reading skills. The lack of critical or deep reading
abilities prevents students from working effectively in different disciplines or
getting deeper and more nuanced reasoning about the texts as they read
only partially and superficially (Hovland 2019; Seaboyer & Barnett 2019;
West 2018).

Critical reading aligns with the theoretical model of reading being a meaningmaking process (Tompkins et al. 2014). Based on this theoretical model,
students construct or negotiate meaning while reading through a combination
of information from the text they are reading as well as from their personal
background knowledge. In addition, the model includes ‘an executive
function’ that enables the student to cognitively determine whether what is
being read justifiable and solve any problem in the process (Tompkins et al.
2014 p. 12). Furthermore, meaning-making or interpretation in reading is
individualised because each student possesses different background
information (loc. cit.).
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Initiatives have been taken to promote critical reading among university
students. Hovland (2019) uses a combination of conflicting readings on
subject topics, pre-class reading logs, and in-class small group exercises
(e.g. concept maps, close reading, formulation of descriptive and analytical
questions about the reading) to effectively improve reading practices. West
(2018) suggests weekly written assignments that are open-ended and
require students to express their understanding in original wordings elicit
different ways of thinking about text, provide incentive to read, support critical
reading, enhance students’ comprehension, and improve the quality of class
discussion. Tomasek (2009) attempts to promote critical reading by using
prompts so that instead of focusing on the facts and details of the reading
texts, the students are more able to connect personally with the texts,
assimilate their content, and respond to the ideas in them, as the prompts
direct the students to read critically and to think through the content of the
texts as they read. The benefits of using prompts cited by Tomasek (2009)
include better prepared teachers in conducting the class discussion and/or
activity, as well as in delivering the course content during lessons; better
engaged students during class discussions as they are better prepared by
giving written responses to the prompts; and promotion of critical reading
habits among students. Of the three initiatives that are reviewed in this
section, reading prompts seem to take up less time for the busy teachers and
students, and demand less trade-off for knowledge application during class.

In summary, the research literature shows that pre-class reading is regarded
by most teaching staff as a way of engaging students in learning. However,
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two major problems are encountered: low compliance and ineffective
reading. Various reasons have been identified and some strategies
proposed that may encourage greater compliance and more effective preclass reading.

By contrast, there seem to be no studies of post-class

reading, which is arguably equally important as, if not more important than,
pre-class reading. Students may not understand or misunderstand the
course readings before the lessons but are able to understand them better
after the lessons, which in turn may affect the quality of their course
assignments. As shown in Chapter 5, by examining the relationship between
students’ pre-class readings and their reading notes, as well as how reading
notes affect students’ course assignments, the findings of the present
research shed some light on the role of post-class reading in learning.

2.5 Classroom discourse and learning

Research into classroom discourse typically treats it as 'talk-in-interaction':
verbal and non-verbal behaviour in everyday life to organise social activities
(ten Have 2007). For example, de Mejia (2006) writes:

[T]he contexts for teaching and learning are not taken as given but as
being constituted in and through everyday discourse practices and
interactional routines and therefore continually open to change and
negotiation. Meanings are seen as being situated, moment by
moment, in the ongoing flow of talk-in-interaction (p. xiii)
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Within this framework, researchers have different foci: some describe and
explain how spoken interaction or discourse practices in daily classroom
activities contribute to language socialisation or to the construction of
participants’ identities; others investigate the part played by everyday
classroom interactional practices in the construction of knowledge (de Mejia
2006).

Sinclair & Coulthard (1975) examine the linguistic aspects of teacher-student
interaction in order to produce a descriptive system of classroom interaction.
The authors develop a model of classroom discourse using speech act
theory and draw attention to form-function relationships (i.e. whether an
utterance is a statement, a question, a command, or a response). They
identify a typical three-part exchange structure of classroom discourse called
the Initiation-Response-Feedback (IRF) sequence (Anward 1997 p. 128;
Sinclair & Coulthard 1975 p. 26). It consists of an initiation by the teacher,
followed by a response from the student, and then followed by the teacher’s
feedback to the student’s response (Sinclair & Coulthard 1975). Each
initiation by the teacher is presented as an elicitation which is responded to
by a reply, or it is presented as a directive which is responded by ‘react’ (i.e.
action that is required such as ‘acknowledge’), or it is presented as an
informative which is responded to by ‘acknowledge’ (i.e. a verbal or nonverbal signal which confirms that the student is listening and understanding).
The third part of the sequence – feedback – represents the teacher’s
evaluation of the student’s response, which is of vital importance to the
students because the purpose of a teacher asking a question is to know
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whether the students know the answer. The students therefore need to
know whether they have got the ‘correct’ answer. The evaluation or
feedback also creates a basis for the lesson to proceed.

Anward (1997) demonstrates that the teacher, via the IRF sequence, is the
only participant who controls the establishment of the discourse in the
classroom. He argues that classroom discourse, as a subgenre of
institutional discourse, can be distinguished by the varying patterns of
interaction between participants (i.e. teacher and students) and classroom
discourse is linked to the functions of utterances as ‘activity talk, ‘topic talk’,
and ‘text talk’ (p. 131, 134, 136).

The purpose of the activity talk in the classroom is threefold; to identify:

(i)

the current activity in the current and next phases,

(ii)

the current and next topics within the activity, and

(iii)

the current and next speaker.

Using the classroom discourse from a lesson in the fifth grade, Anward
shows that the teacher is the only participant who establishes activity facts.
Anything spoken or written about the activity in class by the teacher is a fact,
whereas any such thing done by a student is only a proposition, which must
be endorsed by the teacher to become a fact. For example, at the opening
of the first lesson of a subject, the teacher usually briefs the class about the
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scope of the subject, and then the topics that will be discussed during that
specific lesson.

Topic talk is the current object being talked about in the activity and is used
to establish ‘truths’ – the content of the topic being discussed is accepted by
the participants as true (Anward 1997, p. 134). For example, after some
discussion during a science lesson, ‘truths’ about space were established: it
is dark in space; space is full of stars (loc. cit.). The teacher is always the
participant who takes the final turn in the ‘truth-establishing sequences’ and
is the only person in the classroom to establish truths about the topics being
talked about (Anward 1997, p. 135). Finally, text talk is the establishment of
truths worth saving as results of an activity. In the primary school science
lesson, another truth was established: Earth is part of the solar system. The
teacher puts it on the blackboard and the students are later required to fill in
the names of different planets (including the Earth) in an exercise. The truth
of ‘Earth is part of the solar system’ constitutes part of the text that needs to
be learnt in the lesson.

The IRF sequence is a dominant pattern of classroom discourse. It consists
of focused questions, expected answers, simple feedback, and is mostly
controlled by the teachers. This is criticised by researchers as a monologic
recitation script in which students are constrained in the expression of their
ideas or perspectives, and wasting substantial discursive and cognitive
potential of teacher-student exchanges (Alexander 2018; Molinari et al.
2013). This sequence is contrasted with dialogic discourse that promote
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‘reflexive thinking, intellectual curiosity, and exploration of alternatives’
(Molinari et al. 2013 p. 415). Molinari et al. (2013) argue that the IRF
sequence may, however, be lengthened by a number of exchanges and
engage more than one student.

In order to investigate the conditions under which the IRF pattern may direct
the interaction ‘towards different forms’ and give the exchanges ‘a variety of
meanings’, Molinari et al. (2013) carried out a sequential analysis of
classroom discourse in three Italian primary schools (p. 415). Four types of
sequences are identified: dialogic, monologic, co-constructive, and
scaffolding. Except for the monologic sequence, all other three sequences,
especially the co-constructive sequences, were found to facilitate the coconstruction of knowledge and actively engage students in the classroom
discourse. Indeed, the findings of this study (see Chapter 6) show that
‘dialogic’ and/or ‘co-constructive’ classroom interactions did not only engage
students actively in discussions during lessons; they tend to minimise
instances of misunderstanding or miscommunication as meanings were
negotiated.

Molinari et al.’s work in fact reflects the growth of interest since early the
2000s in dialogic teaching that aims to maximise the positive effects of
teacher-student interactions (Mercer & Dawes 2014). The term has been
introduced, researched and developed by Robin Alexander since 2001 with a
focus on identifying and promoting those forms of interactions that
encourage and enable students to actively engage and have a marked
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presence in classroom talk (Mercer & Dawes 2014; Alexander 2018, 2017).
Nonetheless, he sees dialogic teaching in terms of a spectrum of talk
strategies that encompasses ‘traditional forms’ such as rote, recitation,
instruction and exposition which have to be used purposefully, cumulatively
and in balance with other types of talk including discussion, argumentation
and dialogue (Alexander 2018 p. 591). The rationale is that there will be
times when contexts and purpose of lesson content are better communicated
through authoritative talks or explanations; but the students are prone to
retain and transfer their learned knowledge of a topic if they can be guided to
articulate their own ideas or discuss, argue, and reason with their
classmates, as well as gain feedback from their teacher (Boyd et al. 2020;
Mercer & Dawes 2014).

Abundant evidence from extensive research testifies that when teachers and
students contribute substantially to a given theme and make certain dialogue
strategies recurring practices, students’ engagement in classroom and
learning gains (as shown in academic outcomes) are obvious (Alexander
2018, 2017; Mercer & Dawes 2014).

At the same time, some researchers postulate that peer group interaction
and dialogue during class can promote learning as students may feel more
comfortable and/or more confident to express their ideas to their classmates
(Hardman and Hardman 2017). In addition, collaborative problem-solving
tasks trigger complex coordination processes during which students
experience harmonic and dissonant communication in making sense of the
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task and working towards a solution (Beraldo et al. 2018). By using
collaborative group work, Barnes & Todd (1995) explored the merits of
student talk. The authors propose that such types of group work decentralise
classroom communication that is usually dominated by the teacher, and
thereby enables more students to participate in and practise academic
discourse (e.g. exploring, sharing, comparing, negotiating meaning, arguing).
However, research by Mercer and Littleton (2007) found that the paired and
group talk that takes place during class has relatively low educational value
because students may not know how to talk effectively together or think
collectively. The authors suggest that training is needed to help students to
develop specific dialogic strategies for those purposes.

The research reviewed above investigated discrete events of classroom
discourse. However, other theories, supported by empirical evidence, show
attention should be given to examining classroom discourse across time and
how it functions as part of a whole pedagogic design, rather than as discrete
teaching and learning events (Boyd et al. 2020; Mercer & Dawes 2014).
Boyd et al. (2020) demonstrate that when minilessons (i.e. teacher-fronted
and monologic telling) are devised to connect previous and on-going work,
as well as to build on students’ ideas on a recurrent basis; students
‘experience purposeful, dialogically organised instructional design’ (p. 597).
Mercer & Dawes (2014) cited research highlighting the shared knowledge
that has been accumulated between the teacher and the students through a
series of lesson talks and class activities can significantly affect the ‘meaning
and function of a question’ posed by the teacher (p. 436).
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Likewise, many important social processes such as social identification and
social actions, cannot be understood by analysing single speech events, but
by analysing pathways across connected events, through which those
processes take place (Wortham & Kim 2017; Worthem & Reyes 2015).
Worthem & Reyes (2015) analysed pathways across linked speech events
that took place in the classroom to demonstrate how the identity of a 9th
grade US schoolgirl changed throughout the academic year. During a few
months of the year, when the curriculum described relations between the
individual and society, several linked events established her as a disruptive
student who separated herself from others by taking contradictory positions
and refusing to collaborate in productive classroom discussions. When the
curricular materials addressed questions of authority and exploitation, the
schoolgirl acted as a principled dissenter, foregrounding power relations and
exploring resistance to authority.

This section has reviewed research into the relationship between classroom
discourse and learning. The IRF sequence was first identified as the
dominant interaction pattern in the classroom. Following this model, later
research examined how the teacher controls the activities, topics, and texts
during a lesson, as well as how variations of the IRF sequence facilitate
dialogic discourse that promotes learning. Some research further
investigated positive effects on learning when classroom discourse takes the
form of student-student discussions. Whilst these researchers analyse
classroom discourse in terms of discrete events, some recent researchers
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analyse it through a series of events that are linked by a focal idea, object, or
person. The present study adopts this approach by viewing classroom
discourse as one of the communicative events in a constellation of teaching
and learning events (see Chapter 3). Within this communicative model, the
study describes how the discourse is shaped by different academic
disciplines, students’ academic levels, and expected learning outcomes,
which in turn affects the way in which knowledge is co-constructed by the
teachers and the students.

2.6 Note-taking and learning

A great majority of college students take notes during lessons (Luo et al.
2018; Jansen et al. 2017); a study by Palmatier & Bennet (1974) found that
96% of them felt that note-taking (including notes taken during lessons and
reading notes) was essential to success in college. Subsequent research
also documents the facilitating role of note-taking in college students’
academic attainment (Jiang et al. 2018; Luo et al. 2018). Nonetheless, there
are research studies suggesting that many students do not fully benefit from
the encoding effect of taking notes or the external storage effect of reviewing
notes because they miss the points that they should be noting down (e.g.
Machida et al. 2018; Jansen et al. 2017; Kiewra 1989). The encoding effect
enables the students to have a deeper processing of the lesson or reading
materials when they are taking notes, whereas the external storage effect
provides students with available notes for revision or review when preparing
for examinations or course assignments (Jiang et al. 2018; Luo et al. 2018;

37

Machida et al. 2018; Jansen et al. 2017; Olive & Barbier 2017; Kobayashi
2006). Most college students are reported to record less than half of the
lesson materials that were important or were asked about in the
examinations (Machida et al. 2018; Baker & Lombardi 1985). This is
understandable because note-taking is a complex behaviour that requires
cognitive effort and resources (Jiang et al. 2018; Luo et al. 2018; Olive &
Barbier 2017; Jansen et al. 2017). The processes that note-takers need to
go through when taking notes during lessons include: to comprehend the
semantic meaning of the teacher’s talk; to filter the important information
from the talk; to organise previously acquired knowledge; to assimilate newly
processed knowledge with prior knowledge; to write down the relevant class
notes (Jiang et al. 2018; Makany et al. 2009). Some students may be
cognitively overloaded during the processes and miss the points they should
be taking (Jansen et al. 2017; Titsworth & Kiewra 2004). The consequence
of incomplete notetaking may be relatively lower achievement; some
research has found that academic results are positively correlated with how
comprehensive (in terms of quantity and content) the class notes are taken
(Jiang et al. 2018; Luo et al. 2018; Titsworth & Kiewra 2004). A line of
research was therefore opened up, aiming to use organisational spoken or
written cues to improve the quality and to increase the quantity and of
students’ notes taken during classes, which in turn should raise academic
achievement (e.g. Titsworth & Kiewra 2004; Titsworth 2001; Scerbo et al.
1997; Kiewra et al. 1995, 1991a, 1991b; Baker & Lombardi 1985; Locke
1977).
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The theoretical support for organisational spoken and/or written cues derives
from Mayer’s learning model (2014,1996). This model stipulates that
learning takes place as learners select the relevant material in a lesson,
organise it in their working memory, and integrate it with the knowledge
stored in the long-term memory that they obtained previously.
Organisational spoken and/or written cues provide students with signals in
selecting the relevant details from the appropriate topics and guiding their
organisation process, so that knowledge can be transferred to the long-term
memory (Olive & Barbier 2017; Schneider et al. 2017; Titsworth & Kiewra
2004; Morris et al. 1977). Consequently, students are able to take more and
higher-quality notes, as well as to improve their academic performance
(Titsworth & Kiewra 2004; Titsworth 2001).

There are two main types of organisational spoken and/or written cues:
selection cues and organisation cues (Scerbo et al 1997; Kiewra et al. 1995,
1991a, 1991b; Baker & Lombardi 1985; Locke 1977; Maddox & Hoole 1975).
Selection cues include the teacher’s writing or presenting important class
materials on the board or projectors or stressing their importance orally
(Scerbo et al. 1997; Baker & Lombardi 1985; Locke 1977; Maddox & Hoole
1975). Research studies on such selection cues show that they improve the
quantity and quality of notes taken during lessons and hence subsequent
achievement. Organisation cues include displaying the lesson’s structure
using an outline or matrix format, leaving some space in between for
students to take notes (Kiewra et al. 1995, 1991a, 1991b). These studies
showed that both the outline and matrix formats raise the number of
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important points recorded, but that the matrix format is superior in terms of
producing higher academic achievement, which is attributed to the more
organised notes resulted from a format that facilitates learning (Kiewra et al.
1999).

Informed by the research on written organisational cues, Titsworth & Kiewra
(2004) experimented with the effect of spoken organisation cues on notetaking and achievement. Specifically, the lesson was preceded by a brief
introduction of its structure, and throughout the lesson, organisational cues
were interspersed by providing numeric identifiers (e.g. first, second, etc.)
and the name of the topic and/or sub-category (e.g. definition, context,
example, etc.). The results showed that the lesson with spoken
organisational cues increased by a factor of four the students’ recording of
organisational points (such as topic and/or sub-category name), increased by
a factor of two the details in elements like definitions and/or examples, by
comparison to the class notes that were taken from the ‘uncued’ lesson. The
test taken by the student participants immediately after the lesson also
showed that the notes and the cues concomitantly boosted achievement.

Studies on organisational spoken and/or written cues formed one of the four
lines of research that Jansen et al. (2017) summarise in reviewing the
cognitive costs and benefits of note-taking. The authors first explore how
lesson characteristics, note-taking methods, individual differences, and
testing procedures affect the quantity and quality of notes as well as the
performance on memory in the post-tests. They then use cognitive load
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theory to reconcile some discrepancies in the research findings; they
conclude that the theory is valuable for further development of theoretical
and empirical research into the cognitive mechanisms of note-taking.

The first line of research reviewed by Jansen et al. (2017) investigated
lesson characteristics in terms of the modality of lesson delivery (e.g. written
or spoken); lesson speed; and lesson structure (including organisational
spoken and/or written cues). They found that lesson modality does not
impact memory performance, as long as the lesson speed is reasonable, or
the lesson materials are delivered more than once. Nevertheless, the effect
of note-taking on performance in memory tests varies, from positive to
negative and to no effect. The authors attribute this to varied experimental
designs including the difficulty of lesson materials, the format of lessons (e.g.
video lesson or live lesson), the length of lessons, and the format of tests on
memory. For example, while modifying lesson structures such as providing
organisational spoken and/or written cues facilitates note-taking, its benefit
diminishes with the increased difficulty of lesson materials.

The second line of research reviewed related note-taking methods,
comprising three categories: mode (e.g. writing versus typing notes);
structure (e.g. transcribed notes versus organised note-taking); and note
content. The last category includes note quantity (number of words); note
quality (the number of propositions or factual statements present); and
verbatim overlap between the lesson content and the content of the notes.
The research that Jansen et al. (2017) examined showed that when lesson

41

material is complex with much new information, typing notes has the
advantage of being quicker compared to writing notes so that students can
take more notes and quickly focus on the lesson content that is presented.
Nonetheless, typing notes may lead to more verbatim overlap that is
connected with shallower information processing, which in turn was found to
affect memory negatively. When lesson material is simpler, and the same
idea is repeated in some way, paraphrasing as a long-hand style of notetaking may have an advantage over typing notes as it allows deeper
processing of information. The authors recognise that further research is
needed to evaluate which effect is stronger. Regarding the structure of notetaking, the research that Jansen et al. (2017) reviewed shows that when the
lesson material is not complex, organised notes, such as with an outline,
produce better results than verbatim notes in memory tests on lesson
content. With respect to note content, Jansen et al. (2017) cited a large
number of studies (e.g. Nakayama et al. 2017; Peverly et al. 2013, 2007;
Kiewra & Benton 1988) that have consistently shown that when participants
record a higher number of important points in the notes (i.e. higher quality
and quantity), memory performance is improved.

The third line of research examined is how differences in aptitude (e.g.
cognitive ability) affect note-taking and hence memory performance. Jansen
et al. (2017) concluded from several studies that those students who acquire
good results in memory tests take higher quality notes, whereas note-taking
activity may be harmful to those who have lower cognitive ability as
evidenced in poorer results in mathematics and/or memory performance
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tests. The authors suggest that the latter students may be better off
concentrating on comprehending the lesson content rather than diverting
cognitive resources to note-taking. The fourth line of research showed that
testing procedures such as the type of test questions (e.g. interpretation
questions, factual questions) and the timing of the test (e.g. immediately or
24 hours after the lesson) can influence the results of the experiments.

Kobayashi (2006) conducted a meta-analyses of 33 studies of the effects of
note-taking and note-reviewing on academic learning. He compared the
findings relating to the effects of three types of intervention in the note-taking
activities: provision of lesson framework and teacher’s notes to complement
students’ personal notes; pre-training of note-taking skills; verbal instructions
on note-taking skills. It was found that the first type of intervention benefits
note-taking and note-reviewing most. Kobayashi (2006) explained that the
lesson framework and teacher’s notes guide the students’ attention to the
materials that they should note down and review. With such assistance, it is
easier for the students to make high quality notes and revision. By contrast,
students who do not receive teachers’ notes have to practise the verbal
instructions or pretraining on note-taking on their own. This may be difficult
in cases where the students have already established their styles of taking
notes. Furthermore, the meta-analyses showed that students at lower
academic levels benefit more from interventions compared to those at higher
academic levels, who typically already have good note-taking skills.
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It should be noted that most research on note-taking was carried out using
data generated from experimental settings rather than from genuine
classroom setting (Jansen et al. 2017, Kobayashi 2006, Titsworth & Kiewra
2004). In addition, the learning outcomes in those studies were measured by
post-tests (e.g. free-recall, short-answer, completion multiple-choice tests) on
materials from a lesson or a written text (Jansen et al. 2017, Kobayashi
2006, Titsworth & Kiewra 2004). The present research looks at the
relationship(s), in real-life academic situations, between lesson talks and
class notes as well as between lesson talks, class notes, and course
assignments, which may shed some light on note-taking under natural
conditions.

2.7 Collaborative activities outside the classroom

Pedagogical research has demonstrated that effectual higher education
includes meaningful and extensive contact between students as it
encourages active learning by engaging students in constructing knowledge
(Orndorff III 2015; Alavi 1994). Indeed, apart from formal teaching and
learning offerings, students tend to contact their peers for learning support,
which is usually conducted through electronically mediated communications
(e.g. mobile text messaging, instant messaging, email) or self-initiated study
groups (Timmis 2012; Tait 2000; Tang 1993).
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Timmis (2012) quotes undergraduates’ comments about peer support that
they made in the Student Experience Report 2008 compiled by the National
Union of Students, saying:

a students’ network of course-mates is an extremely valuable learning
resource, both in terms of dealing with any concerns, but also for
autonomous learning and discussion (p. 4).

There is an emerging consensus that knowledge creation and learning are
social processes and enhanced by social interactions (e.g. Stenberg et al.
2019; Resta & Laferriere 2007).

2.7.1 Collaborative learning through mobile instant messaging

Mobile communications and instant messaging are widespread amongst
higher education students (Kim et al. 2014). Timmis (2012) illustrates how
some final year undergraduate students form groups of two and use
electronically-mediated communications to help each other when preparing
for assignments, including offering emotional support. The study shows that
the form of communication that was most commonly and regularly used
amongst the students was instant messaging. The textual conversations
were characterised by their continuity throughout day and night, allowing
students to engage and disengage on a need-basis. Trust between the two
students in the group using this type of communication method is nurtured
and maintained. Subsequently, students are observed to seek help,
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compare work progress, solve problems, provide empathic support,
exchange resources, review and comment on drafts of assignment with each
other using such digital communication tool.

Nonetheless, Sotomayor (2014) states that online collaborative learning is
not all beneficial. One of the characteristics of conversations conducted via
mobile text messaging or instant messaging is that it allows participants to
exchange rapidly and frequently, which encourages turn-taking (Timmis
2012). However, turn-taking itself does not guarantee or lead to meaningful
dialogue or interaction, active engagement with each other’s ideas does
(Dysthe 2002). Sotomayor (2014) argues that students often share
information, but they do not debate or negotiate meaning as much, and they
seldom collaborate to innovate or build new ideas. One possible explanation
is that, when the messaging group is relatively large, formed on a temporary
basis, and the background of the group members is very diversified, there
simply is not sufficient time for the members to get accustomed to each
other’s differences (Lizzio & Wilson 2005). For example, when the language
used in a WhatsApp group discussion is English, international students may
not find the discussion facilitates their understanding and thinking processes,
so they are passive in contributing to the discussion. Another possible
explanation is that there is a lack of trust in such bigger groups so that
members are unwilling to share their ideas for fear of looking stupid or for
competitive reasons (Lizzio & Wilson 2005). The third possible explanation
is that, some students’ representations of authority (e.g. a member of the
group perceived to possess more prior knowledge on a specific subject than
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others) or focus too much on supporting others emotionally may lead them to
converge too early in developing shared meaning at the expense of
exploring, debating, and integrating perspectives, or even agree on an
incorrect understanding of a problem and solution, and hence impede
learning (Isohaetaelae et al. 2020; Huebscher-Younger & Narayanan 2003).

2.7.2 Spontaneous collaborative learning

While collaborative learning has been broadly studied as an instructional
technique from different academic disciplines and theoretical perspectives,
research on spontaneous collaborative learning (i.e. student-initiated study
groups) is scarce. Tang (1993), a rare study on spontaneous collaborative
learning, found that many college students in fact had taken the initiative to
form collaborative study groups in preparing for tests and assignments, as
they appreciate the mutual support that such grouping provides. Research
studies on collaborative learning generally show that when students work in
groups, the ensuing interactions broaden students’ perspectives, challenge
students’ existing understanding of the subject matter, enable them to
communicate their knowledge and experiences, stimulate the integration of
newly acquired knowledge with prior knowledge, and provide each other with
affective support (Rusticus & Justus 2019; Zambrano 2018; Momtaz &
Garner 2010; Tang 1993). Within spontaneous collaborative learning, the
most important component is group discussion where students can ‘talk
between equals’, freely express their opinion and thoughts, obtain the
opportunity to explain subject knowledge or course information to each other
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that promotes understanding, evaluate new materials that facilitate the
development of critical thinking skills, and foster their independent learning
skills (Clinton & Kelly 2020; Webb 1990). For example, in preparation of the
course assignment, students may engage in group discussions of the
academic references that they have read. Such discussions help them to
clear up confusion and misunderstandings in the readings, and exchange
viewpoints (Tang 1993; Webb 1990). During the process, students are
motivated to learn and aim to understand the meaning of the content in the
academic references (Tang 1993).

In addition, collaborative learning structures are found to be more conducive
to good academic performance and productivity than individualistic learning
(Zambrano et al. 2018; Tang 1993). This is particularly the case with tasks
that are complex, which can benefit from exchange of information, and which
require problem-solving and conceptual learning (Zambrano et al. 2018;
Tang 1993). Tang observes that students who work individually in preparing
for tests and assignments are more prone to adopt ‘surface’ strategies (e.g.
direct copying from academic references, rote learning) without ‘higher-level
processing of the information’ such as analysing, relating, comparing,
applying, organising the information (Tang 1993, p. 124). The author
explains that as students who study on their own did not have to present
their viewpoints to or debate them with their peers, their thinking process was
not subject to scrutiny, criticism or suggestion. Without the opportunity to
reflect on different opinion and ideas, the self-studying students may not
understand the relevant concepts as deeply and thoroughly as they have
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discussed them with other people. Conversely, Tang (1993) states that
students who engage in group discussion have to explain, reason or even
argue their understanding of the concepts with their classmates. The
discussion helps them to clarify their thoughts or correct any
misunderstanding of the learning material. As a result, their understanding of
the subject matter is more solid. With respect to learning outcomes, the
quantitative and qualitative data collected by Tang (1993) from 39 Hong
Kong tertiary students studying physiotherapy show that those who prepared
their writing assignments using collaborative groups performed better with
better structured arguments than those who worked individually. Tang
further suggests that the interactions embedded in the strategies that are
used in the preparation of the assignment through a spontaneous
collaborative learning structure implies that learning in a social context may
produce superior learning outcome.

The examples that Timmis (2012) quoted in the study were instant
messaging conversations between two students and all the participants in
Tang (1993) were from Hong Kong. It is suspected the ‘within-group
dynamic’ (Lizzio & Wilson 2005) may be more complicated when the instant
messaging conversations or study groups involve a larger group of students
and/or more diversified background (e.g. nationality, academic
sophistication), which in turn may affect the quality of the students’ course
assignments.
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2.8 Feedback and learning

Feedback is considered to play a crucial role in supporting students’ learning
process, informing students on the performance of their current assignment,
and developing their ability to self-regulate performance in future
assignments (van Heerden 2020; Hill & West 2020). In terms of learning
objectives, feedback allows students to verify whether their actual response
to a situation, problem or question is correct and evaluate the achieved
performance level (Narciss 2004). In other words, feedback has the tacit
function of enhancing students’ epistemic access to their domain of study by
‘providing expanded access to the inner workings of a discipline’ (van
Heerden 2020 p. 360). The importance of feedback is also emphasised as
‘the only form of personalised communication that students receive from their
tutor or lecturer about their performance and progress’ (loc. cit.).

Nevertheless, both students and academic staff have consistently expressed
dissatisfaction regarding the feedback processes (Adams et al. 2020;
Carless 2020; Hill & West 2020; van Heerden 2020). Academic staff in
higher education institutions recognise the broad instructional,
developmental and motivational functions of feedback, but find it difficult to
judge its specific effects (Bailey & Garner 2010 p. 191). University
curriculum being organised in modular form means that formal assessment is
often due by the end of a module (Adams et al. 2020; Bailey & Garner 2010).
Feedback on written work is badly timed and usually reaches students after
the module has ended, either during term breaks or even after a new term
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has started (Hill & West 2020; Bailey & Garner 2010). In order to return the
assignments to the student more promptly, some universities adopt
standardised feedback forms, whilst some academic staff resort to evaluative
feedback that is easier and takes less time to give by pointing out errors
rather than explaining them or providing feedback that aims to improve
students’ subsequent work (van Heerden 2020; Bailey & Garner 2010). As a
consequence, the written comments become formulaic, too general, or too
focus on language errors at the expense of higher order concerns, which
students may not find useful (van Heerden 2020 p. 361; Bailey & Garner
2010 p. 192). In some cases, the language used in the feedback may be too
difficult and too abstract for the students to understand (van Heerden 2020;
Hill & West 2020; Bailey & Garner 2010). Subsequently, the students do not
know how to make use of the feedback when they work on different
assignments (van Heerden 2020; Hill & West 2020; Bailey & Garner 2010 p.
193). Furthermore, many written feedback comments do not appear in the
assignment, but on the feedback forms or cover-sheets only, and hence
students may be confused and find it hard to link the comments with their
work (Bailey & Garner 2010 p. 194).

In order to address the problems that many students fail to receive adequate
feedback from their teachers or tutors; do not retrieve their marked
assignment; or do not read and/or act on the written feedback (e.g. Sendziuk
2010; Bailey & Garner 2010; Mutch 2003), Sendziuk (2010) engaged in a
self-assessment activity in which tutors provided written feedback only (i.e.
without the grades) on assignments submitted by a group of second- and
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third-year history undergraduate students. There were concerns that the
grades in which students have emotional investment would hinder them from
assessing themselves objectively and lead them to become less receptive to
feedback. In the self-assessment activity, the students were given the
assessment criteria, grade descriptors, as well as the feedback on their
assignment (Sendziuk 2010). They were then required to respond by
awarding themselves a grade with justification. The respective grades
awarded by the students and tutors and the results of an evaluation
questionnaire on the activity were analysed. The results showed that nearly
two-thirds of the tutors and students agreed with the grades awarded. In
addition, the students reported they have more incentive to read the
feedback, understand the assessment criteria better, know what they have to
do in order to attain a certain grade, and know how to improve their work.
The students’ justification of their self-awarded grade also showed that they
have put effort into understanding the assessment criteria and the feedback
provided by the tutors. The author claims that the self-assessment activity
equips the students with the abilities of evaluating their own work, which is
crucial for self-regulated learning in tertiary education and life-long learning.
Another benefit of this activity was that, the tutors became more aware of the
students’ feelings towards the feedback, particularly the negative comments,
so that follow-up discussion could be set up to talk through the feedback.

Vardi (2008) studied the relationship between a teacher’s written feedback
and change in the disciplinary-based writing of final year undergraduate
students. The purpose was to identify the types of feedback that students
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are more likely to take heed of so that the quality of their writing is improved
(e.g. Ashwell 2000; Sweeney 1999) as well as those that students have
problems in using (Bailey & Garner 2010; Lea & Street 1998; Sitko 1993). In
Vardi’s study, each student of a disciplinary module submitted three drafts of
their essay during the semester, the teacher marked and provided feedback
on each draft before returning it to the students for re-drafts and resubmissions. The feedback was then sorted according to the issue that was
being addressed, how it was given, and its scope. The relationship between
the different types of feedback and the corresponding changes made in the
re-drafts was then analysed. The results show that the following types of
feedback are more related to subsequent changes:

i.

comments on the organisation of the whole text (e.g. the type
and/or source of information that needs to be incorporated);

ii.

comments on general rules or conventions of the whole text (e.g.
referencing and citation);

iii.

comments on the organisation of specific section(s) and/or
paragraph(s) (e.g. the argument and/or information at section
and/or paragraph levels);

iv.

direct editing by the teacher.

The first and third type of feedback caused extensive and fundamental
changes to the ‘focus, content, analysis, and structure’ in the re-draft (Vardi
2008 p. 354). The second and fourth type of feedback involve surface
characteristics (e.g. conventions for referencing, grammar) that students
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could easily incorporate into the text, but because this feedback does not
influence content, their incorporation does not necessarily raise students’
marks. By contrast, two types of feedback were poorly related to change:

(i)

general evaluation on the whole text without other feedback;

(ii)

general feedback on the organisation of the whole text or of
specific section(s) without explanation.

In addition, there is a strong relationship between the grade and how well
feedback is incorporated. For students who attained a lower mark in the first
text, the changes in the subsequent texts were dramatic. For students who
attained a high mark, they tend to make fewer changes in the re-drafts, even
in relation to the problems that were pointed out in the written feedback of
the first draft remained in the second draft. This confirms the concerns
mentioned in Sendziuk (2010) that students’ reception of the feedback is
affected by the grades they receive. Vardi (2008) observed that to the
students, the importance of the feedback seemed to be inversely correlated
with the grade that was awarded to them. Moreover, some adverse effects
of the draft-feedback-redraft process were evident, that is, the students might
have become dependent on the teacher to identify the problems in their
drafts and provide prescriptive feedback on how to correct them. The
evidence is that for problems in the draft that the teacher did not point out,
the student did not make any change or correct it in the re-draft. By the
same token, for the parts of the draft that the teacher directly edited or
provided directive feedback, the students straight away accepted all the
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direct editing or incorporated all the feedback even when they did not
understand the reasons behind those proposed changes. Vardi (2008)
emphasises that such side-effects can be alleviated if the teacher does not
monopolise the meaning-making process. Rather, the teacher can offer
adequate scaffolds for students to make meaning on their own and critically
engage with ideas. One way of giving scaffolding that Vardi (2008)
proposes is to provide feedback on the whole text and supplemented by
feedback or examples on specific section(s) and/or paragraph(s).

Furthermore, some researchers suggest that iterative approach to
assessment feedback or formative feedback throughout the academic
module supports students’ learning process the most (e.g. Hill & West 2020;
Han & Finkelstein 2013; Wilson & Scalise 2006, Perkins 1993). Pellegrino
(2006) asserts that the three most important principles about learning and
understanding are:

i.

prior knowledge acquired through various experiences;

ii.

development of deep understanding of the subject matter that can
be applied in different situations; and

iii.

development of a metacognitive approach to define own learning
goals and self-monitor learning progress.

Pellegrino (2006) further proposes that the optimal instructional approach is
one that operationalises the three principles. Such an approach builds on or
challenges learners’ initial understanding; helps students organise
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knowledge into conceptual frameworks that facilitate retrieval and
application; as well as helps students learn to set learning goals and monitor
their own understanding.

According to Perkins (1993), ‘understanding’ involves a ‘performance
perspective’ that is more than ‘knowing’ (p. 5). Students who ‘know’ a
subject may only be able to recall facts and demonstrate skills, whereas
students who understand are able to ‘perform’ a variety of ‘thoughtdemanding’ ways with the topic concerned, such as explain, provide
examples, apply the subject knowledge (p. 5). In other words, the student
has the ability to put knowledge into ‘active use’ (p. 5-6). To learn
‘performances of understanding’ well, Perkins suggests that students need
‘criteria, feedback, and opportunities for reflection throughout the learning
process’ (p.6). In other words, ongoing assessment and informative
feedback are important to both teachers and students in evaluating whether
understanding is actually taking place during the learning process (Owen
2016). In order to enable students’ understanding of what they are learning
so that they can use the new knowledge and skills flexibly, Owen (2016)
designed a course assignment based on the principles of formative
assessment devised by Nicol & McFarlane-Dick (2007). Specifically, the
assignment was broken down into multiple ‘low-stake’ parts so that the
process of doing it was scaffolded (Owen 2016 p. 168). Students were put
into small groups for discussion and they had more time to learn what they
were expected to accomplish for each component of the assignment. Upon
the completion of each part, specific and constructive feedback was provided
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by the teacher and/or classmates so that the students could reflect on the
comments and make improvements accordingly before working on the next
component. Owen (2016) found that the mean and median grades of the
students’ assignment were higher than those before the redesign and
scaffolding techniques were implemented. The majority of the students also
reported they learned more than they had in the previous class. The study
shows that students can learn with understanding when: the assignment is
progressively scaffolded; they are allowed to learn interactively with the
teacher and cooperatively with their peers, and they are provided with
formative feedback throughout the process. Owen (2016) believes those
strategies enable the students to retain what they have learned and be able
to apply the knowledge in different situations.

Some researchers examine the effects of an electronic feedback system on
the students’ learning process during classes. In van Koll & Rietz (2016), the
teacher asked a multiple-choice question via the electronic feedback system,
the students then answered by using electronic devices such as
smartphones or laptops. Individual feedback to the students was provided
through the system. Using the results of the final exam and the responses to
an online survey, the group of students that obtained individual feedback
was then compared and contrasted with the group that did not obtain such
feedback on the aspects of learning outcome, motivation, as well as their
perception of know-hows in the learning material.

Students who received

individual feedback through this system performed better in the final exam.
Their responses to the online survey also showed increased levels of
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motivation including rating tasks as more stimulating and reporting a keen
interest to work on similar tasks in the future. Moreover, they felt they were
more able to perform tasks or solve problems that are related to the subject
matter concerned.

While some students may be receptive to electronic feedback given during
classes, others prefer face-to-face verbal and/or written feedback provided
on their assignments (Hill & West 2020; Budge 2011). Using both open and
closed questions, Budge (2011) surveyed the perceptions of a cohort of
fashion and textile tertiary students about electronic feedback (e.g. email,
electronic notes on essays) provided on their work in terms of their
preferences, experiences, feedback clarity, feedback from teachers, and
feedback from others. The results showed that young and ‘tech-savvy’
students preferred private face-to-face verbal and/or private hand-written
feedback whereas electronic feedback is tolerated only as a back-up form of
feedback (p. 348). A significant proportion of the students was of the opinion
that communication was not clearer via electronic feedback. Students were
less resistant to receiving electronic feedback on work that was submitted
electronically on condition that the feedback is detailed, constructive, and
well-written; and that they can discuss their work verbally with the teaching
staff on top of the electronic feedback. Budge (2011) argues that students
greatly appreciate the ‘personal experience and connection’ that face-to-face
verbal feedback provides (p. 346). In addition, they saw feedback as ‘twoway communication’ where the teaching staff and the students learn together
from the interactions (loc. cit.). By contrast, electronic feedback is viewed as
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‘static, one way, and not alive’ (Budge 2011 p. 347). Budge (2011)
concludes that students value different forms of feedback that can help them
to improve their work, which includes electronic feedback, as long as no
single option is the only form that feedback is provided. Furthermore,
content and timeliness of the feedback are more important to the students
than the form of delivery.

The literature reviewed in this section provides considerable insights for the
present research that looks at how the teachers’ feedback, as one of the
communicative events in a constellation of teaching and learning events (see
Chapter 3), is related to the students’ course assignment. The findings of the
present study confirm what has been concluded in the previous research in
terms of students’ preference of face-to-face private meetings for feedback,
specific and detailed feedback that tells them what they have done well and
how they can improve in the next draft or in the next assignment. The
present study also illustrates how teacher’s feedback can be traced to the
sources of students’ misunderstanding of the course materials.

2.9 Talk, text, and meaning-making

Research reviewed in the previous sections show that both talk (e.g. a
lesson, a conversation) and texts are basic elements of interaction in the
educational or learning context, as knowledge can rarely, if not at all, be
constructed via one form only. According to Giraldo (2008), the notion of
'text' should include students' handwritten notes, teachers' written feedback,
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electronic texts (e.g. emails), as well as other printed materials (e.g. course
readings, lesson handouts). However, research on nexus or network-based
approach of text and talk did not gain momentum until the 1990s (e.g. Uhrig
2012; Tardy 2009; Giraldo 2008; Austin et al. 2001; Ivanic 1997). This
section reviews this type of research that examines the interaction of talk and
text in meaning-making, knowledge-building, as well as construction of
identity in academic writing.

Austin et al. (2001) demonstrate how to handle texts and talk as they are
produced and modified over time in a primary-school setting. They show
how a novel is read; how teachers and students then discuss their readings;
how students compose pieces of writing based on that text-and-talk nexus;
and finally, how teachers talk about their achievements in this process. The
researchers also show that how these processes turns out to be critical in
terms of how children are expected to read, talk and write.

Similarly, Brown and Palincsar (1989) developed ‘reciprocal teaching’, which
requires cooperative effort between the teacher and the students, to improve
students’ reading comprehension skills. The instructional procedure is ‘a
particular set of cognitive activities’, including questioning, predicting,
clarifying, and summarising, that students

first experience in the presence of experts and only gradually come to
perform these functions by themselves (p. 123)
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This is effected through dialogue between teacher and students as they try to
make meaning from texts: questions suggested about the texts; answers
proposed; comments on answers given; predictions on what is happening
next offered; clarifications requested and replied; summaries of the texts
suggested. At the beginning, the teacher initiates the dialogue and explicitly
models the cognitive strategies on a specific text. As the students learn and
practice the cognitive strategies under the coaching of the teacher, they are
gradually able to take over the dialogue and can apply the strategies on new
texts.

Ivanic (1997) investigated university students’ use of different sources such
as readings, lessons, tutorials, discussions with peers, and resources outside
the university in academic writing. She found that students had taken up
particular words, syntax, argumentation strategies and other structuring
devices from these different sources during the writing process. Such
actions of choosing from the sources on hand (e.g. readings, lessons, etc.)
constitute a key element in building their own identity (e.g. in terms of class,
ethnicity or gender) within academic writing. One of the analytical tools that
Ivanic uses in the study is Wertsch’s (1991) connection of social construction
both to theory of languages (Fairclough 1992; Bakhtin 1986) as well as to
Vygotsky’s theory of intellectual growth. According to Wertsch, Vygotsky
saw learning and development in terms of ‘intermental’ and ‘intramental’
functioning (1991, p. 26). An individual who can work independently using
their own mind (i.e. intramentally) results from interacting with other people’s
mind (i.e. intermentally) (loc. cit.). By connecting Vygotsky’s social view of
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cognitive development to Fairclough’s and Bakhtin’s theory of language,
Wertsch postulates that people have a repertoire of discoursal resources,
that is, the resources they bring to writing that are created and accumulated
through prior ‘intermental’ exchanges (Wertsch 1991, p. 94). The size of
each person’s repertoire varies according to one’s education, employment,
and social networks (Wertsch 1991, p. 119-127; Ivanic 1997 p. 53). In other
words, some people’s repertoire is bigger than others.

In recent years, a network-based approach has been adopted in the area of
genre analysis to understand the complex relationships amongst discourse
and genres that make up series of interrelated activities (Uhrig 2012; Tardy
2009). By focusing on academic tasks, Tardy (2009) uses genre networks
created by series of interrelated activities to explore how individual
international students develops genre knowledge of their respective
discipline. Specifically, she investigates the genre networks of four
multilingual students when they prepare certain academic tasks (e.g.
laboratory reports, dissertations, research proposals) and examined the
genre sets (i.e. different types of genres used by a single discipline or
profession) and chains (i.e. logical or chronological sequence of genres) of
which the tasks formed part of them (Tardy 2009; Uhrig 2012). Tardy’s
longitudinal study documented how the four students steadily build their
knowledge of genres in their respective discipline from being a novice to
becoming a more sophisticated expert (2009). Tardy (2009) identifies the
numerous resources and strategies that the four students adopted to
improve the quality of their work in the tasks, including previous working or
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studying experiences, repeated practices, verbal and written feedback,
mentoring, and disciplinary participation in courses and research (Tardy
2009). Uhrig (2012) comments that the network-based approach provides a
‘multimodality’ perspective to understanding genre where ‘textual, visual,
oral, and aural modes of communication’ are used to complete an academic
task (p. 128).

Adopting Tardy’s (2009) network-based approach, Uhrig (2012) analyses two
multilingual graduate students’ assignments as well as syllabi in an MBA and
a Law programme. The study revealed the genre networks of the two
students by considering concurrently the genre sets in the programmes and
individual approaches to genres. Specifically, it was discovered that the
MBA programme operates with and expects its students to follow a rather
‘prescriptive approach’ towards studying and activity management, whereas
the law school aimed for the students to familiarise themselves with an
ample repertoire of case law and be able to quote the details as well as
explain the rationale of a case’s ruling during lesson if needed (Uhrig 2012 p.
132-134). In addition, it highlighted the individual approach to genre
networks (e.g. the MBA student chose to work and study on his own whilst
the Law student preferred to study with his fellow students in informal study
sessions) (Uhrig 2012 p. 134).

While Tardy (2009) was a longitudinal study, its focus was more about how
students improve their performance in tasks (i.e. using appropriate
disciplinary discourse) through repeated practice (e.g. writing of laboratory
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reports throughout two semesters) or mentoring (e.g. successive re-drafting
of dissertation based on the supervisor’s written comments). It did not
include academic references or lesson talks which are supposed to be
important parts of such genre networks. Uhrig (2012) did show that
textbooks, articles, lesson talks, and class discussions were parts of the
MBA student’s genre network when preparing for an oral presentation of a
business case analysis, but the study was more of a snapshot as it focused
only on the preparation of a specific task which was relatively simple in the
first place, requiring the student only to write down some bullet points and do
some calculations using the mathematical formulas that he learned during
lessons and in course readings. In addition, the analysis of the Law student
was conducted mainly through interview, as the course did not have any
assignments: students were assessed only by a written examination that
took place at the end of the term.

2.10 Conclusion

One of the inadequacies of studying teaching and learning in terms of
discrete events is that it may overlook the importance of certain learning
activities. For example, by studying pre-class reading on its own rather than
connecting it to the lesson talks, the relationship between pre-class reading
and lesson talks remains unknown, and hence the teaching and learning foci
of different disciplines are unclear. Without an investigation of the
relationship between pre-class reading and the preparation of course
assignments, the importance of post-class reading cannot be discovered.
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Students who do not read the set readings again after the lessons may not
be able to clear up the misunderstandings or misinterpretations that they
obtained in the pre-class readings, which may show up as mistakes in the
course assignments. Another example is note-taking. Previous research
shows that students do better in memory tests or in examinations if they take
more and higher-quality class notes. However, the measurement of the
effect of class notes on academic achievement is solely in terms of an overall
grade. If the class notes are studied in relation to the preparation of the
course assignments, more details can be discovered regarding how class
notes impact on the course assignments. Furthermore, by studying the
relationship between lesson talks and course assignments, how
misunderstandings and miscommunications take place during lessons and
then transferred into the course assignments can be unearthed, strategies
can be proposed to address such problems, which in turn may facilitate
learning.

The following chapter outlines the theoretical framework of an alternative
approach that examines holistically, from an ecological perspective, the
longitudinal pattern of interconnected discourse types and their relationship
to a chain of teaching and learning events in higher education institutions.
By exploring these processes in a UK HEI, the present study contributes to
filling the gap in this research area. Moreover, the findings from the analyses
have the potential to provide a clearer and more systematic understanding of
the situated factors that support or constrain learning. This in turn can
inform proposals for how specific communication problems that appear in the
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chain of teaching-learning events might be addressed in order to facilitate
learning.
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3. Theoretical Framework

3.1 Introduction

As discussed in the previous chapter, most of the research into discourse
and learning has focused on classroom discourse, for example: the role of
daily classroom interactions in building knowledge; the relationship between
classroom interaction and situated learning; how talk and text contribute to
meaning-making. In addition, there are a few studies that examine other
aspects of discourse and learning, for example, the effects of written
feedback on students’ learning; motivating students to complete pre-class
readings, and how spoken and/or written cues boost note-taking, which in
turn improves test achievement. Such studies of specific components are
valuable, and the insights they give contribute towards in-depth
understanding in this field. The present study, which adopts an ecological
perspective on learning, language and communication, foregrounds a new
line of investigation that builds on and provides an overarching framework for
these previous studies.

Within this ecological framework, the theoretical construct of a constellation
of communicative events incorporates spoken and written exchanges
occurring before, during, and after those events. Extensive intertextuality
takes place between events within a constellation and has a range of
potentially profound effects on individuals, activities and encounters (Rock et

67

al. 2013). Intertextual analysis is therefore an essential analytical tool for
examining the relationships between different teaching and learning events.

This chapter begins with a discussion of the ecological perspective on
learning, language, and communication. Particularly, the ecological
perspective on language adopted in this study is compared to the more
traditional theories of language that assume language as a ‘self-contained
system’ or view language in terms of a set of rules. It is also compared to
the more socially oriented systemic-functional grammar and the integrational
approach to language. Then, it describes how the ecological view is applied
to the design of an English for Special Purpose course that adopts contentbased instruction in a higher education institution. It also introduces the
alternative applications of ecology of language in research of, for example,
language practices in multilingual classrooms, and language planning and
policy in different countries. Finally, the chapter examines intertextual
analysis as the primary research instrument of this study.

3.2 An ecological perspective on learning

The German biologist Ernst Haeckel coined the term ‘ecology’ in the midnineteenth century in studying the relations amongst organisms as well as
between the organisms with their environment (Hayward 1994 p. 10; van Lier
2004 p. 3). Over the years, the term has been more widely applied to denote
the relationships between any complex system and its surroundings
(Hayward 1994; van Lier 2004). For example, the ‘ecological world view’
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sees the human race as part of a ‘greater natural order’ rather than above it,
so the resources on earth should not be subjected to the domination and
exploitation of human beings (van Lier 2004, p.3). Humans must be made
aware of, and strive to reverse, the damage that civilisation has inflicted on
the physical environment (Hayward 1994). Subsequently, ecological
thinking has been applied to other complex interactive systems, such as
learning, language, and communication, which form the focus of this study
(Garner 2014; Garner & Johnson 2013; Garner & Borg 2005; Garner 2005;
Garner 2004).

Drawing on a range of descriptive and explanatory works, Garner (2004)
summarises the elements of ecology as (a) holistic, (b) dynamic, (c)
interactive, and (d) situated (p. 36). Garner (2004) argues that these
elements are equally characteristics of the ecosystems of learning, language,
and communication.

From an ecological perspective, institutionally based learning in a subject is
viewed as complex and integrated. It involves an ontology of ‘events or field
patterns’ that are ‘systemically integrated and mutually defining’ and
assumes ‘all phenomena are ultimately interconnected’ (Hayward 1994 p.
29-30). Such ecological concepts are differentiated from the ‘values and
rationality’ that have taken root in modern Western culture since the Age of
Enlightenment, the beginnings of which can be identified in the eighteenth
century (Hayward 1994 p.8). The Age of Enlightenment represents a period
of scientific and technological advancement that
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works with an analytical method which is reductionist and thereby
reduces the natural world in various ways which undermine its integrity,
wholeness and interconnectedness (Hayward 1994 p. 16)

When the analytical approach is applied to learning, it typically follows the
practice of

breaking down what one is trying to understand into ever smaller
constituent parts and examining each part individually (Garner 2004 p.
36).

This ‘atomistic ontology’ has led to the remarkable achievement of physical
sciences, but it has also fostered a widespread assumption in Western
societies that the real world is composed of ‘discrete and largely independent
atomistic entities’ (Garner 2004 p.36, Hayward 1994 p. 16). Hayward argues
that, whilst this worldview may be useful for examining individual cases, it is
inadequate for analysing and understanding the totality of complicated
phenomena in the world (1994 p. 17). This is because the properties of such
phenomena cannot be explained by ‘the simple properties of its parts’
(Hayward 1994 p. 29). It is necessary to change such worldview to ‘a more
all-encompassing and integrated way of seeing’ (Schafer 1998 p. 48, cited in
Garner 2004 p. 37), recognising ‘a whole is worth more than the sum of its
parts’ (Hayward 1994 p. 33).
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An ecological perspective on learning posits that learning does not take
place in classrooms only. It is ‘an emergent’ and ‘ongoing process’, and
teaching in classrooms is but ‘one of its many structuring resources’ (Wenger
1998, p. 267). For example, in a higher education module, the learning of
each topic in the module starts when the students do the pre-assigned
readings before the lessons and continues when the students discuss among
themselves, outside the lessons, any formative assessment problems on the
topics. Learning also takes place when the students, in preparing for the
assignments, consult extra readings. After the formative assignments have
been marked, the students learn by reading and reflecting on the teacher’s
written or spoken feedback. Whatever is learnt from the formative
assessments will then become input to the final, summative assignments.

In addition, this approach sees all learning as occurring in a context which is
situated and realised through interactions (Green & Dixon 2010; Garner &
Borg 2005). As stated in Chapter 1, it is probable that lessons by the same
teacher in the same module in two different years give rise to very different
teacher-class and student-student discussions. The processes of learning
are dynamic and interactional; because the two groups of students are
different, the discourse is different. Holistic investigation of the interactions
involved in the classroom as well as the interrelated teaching and learning
events that take place before, during, and after the course assignments will
lead to a systematic understanding of the situated nature of factors that
facilitate and/or impede learning in that module (Green & Dixon 2010; Rex,
Graciano & Steadman 2006).
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The concept of learning as dynamic, interactive and situated reflects the
underlying ontological view of social constructionism, that is, humans’
knowledge of the world is constructed through the constant interpersonal
interactions, which are very largely mediated through discourses (Burr 2015;
Hyland 2009). All teaching and learning events involve the construction of
new meanings through the complex of communicative, primarily linguistic,
interactions between the students and their teachers, other students, and
people outside the module. This reflects the characteristics of ecological
thinking.

3.3 An ecological view of language

Ecological thinking sees language as ‘complex wholes, focussing on
diversity, interaction, process, and complexity’ (Garner & Borg 2005 p. 121).
It is markedly different from the approach of traditional ‘segregational’ (Harris
1996, p. 6) linguists, such as Ferdinand de Saussure (1916) and Noam
Chomsky (1986).

According to Saussure, who adopted scientific reductionism, language
should be studied independently from anything that is not related to
linguistics, such as the environment in its physical and mental states,
sociality, etc. (Saussure 1916 p. 8-23). Based on this view it is assumed
that, for example, in order to learn any language, one must distinguish its
different constituent units (i.e. phonemes, morphemes, lexemes, syntax,
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semantics, and pragmatics) and work out the rules according to which the
units operate (Garner 2004 p. 38).

Similarly, Chomsky formulates the theory of language by postulating that
human’s knowledge of language to a large extent is ‘genetically determined’
and ‘individual’ (2000 p. 4). On the other hand, the use of language is an
‘artificial construct’ (Chomsky 1986 p. 31). Language should be analysed by
the methodology of natural sciences and be idealised at different levels
(Chomsky 2000 p. vii, 123).

However, assuming language is ‘a self-contained system’ that can be
examined thoroughly only by conceptualising it outside the context which
language is actually used, or viewing language in terms of a set of rules
within which distinct linguistic components function ignores the fact that
human language is created out of social interactions, which are in turn
‘characterised by diversity, variation, and complex wholes’ (Garner 2004 p.
38). For example, language teachers apparently can teach specific aspects
of language use to learners, but when the learners communicate using the
language, it is necessary to employ a combination of different pragmatic
skills (i.e. listening, speaking, writing, reading) simultaneously (Garner and
Borg 2005 p. 121).

Since the 1960s, socially oriented approaches to linguistics have developed
in reaction to the idealisation of theoretical linguistics (Garner 2004). Rather
than simply describing the language knowledge of a speaker in terms of the
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rules of the languages, they attempt to describe it in terms of the cultural and
social rules that make one utterance, and not another one that is equally
grammatical, appropriate in a given context (Garner 2004). This knowledge
is the ‘communicative competence’ that Hymes referred to and is widely
used in sociolinguistics and language pedagogy (Garner 2004; Harris 1996;
Hymes 1972). Hence, sociolinguistics proposes that language is
fundamentally variable, and that variation is systematically related to a set of
social rules or factors, such as social class, income, occupation of speakers,
age, gender, ethnicity, etc, which are more complex than in idealised
linguistic theories (Garner 2004, Harris 1996).

Adopting a broadly sociolinguistic perspective, M A K Halliday has developed
an approach to linguistic description called systemic-functional grammar
(SFG) (1976, 1978). Its purpose is to offer ‘a comprehensive account of how
language is used in context for communication’ (Thompson 2009a p. 225).
Halliday perceives language as ‘meaning potential’, a ‘system of choices’
(i.e. the paradigmatic dimension) of wordings that is available to the speaker
(Thompson 2009a, Garner 2004, van Lier 2004, Halliday 1978). The
meaning potential is defined by the ‘context of culture’ and realised through
choices of wordings which in turn are determined by the ‘context of situation’
(van Lier 2004, Halliday 1978). Another characteristic of SFG is its concept
of macrofunctions which map the relationships between linguistic forms and
meanings in a consistent way (Thompson 2009a). Halliday categorises the
‘system networks’ of lexicogrammar into three types of macrofunctions:
ideational, interpersonal and textual, each realises an extensive class of
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meaning (Thompson 2009a, Halliday 1978). From Halliday’s point of view,
all language use consists of all three macrofunctions.

While Halliday and his followers regard SFG as an ecological theory of
language (Halliday & Matthiessen 2014), Garner (2004) argues that
sociolinguistics (which is strongly referenced in SFG) is still founded on the
assumption of language as a rule-governed system. In addition, although
the environment in SFG is closely connected with language, Halliday sees it
as a ‘derivative notion, dependent on language for its significance’ (Garner
2004 p. 104). Harris (1996) critiqued that SFG sees languages as existing
systems which at least partially determine the options available. It therefore
is a weak segregational theory that recognises the actual existence of shared
semantic assumptions or beliefs. In addition, Harris contends that SFG’s
concept of ‘choice’ is an attempt to put the speaker in control of
communication and ignore the hearer, which is arbitrary and one-sided
(1996).

Following Garner, the ecological view outlined in this research study sees
language as indivisible from its use in the real world for the purposes of
interacting and communicating within a certain community or culture (2004 p.
38). Garner (2004) describes the ecology of language as ‘dynamic’, each
part is transient in one way or another,

with changing characteristics and identities, systematically integrated
[to one another] and mutually defining (p. 38).
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In other words, each spoken expression is in a certain sense unique,
because the conditions under which it is uttered vary each time, and
something may happen unexpectedly that warrants a different utterance
(Garner 2004 p. 39). This is what Katz & Fodor (1963) meant when they
said

The striking fact about the use of language is the absence of repetition:
almost every sentence uttered is uttered for the first time (p. 171).

Garner (2004) also argues that ecology of language is interactive, as

the fundamental role of language is in interaction with other human
beings (p. 40).

Communicative interactions are ‘complex wholes’ predicated on a multiplicity
of elements (Garner 2004 p. 41). Language is situated: the content and form
of expression are therefore contingent on the environment in which it takes
place (Garner 2004 p. 41). In addition, within that specific environment,
paralinguistic features (e.g. eye contact, facial expressions, bodily posture,
and gestures) are as important as, and on occasions more important than,
the linguistic features of an utterance in the process of constructing meaning
(Garner 2004 p. 41). Furthermore, the situatedness of language ‘is about
much more than physical location […] the situation is an integral part of the
phenomenon we are studying’ (Garner 2004 p. 42). The nature of language
in this perspective is ‘recursive’ and ‘dialogic’ (Garner & Borg 2005 p. 122).
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Each instance of language-in-use is ‘grounded in the local situation’, where
‘an utterance’ is affected by the physical location and setting, the relationship
and shared understanding between or amongst the participants, as well as
‘other communicative means used simultaneously’, etc. (Garner & Borg 2005
p. 122).

In sum, this approach provides a theoretical justification for Hymes’
(Gumperz & Hymes 1986; Hymes1972) notion of communicative
competence, that is, the ability to use language effectively for different
purposes in many settings and with a variety of interlocutors. Hence, when
students attend a specific module in their programme, they learn the complex
wholes of disciplinary discourse and practices by reading, listening, speaking
and writing (Hyland 2009; Garner & Borg 2005).

Another appropriate perspective for understanding ecological studies of
language is that offered by integrational linguistics (Harris 1996). The
integrationist highlights the complex interdependence between forms of
human communication and the multilayered environmental factors (Garner
2004). Taking this perspective, the object of study for language ecology is
not a given ‘language’ or ‘languages’, but the totality of the communicative
interactions by a particular community, of which environmental factors are an
integral part (Pable & Hutton 2015; Thompson 2009b; Garner 2004; Harris
1996). Specifically, integrationists assert that in order to effectively make
sense of a linguistic sign (either written or spoken) in the course of
communication, it has to be integrated with many different types of non-
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verbal activities such as eating, drinking, bodily movement, paying attention
to the surroundings, drawing on past experiences or memories, etc (Harris
1996).

In addition, for integrationism, participants communicating within specific
contexts are constantly negotiating meaning (Pable & Hutton 2015;
Thompson 2009b; Harris 1996). They can resort to relevant experiences or
similar situations so as to make suitable response to or interpretation of the
present communicative event and/or to anticipate future experience and
situations (Pable & Hutton 2015; Thompson 2009; Harris 1996).
Furthermore, integrationists see signs as inherently indeterminate, but
interactants in particular communicational contexts may decide how
satisfactory or how determinate meanings have been reached (Pable &
Hutton 2015; Thompson 2009b; Harris 1996).

It can be seen that applying the principles of ecological thinking to the study
of language is in many ways not new. Many of its elements can be found in
one or another part of the language sciences: sociolinguistics, pragmatics,
discourse analysis, etc. (Garner 2004 p. 19). However, the researchers in
these disciplines have tended to see ecology as a metaphor that could
illuminate a few aspects of the relations between language and culture and
society, rather than attempted to theorise it systematically (see section 3.6).
While integrationism exhibits ecological studies of language, it has been
charged for not providing any clear programme or alternative methodology
for studying language, languages or signs (Pable & Hutton 2015; Thompson
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2009b). By contrast, Garner (2013; 2005; 2004) brings together insights
from different standpoints on language ecology within one theoretical
framework, and develops it into a systematic, applied, and testable theory,
which creates great value in showing more clearly what language is and how
it works in a fundamentally ecological view.

3.4 An ecological view of communication

A widespread view of communication involves some sort of metaphor
describing it as ‘sending and receiving messages’ (Garner & Johnson 2014;
van Lier 2004; Sarangi & Roberts 1999; Reddy 1979 p. 284-310). According
to this view, which Reddy calls the ‘conduit metaphor’, communication
consists of an ‘essential message’ which is contained in language and is
transmitted from one participant to another (Garner & Johnson 2014; van
Lier 2004; Sarangi & Roberts 1999; Reddy 1979 p. 284-310).
By contrast, from an ecological point of view, ‘communication is a system’
(Garner 2016, p. 15). It consists of ‘joint activity that aims at mutual
agreement’ (Garner 2004, p. 79) and ‘occurs at several levels of complexity
simultaneously’ (Garner & Borg 2005 p. 124). In addition, ‘it does not consist
of discrete messages, but of a series of overlapping and interrelated
meanings’ (loc. cit.). The meanings constructed are ‘cumulative’ (loc. cit.).
Garner (2004; 2005; 2013) identifies four level of complexity of
communication that are significant for an ecological perspective:
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1. The communicative act is a discrete instance of communicative
behaviour to achieve a purpose (e.g. an utterance made by the
teacher or by a student during lessons; a couple of sentences in a
written feedback made by the teacher on the assignments). It is
typically analysed using Speech Act Theory (Garner & Johnson 2013,
Searle 2005).

2. The communicative event comprises a series of related
communicative acts with a common communicative purpose and
employs distinctive linguistic patterning (e.g. a complete lesson, the
reading notes for a set reading, the class notes of a lesson). In this
research, the discourse is academic, where the teacher mediates
knowledge of the discipline concerned to the students through
assigned readings, lesson talks, discussions, course assignments,
etc; the process is ‘collaborative and dialogically-oriented’ (Pappas et
al. 2004 p. 99). Discourse-based theories such as genre, narrative,
and conversation analyses are usually used to analyse it (Garner &
Johnson 2013, Paltridge 2012, Johnstone 2002).

3. The communicative link comprises one or more communicative
events between the same participants (e.g. the communicative link of
a module consists of the complete lesson series, all course materials,
and teacher-class discussions in the module). It is, in other words, the
history of communication between them. The form and purpose of
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each new event is partly determined by what has preceded it (Garner
& Johnson 2013; Garner & Borg 2005).

These first three levels of the model enable the researcher to describe
systematically the lower-level acts (1. above); the higher-level events
(2.), and the highest-level link (3.), and the interactions between the
levels.

4. The communicative constellation (Garner & Johnson 2013) is
situated between event and link and enables the researcher to
analyse a series of interconnected communicative events related to a
common, overarching purpose, involving multiple media over an
extended period (e.g. the teaching and learning events that take place
around a course assignment). Together with the communicative
events, they are the focuses of this research project, and are analysed
by using intertextual analysis (Bazerman & Prior 2004).

Miscommunication, ‘far from being a sign of failure, is inherent in all
communication’ (Garner 2004 p. 79). In his view, ‘miscommunication’ would
be more appropriate to be called ‘approximation’ instead, because it is part of
the communicative process (Garner 2004 p. 86). Its communicative function
is to provide the participants with evidence about the extent of the mutual
understanding, and to spur continual communication until they are satisfied
(loc. cit.).
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In relation to the focus of the present research, although the finished course
assignment is an individual communicative event, it is the end product of the
entire process of reading, taking reading notes, listening to lesson talks,
taking class notes (i.e. during lessons), discussing with classmates and the
teacher, incorporating the teacher’s written feedback from previous
assessments, and so on. The process is

complex, and involves continuously negotiating meanings on several
interrelated levels at once’ (Garner & Borg 2005 p. 124).

3.5 Applications of an ecological view of learning, language and
communication

Garner applies the ecological perspectives of language and communication
in devising the language pedagogy of an English for Specific Purposes
(ESP) course, as well as in analysing police operational communications
(Garner & Johnson 2013) (see section 4.2.2). Specifically, Garner & Borg
(2005) provide a theoretical framework for content-based instruction (CBI),
which is often used when preparing students for university study in a new
language and context (for example, international students in a British
university). CBI has been advocated as the pedagogic approach for (ESP),
to provide authentic English teaching materials, to amalgamate academic
skills with their application, and to cater for various disciplinary discourses.
Garner & Borg then use the theoretical framework to develop a purpose-built,
discipline- (or theme-) based approach for a pre-Master’s level ESP
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programme. The theme that was chosen was issues related to globalisation.
A textbook on the overarching theme was selected so that the topics that
were discussed in the programme were interrelated and created the
intellectual framework to address the issues covered in the textbook critically
as well as linguistically. In the process, the students learn to read, listen,
speak and write on academic themes that are genuine, coherent and
integrated. Sustained contact with knowledge of other, related issues also
helps developing critical thinking. Garner & Borg argue that, in this
approach, students are better prepared for, and more able to adapt their
learning to, the academic discipline in which they are enrolled. In a survey of
the students’ evaluation of the content and format of the CBI programme, the
majority responded positively: they found that the course was structured in
such a way that they were able to study the materials with a focus, and it is
‘like a university course’ (Garner & Borg 2005 p. 131).

3.6 Alternative applications of ecology of language

The term ‘ecology of language’ was proposed by the Norwegian-American
linguist, Einar Haugen, in 1972. He defined the term as

the study of interactions between any given language and its
environment … The true environment of a language is the society that
uses it as one of its codes (p. 325).
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Haugen (1972) also differentiates the psychological and the sociological
aspects of language ecology. The former aspect refers to the interactions
conducted by speakers of two or more different languages. The latter aspect
refers to the interactions conducted within a society where language acts as
a means of communication.

The idea has since then increasingly appeared in literature. Steffensen & Fill
(2014) identify and describe four strands of an ecological approach to
language that differ in the interpretation of the environment of language:

(i)

Symbolic ecology of language: this focuses on the co-existence of
multiple languages in a geographical area; language shift that
investigates the development processes of bilingualism through
alternation among languages which in turn affect the community
and its culture; linguistic diversity; political discussion on linguistic
human rights.

(ii)

Natural ecology of language: this focuses on how natural
phenomena such as topographical characteristics are integrated
into languages and cultures. It also looks at how language affects
the survival and wellbeing of natural phenomena (including human
and other species) on earth. Specifically, the eco-critical approach
in ecolinguistics has been developed to show how linguistic
practices are related to environmental problems (Ludwig et al
2019). In this respect, Halliday (2001) demonstrates how
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unecological elements in the grammar of English (e.g. construing
of natural resources such as water and crude oil as mass nouns,
which suggests these resources are inexhaustible) have done
harm to nature (Ludwig et al 2019; Steffensen & Fill 2014).

(iii)

Sociocultural ecology of language: this focuses on how linguistic
interactions of human beings shape and are shaped by institutions,
economic processes and sociocultural resources. In addition,
Steffensen & Fill (2014) suggest two research strategies in making
the study of human interaction ‘ecological’. The first one is to
adopt Haugen’s view of language ecology that focuses on the coexistence and interaction of languages, communities and cultures
within a society (Garner 2004), particularly in the context of
bilingual or multilingual education. The second strategy is to
develop ecological approaches that have been practised in specific
domains. For example, in the research of language acquisition
where language behaviour is recognised as ‘complex reality’
(Steffensen & Fill 2014 p. 12) and the ecological approach is
adopted, researchers have taken on complex theorising by
integrating a range of theories from different disciplines (van Lier
2004).

(iv)

Cognitive ecology of language: this uses experimental work to
generate knowledge about human linguistic interaction such as
showing that ‘speech perception is a whole-bodied achievement’
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(Steffensen & Fill 2014 p. 14). Experimental work may also
provide practical methods in identifying misconceptions about
language deriving from folk view of everyday language use.
Steffensen & Fill (2014) state that in the field of second language
acquisition and socialisation, complexity-based models of
language and interaction that employ ‘complex theory’ have gain
more attention recently (p. 14). The theory reveals that ‘brains,
bodies, interactions, social norms, external artifacts and
sociocultural resources all function as enabling conditions when
people acquire or use language’ (loc. cit.).

Li et al (2020) argue that irrespective of their different interpretation of
ecology, the four strands of the ecological approach to language identified
above view ‘language and ecology as two independent domains’ (p. 3), and
the aim of the research is to build a relationship between them. The authors
suggest that the naturalised view of language in the distributed language
perspective (DLP), on the other hand, ‘unites language with ecology and
regards them as inseparable from each other’ (p. 5). According to Li et al
(2020), DLP brings ‘distributed cognition together with integrational
linguistics’ (p. 5) by regarding language:

(a) as a full-bodied activity (i.e. gestures, vocalisations, posture and other
subtle behaviour function in coordination with verbal patterns) (loc.
cit.);
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(b) as multi-scalar (i.e. people and artefacts interact linguistically on
multiple timescales, in which different modes of communication are
developed gradually and used dynamically in the here-and-now
languaging such as for organising social activities, problem-solving,
etc) (p. 6);

(c) in an extended ecology (i.e. human beings are able to integrate the
sociocultural resources formed on the slow timescales into their hereand-now languaging, which enables their cognition to function more
efficiently) (p. 7).

Within teaching and learning, the ecology of language has been examined
metaphorically at two levels: micro and macro. On the micro level, a
‘situated and localised’ view of education, classrooms, and their interactive
practices is adopted (Creese & Martin 2008 p. xiii). The objects of study in
this approach include: the language practices that are considered
appropriate and the participants of such practices that are respected in
classrooms and/or schools (e.g. Heller & Martin-Jones 2001 p. 1-28); the
ecology of multilingual classroom interaction (e.g. Martin 2003, Jaffe 2003);
and multimodal communicative practices (e.g. Lin 2008; Pahl 2004). On the
macro level, ecology of language sees education and classroom practices
‘as part of a bigger and more powerful political state in which ideologies
function to reproduce a particular balance of power’ (Creese & Martin 2008
p. xiii). The objects of study at this level include language minority education
(e.g. Kanno 2008); the preservation of languages (e.g. Chebanne 2008);
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language policy and planning (e.g. Kaplan & Baldauf 2008; Hornberger
2003).

Garner (2013; 2005; 2004), however, has demonstrated the limitations of the
metaphorical approach, and worked to develop it into an all-encompassing
perspective on language, which aims to inform our understanding of human
sociality and its inextricable connections with language.

3.7 Intertextual analysis

Intertextuality is the relation each spoken or written text has to other texts
(Bazerman 2004a). Intertextual analysis is the process of explicating the
relationships between texts, how and why texts are formed, and what effects
the texts have on each other (Bazerman & Prior 2004).

The concept that all texts are in dialogue both with previous texts and with
future texts originated from the Soviet linguist Mikhail Bakhtin (Rock et al.
2013). Throughout his entire academic career, Bakhtin focused on
developing ‘an intertextual approach to analysis of texts’ (Fairclough 1992 p.
10). To this end, Bakhtin stated that linguists had somewhat ignored ‘the
communicative functions of language’, which were how texts and utterances
are shaped by prior and subsequent texts (loc. cit., p. 101). Hence, ‘each
[utterance] is only a link in the chain, and none can be studied outside this
chain’ (Bakhtin 1986 p. 136).
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Furthermore, Bakhtin suggests that as people learn how to work using a
language (e.g. when preparing a course assignment in an undergraduate or
a postgraduate module), they begin by mimicking or repeating: for example,
by textual borrowing or modelling the structure of how analysis is done by
their teachers (Johnstone 2002; Bakhtin 1981). With enough practice,
learners will ‘appropriate’ the discourse, making it their own by using their
own expressions and mixing in their own thoughts (Johnstone 2002; Bakhtin
1981 p. 293).

The French scholar Julia Kristeva introduced Bakhtin’s work to the West and
coined the term ‘intertextuality’ to describe the fact that ‘any text is
constructed as a mosaic of quotations; any text is the absorption and
transformation of another’ (Rock et al. 2013; Johnstone 2002; Ivanic 1997;
Kristeva 1986, p. 37). According to Kristeva, Bakhtin distinguishes between
the ‘horizontal’ and the ‘vertical’ dimensions of intertextuality (Fairclough
1992 p. 103). The former applies to a text that is positioned in a chain of
texts sequentially (e.g. turn-taking in a conversation or exchange of emails),
and the latter to a text that is contextually related to other historical or
contemporary texts (loc. cit.). The example quoted by Johnstone (2002) for
vertical intertextuality is a postmodern parody of a fairy tale that

may borrow from the plot and character conventions and the language
of traditional fairy tales, mixing them with conventions and language
from contemporary texts of other kinds, such as TV sitcoms, comic
books, and so on (p. 139)
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Fairclough subdivides ‘intertextuality’ into ‘manifest intertextuality’ and
‘interdiscursivity’ (Fairclough 1992 p. 104). ‘Manifest intertextuality’ occurs
when ‘specific other texts are overtly drawn upon within a text’ (Fairclough
1992 p. 117). In relation to teaching and learning, Bazerman elaborates
manifest intertextuality into two sub-types. The first sub-type occurs when
one text is taken as ‘authoritative and part(s) of it is ‘repeated’ in a new text
(Bazerman 2004a, p. 86). An example is when students quote academic
literature as background information or to support the analyses in their
assignments (Bazerman 2004a). Although the wordings are directly copied
from the original literature, the students decide which part(s) to quote
(Bazerman 2004a). Quotation marks and citations are used to mark this type
of manifest intertextuality (Bazerman 2004a, Fairclough 1992). The second
sub-type is paraphrase, which is an ‘indirect quotation’ (Bazerman 2004a p.
88). For example, when students paraphrase the parts of academic
references that they put in their essays, they demonstrate they have digested
the meanings represented in those parts by expressing them in their own
words and perhaps populating them with their own interpretations (Bazerman
2004a). Citations are used to mark this sub-type of manifest intertextuality.

Ivanic (1997), however, argues that the term ‘manifest intertextuality’ is
misleading, as it suggests that the source texts are ‘always clearly visible in
the new text’ or ‘explicitly signalled’ through quotation marks or citations (p.
47), whereas intertextuality is not always signalled. Students may echo in
the course assignments what was said by the people they have met and

90

identified with, such as teachers, friends and/or relatives, without overt
signaling. In order to capture this type of unsignalled intertextuality, Ivanic
uses the term ‘actual intertextuality’ to mean that ‘an actual text’ is being
drawn upon, whether it is signalled or unsignalled in the new text (p. 48).

Fairclough’s other form of intertextuality – interdiscursivity – is the
arrangement or combination of elements of ‘discourse conventions’ when the
text is produced (Fairclough 1992 p. 104). Interdiscursivity is usually less
clearly marked than manifest intertextuality (Bazerman 2004a, Ivanic 1997).
Bazerman (2004a) also further elaborated interdiscursivity in two sub-types.
In the first sub-type, the text may exhibit ‘beliefs, issues, ideas, statements’
that are well known to people and are treated as ‘common knowledge’
(Bazerman 2004a p. 87). For example, all research method textbooks
include positivism and constructivism as the two most basic alternative
inquiry paradigms. In the second sub-type of interdiscursivity, people
belonging to a certain group use ‘implicitly recognisable abstract text type’ or
‘set of conventions’ to communicate and discuss among themselves in either
spoken or written form (Bazerman 2004a p. 87; Ivanic 1997 p. 48).
Examples of this sub-type include cover letters for job applications, academic
discourse as exhibited in research journals and textbooks, and the way in
which newspaper articles present news stories (Bazerman 2004a, Tardy
2009).

Bazerman (2004a) observes that a classroom might create ‘a world of
classroom intertextuality’ (p. 89) amongst lesson talks, set readings, class
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discussions, discussions amongst classmates, discussions with teachers,
and student course assignments. Classroom intertextuality broadens as the
teachers refer to other courses, discuss applications of subject knowledge to
aspects of daily life, as well as when students undertake extra readings, or
consult people outside the module in preparing for the course assignments
(loc. cit.). Further to Bazerman’s observation, it can be argued that the
breadth of classroom intertextuality is dependent upon the type of discipline
that is involved: the more general the discipline (e.g. a course in English
Literature), the more broadly the classroom intertextuality develops as the
students discuss a topic with more people outside the module.

As Prior (2004) points out, the preparation of a course assignment – the
focus of the present research – involves various texts such as set readings,
reading notes, class notes, data, assignment guidelines, assignment plans
and drafts, written and spoken comments on the plans and drafts. The
students then choose to use actual intertextuality (e.g. direct and indirect
quotations, echoing of what was said by other people) or interdiscursivity to
incorporate the written or spoken texts into the assignment (Prior 2004;
Ivanic 1997). Furthermore, Prior observes, by analysing the relationships
between a particular text such as a course assignment with other texts and
talks, the ‘structure of participation’ in the production process of the text
under analysis can be revealed (Prior 2004, p. 170). For example, the
different drafts of an assignment may show how the students incorporate the
input and comments that they obtain from the teachers or from other people
on the previous draft. Nonetheless, Prior recognises that it is impossible for
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intertextual analysis to trace the origin of every sentence in a text (2004).
Even for the part(s) of the text that can be traced, the trail of history
uncovered may consist of interpretations and human memory that cannot be
verified or ascertained (Prior 2004).

3.8 Conclusion

This chapter describes in detail the ecological perspective on learning,
language, and communication, which forms the theoretical framework of this
study. Specifically, Garner’s ecological view on language is the most
systematically-developed alternative theoretical framework to the major
linguistic paradigms, which disassembled language into small units (e.g.
grammar) where learners are taught unit by unit of it in the order decided by
the language teacher, or saw language as a biological object (2015, 2013,
2004). Ecological thinking sees language as indivisible from its use in the
real world for the purposes of interacting and communicating within a certain
community or culture. Hence, when students attend a specific module in
their programme, they learn the complex wholes of disciplinary discourse
and practices by reading, listening, speaking and writing. From an ecological
perspective, institutionally based learning in a subject is viewed as complex
and integrated. Learning occurs in a context which is situated and realised
through interactions. The concept of learning as dynamic, interactive and
situated reflects the principle that all teaching and learning events involve the
construction of new meanings through the complex of communicative,
primarily linguistic, interactions between the students and their teachers,
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other students, and people outside the module. The ecological perspective
views communication as a system, which consists of joint activity that occurs
at several levels of complexity simultaneously, and a series of overlapping
and interrelated meanings. In the context of the present study, while the
finished course assignment is an individual communicative event, it is the
end product of the entire process of reading, taking reading notes, listening
to lesson talks, taking class notes (i.e. during lessons), discussing with
classmates and the teacher, incorporating the teacher’s written feedback
from previous assessments, and so on.

The premise of intertextual analysis – the primary analytical tool of this study
– is intertextuality. It denotes the relation each spoken or written text has to
other texts, because all texts are either positioned in a chain of texts
sequentially, or contextually related to other texts historically or
contemporarily. By analysing the relationships between a particular text
such as a course assignment with other texts and talks, the structure of
participation in the production process of the text under analysis, and hence
the process of knowledge construction, can be revealed.

Against the background of the theoretical frameworks examined in this
chapter, the next chapter describes the methodology employed in this
research.

94

4. Methodology

4.1

Research design

4.1.1 Purpose and focus of the study

The purpose of the study is to describe and interpret the complex system of
communication in teaching and learning events within modules of two
different disciplinary programmes in a UK Higher Education Institution (HEI).
The framework for the study is an ecological model of communicative
interaction, as discussed in Chapter 3. This model views communication, of
which language is a major medium and which is central to teaching and
learning, as a system occurring at several levels of complexity
simultaneously (Garner 2016, 2013, 2005, 2004). Learning in a HEI module
is viewed as complex and integrated, involving a constellation of interrelated
communicative events (Garner 2005). Learning relating to a particular
subject may start, for example, with pre-class readings, and continue through
attending lessons; discussing assignment problems with teachers and with
people inside as well as outside the HEI; discussing the draft assignment
with the teacher; incorporating feedback into the final version of the
assignment; discussing the marked assignment with the teacher; and
incorporating any useful comments in the next assignment of the same
module or of another module.
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The model is applied to create two case-studies of modules from different
disciplinary programmes. The module rather than the programme level was
chosen because it constitutes a bounded case of the processes of teaching,
learning, and assessment (Yin 2018, Hesse-Biber 2017). This allows the
holistic ecological perspective of learning, language and communication to
be applied to the analysis of a manageable amount of data, by comparison
with researching the whole programme.

The focus of the study is the interactions of communicative events, utilising
different forms of discourse, that occur before, during, and after the
preparation of the course assignments in two different disciplines. It
demonstrates the coherent cycle of how students assimilate, consolidate and
display their learning to teachers in a module that makes up a component of
their programme (Hyland 2009, Bazerman 2004b). In addition, the course
assignment represents the product that unifies various acts and objects in a
process that leads to a text. This process, and its outcome, involve the set
and/or extra readings; reading notes; lesson talks; class notes; lesson
handouts; electronically-mediated-communications in the form of email or
WhatsApp with peers and teachers; face-to-face discussions with peers and
teachers; planning notes; draft assignments; comments or feedback from
peers and/or teachers (Prior 2004).

Although the two disciplines under study differ somewhat in content and the
mode of teaching and learning, they share similar forms of assessment. The
study seeks to describe and analyse, and compare and contrast, the ways in
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which teachers and students co-construct knowledge in the two disciplinary
cultures.

4.1.2 Philosophical paradigm and research approach

This section describes the philosophical assumptions including the ontology
(i.e. reality), epistemology (i.e. knowledge), and axiology (i.e. value)
associated with the research design and informing the study. It also
explains how the purpose of the study, kind of data, and data sources
warrant a qualitative and interpretative approach for the study (Creswell
2014).

The research paradigm was social constructionism, which accords well with
the ecological approach. According to Hyland, social constructionism is ‘one
of the oldest and best-known approaches to conceptualising academic
discourse’ (Hyland 2009, p. 11). Academic knowledge is seen as ‘a product
of situations in which it is created, rooted in disciplinary argument, affiliation
and agreement-making’ (loc. cit.).

According to Burr (2015), social constructionism has several key notions.
First, the common ways of gaining understanding and knowledge of the
world are not based upon objective and unbiased observation of the world.
Rather, they are derived from the ‘social processes and interactions in which
people are constantly engaged’ with one another (p. 5). Hence, there exist
multiple perspectives of looking at the world. Secondly, the ways and
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concepts that people use to understand the world are ‘historically and
culturally specific’ (p. 4). There are no particular ways of understanding that
are better or nearer the truth than others (loc. cit.). Thirdly, people are born
into, and adopt, a culture and community with their own conceptual
frameworks. Each person acquires the concepts as they develop the use of
language and reproduces them daily with people who share the same culture
and language. Fourthly, the world is constructed through these frameworks
by personal interactions. People’s use of language can be a form of action
or it has a ‘performative’ role (e.g. when a judge announces a sentence, a
certain practical consequence is resulted, that is, the convict has to serve the
sentence) (Austin 1962). Finally, social constructionism regards the ‘social
practices engaged in by people’, and ‘their interactions with each other’, as
the proper focus of enquiry (Burr 2015 p. 11). The aim is to consider ‘how
certain phenomena or forms of knowledge are achieved by people in
interaction’ (loc. cit.). Knowledge is therefore considered to be created and
enacted by people together.

This research project takes an interpretative approach (Chilisa & Kawulich
2012). According to Hesse-Biber (2017), an interpretative position assumes:

the social world is constantly being constructed through group
interactions, and thus social reality can be understood via the
perspectives of [group members involved] in meaning-making activities
(p. 6)
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In this approach, participants and researcher develop multiple realities and
build knowledge through interaction (Hesse-Biber 2017). In other words,
they co-create the reality that is the outcome of the research.

Qualitative methods are best suited to answering the research questions
(see Chapter 1) of this project. The questions are open-ended and begin
with how, as qualitative research is inductive: it allows the researcher to
begin with accumulating specific data that occur in natural settings (i.e. in the
real-world, day-to-day environment of the research participants) of the
complex system of communication in teaching and learning, the subsequent
analysis of which leads to the understanding of a multiplicity of findings that
emerge (Hesse-Biber, 2017, Yin 2015, Nieuwenhuis & Brigitte 2012, Duff
2008).

In a qualitative approach, the co-construction of reality is recognised as
subjective. The researcher functions as a ‘research instrument’ (Yin 2015 p.
40) in recruiting the study participants, collecting the data, sifting and
analysing the data through her own ‘research lens’ (Yin 2015 p. 40), which
consists of her worldviews, values and perspectives, then selecting
representative excerpts from a large set of data, and interpreting the findings
(Miles et al. 2014, Nieuwenhuis & Brigitte 2012, Duff 2008, Ivanic 1997).
Hesse-Biber (2017) observes that

most qualitative views on the nature of social reality can agree on the
importance of the subjective meaning individuals bring to the research
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process and acknowledge the importance of the social construction of
reality (p. 43)

Nonetheless, the research design includes ‘a set of tactics for testing or
confirming findings’ (Miles et al. 2014 p. 293): for example, checking for
researcher effects, triangulating data sources and methods (elaborated in
section 4.5), following up gaps in understanding of information, obtaining
feedback from participants, etc (Miles et al. 2014, Duff 2008).

4.2

Research methods

4.2.1 Research approach

The research approach of this study is case study, which is widely used in
qualitative research in education (Hesse-Biber 2017, Bogdan & Biklen 2016).
The characteristics of the research questions warrant the adoption of this
approach. They seek to describe and analyse the interactions of different
teaching and learning communicative events in two different disciplinary
modules, which are contemporary (i.e. the timeline runs through the recent
past and present) and require the tracing of operational processes over time.
The researcher has little control of how the events proceed, the
understanding of which involves important contextual conditions (Yin 2018).
Also, in order to answer the research questions, a variety of evidence needs
to be collected including documents of various sorts, audio recordings of
lesson talks and interviews, etc.
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The strengths of the case-study approach are that it enables detailed and indepth data collection over time as well as intensive analyses involving
multiple sources of information (Duff 2008). In addition, by interrelating a
range of data into a single system, it allows the data to be interpreted
holistically, including the participants’ perceptions of their own
communication and learning (Punch 2014, Duff 2008). All these
characteristics are pertinent to the understanding of the complex
constellation of communicative events in teaching and learning.

In order to address the research questions, the cases of this project are
located at two different levels of analysis: micro and meso. At the micro
level, interactions between communicative events are investigated. At the
meso level, teachers’ and students’ co-construction of knowledge in the
different modules are compared and contrasted (Schwandt & Gates 2018).
The unit of analysis is the interactions between different teaching and
learning communicative events that take place before, during, and after the
course assignments of each module (Hesse-Biber 2017).

4.2.1.1

Generalisability

This study tries to achieve ‘analytic generalisability’ (i.e. ‘to expand and
generalise theories’) (Garner & Borg 2005, Garner 2004). It does this by
adopting an ecological perspective on learning, language and communication
(Garner & Borg 2005, Garner 2004), and specifically the four-level approach to
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communicative interaction (Garner & Johnson 2013) to study the interactions
between different teaching and learning communicative events in the two
modules (Yin 2018, p. 21). Yin (2018) emphasises that case study should be
treated as an ‘opportunity to shed empirical light on some theoretical
concepts or principles’ rather than ‘as a sample’ (p. 38).

At the same time, social science research involves interactive contexts and
uncontrolled conditions: generalisations tend to ‘decay’ (i.e. conclusions from
such studies may be valid only on a case-by-case basis or short-lived)
(Cronbach 1975, p. 122). Whether the findings of this study can be
transferred to other situations will depend further research into other contexts
of teaching and learning (Lincoln & Guba 1985). A holistic description of the
ecology of communication and a ‘multiple case study’ (Stake 2005, p. 445)
are provided in this study, which will allow other researchers ‘to determine
the applicability of the findings in their own situations’ (Gall et al., p.478).

Nonetheless, care must be taken not to generalise from these findings in
unwarranted ways. There are limitations in the self-reported elements of the
data (Schmidt & Frota 1986). Furthermore, each case study has its own
characteristics and complexity, so that the relationships or interactions of
different forms of discourse in teaching and learning cannot be completely
discovered (Schmidt & Frota 1986).
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4.2.1.2

Dependability

An audit trail was kept throughout the case studies so that the others can
follow it to see what has been done, how it was done and how conclusions
were arrived at (Lincoln & Guba 1985). In addition, the records of the
approaches and methods of analysis used were maintained so that
researchers who are interested to replicate the analyses will obtain similar
findings (Paltridge 2012). The audit trail and records of research methods
may also help alleviate concerns about the researcher’s being affected by
her own opinions, prejudices or biases when carrying out the analyses and
drawing up conclusions (Bogdan & Biklen 2016, Duff 2008).

4.2.2 Theoretical framework of data collection and analysis

As discussed in Chapter 3, the broad, four-level approach to communicative
interaction has been adopted as the framework for the collection and
analysis of data. The four levels are: communicative acts, communicative
event, communicative link, and constellation of communicative events, as
described and explained in section 3.4.

In studies using this model, data are collected as generated in the
communicative events. According to the framework, a communicative event
is two or more interrelated communicative acts, spoken and/or written, that
seek to achieve an identifiable immediate purpose, for example, a
presidential speech, a job application letter. When several recognisably
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different communicative events are interconnected by a common focus on a
single activity, they constitute a constellation (Garner 2016) with a higherlevel purpose (e.g. an academic conference that involves research papers
and speeches of various scholars).

In terms of application of the approach, Garner & Johnson (2013) explore
how each constitutive communicative event in the constellation of events
represents a transformation of the message through variant texts and
mediations in police call handling. The focus of their study is those calls from
the public about situations that the call-handler judges as sufficiently serious,
or potentially so, as to warrant the deployment of police officers to the scene.
Garner & Johnson (2013) demonstrate the significance of understanding the
full discourse of police call handling, that is, ‘longitudinal’ patterning, which is
manifested in the complex of linguistic actions and interactions between a
range of participants (including the caller, the call handler, the dispatcher of
police resources, and the police officers attending the scene) using a variety
of media (telephone conversations, formatted computer screen input, and
digital radio exchanges [p. 37]). In the research, the call from a member of
the public ‘is not an isolated, fixed communicative entity; it is rather the initial
construction of a dynamic and fluid text as it enters the police domain’ (loc.
cit.). The text then evolves continuously in forms and immediate purposes
as it passes through a range of ‘organisational, operation contexts and
technological mediation’, until it culminates in the ‘accomplishment’ or
‘abandonment’ of the ‘operational objective’ (loc. cit.).
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In other words, the process of the police response to members of the public
seeking help is complex and involves a number of communicative events
that form a constellation. Each communicative event produces a different
version of text initiated by the incoming call from a member of the public and
throughout the constellation. The constellation is initiated by two
simultaneous communicative events: the telephone conversation between
the caller and the call handler, and the inputting of the essential items of
information by the call handler into a formatted computer screen. If the call
handler judges that police intervention is required, further communicative
events occur: the key information is communicated to the dispatcher of police
resources; this usually occurs automatically: the dispatcher reads the text
imputed by the call handler. A further communicative event occurs in the
form of one or more radio exchange(s) between the dispatcher and a patrol.
When the patrol arrives at the scene, further events typically occur in the
form of conversations between the police officers and the initial caller and/or
others present at the scene (Garner & Johnson 2013). Each version of the
texts created in these events is determined by different factors: the physical
context; mode (speech or writing); media (e.g. telephone, computer, radio,
and face-to-face interaction). Nonetheless, each version is directly or
indirectly determined by the others (Garner & Johnson 2013). The analytical
concept of the constellation allows the researcher to track the interactions
and transformations of texts which are directed towards the intended
operational outcome.
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In the present research, the focus is on the constellation comprising the
interrelated spoken and written communicative events that occur before and
after the production of course assignments.

4.3

Methods of data-collection

4.3.1 Informal pilot study

In order to test out the research framework outlined above and to gain some
insights for the project design, informal observations were conducted of three
lessons in one postgraduate module in a social science department (Module
P). The module was chosen on the criteria of convenience and access as the
researcher had previously attended the same module when she was enrolled
in the MA programme.

The three lessons were audio-recorded with the permission of the module
teacher. Informal talks were also conducted with four of the students (with
their written consent), three of whom (two males and one female) were
native English speakers, and one non-native speaker (a female international
student) to gauge their views about the topic that was covered in those three
classes and the course assignment for that topic. Other data were collected,
in the form of reading notes; class notes; planning notes, extra readings, and
drafts for the course assignment; electronically-mediated-communications
through email and WhatsApp amongst the students regarding the
assignment. The marked assignments with written feedback were also
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collected from the four students. Different communicative events, their
forms, functions, and communicative behaviour (including linguistic patterns)
were briefly identified. The pilot informed the design of the main study,
specifically in the following aspects.

a.

The lessons should be audio-recorded. While video-recording can
capture more contextualisation cues and paralinguistic features of the
teacher and the students, it considerably complicates transcription
(Erickson 2006). In addition, many of those cues and features are not
germane to the research interest, which focuses on the linguistic
interactions that make up different communicative events, rather than
on individual acts within them.

b.

Student-student discussions during classes are not significant enough
to be collected. Although the initial analysis showed that studentstudent discussions during classes are directly related to the lesson
topics, no other obvious relationship with the focal communicative
event, the course assignments, could be identified. Since in-class
discussions do not contribute to the understanding of the constellation
of interrelated communicative events that take place before, during,
and after the preparation of course assignment, nor do they help to
uncover the disciplinary discoursal practices, they were not collected in
the case studies for the main study.
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c.

Interview schedules should be prepared and shown to interviewees
before the interviews. Informal talks with the students suggested that
this results in more productive interviews. The pilot also showed that
the researcher’s approach in the interview should be as noninterventionist as possible. Verbal response tokens while the
interviewees are talking make transcription of the interviewees’ talk
difficult. The researcher should avoid interrupting the interview, for
example by making personal comments, lest they obstruct the ‘free
expression’ of the interviewee (Brinkmann & Kvale 2015 p. 13).

The data collected from the pilot were not as extensive as those collected for
the case studies in the main study. For example, although the module
covered three topics (with each topic being dealt with in three lessons),
involved three analytical exercises (one on each topic), and one final
assignment, only data related to three lessons (i.e. one topic) and the
analytical exercise related to that topic were collected. In addition, the
informal talks with the students were unstructured and took place once only,
after the submission of the analytical exercise. This meant that no follow-up
was possible to clarify queries that arose during the transcription and initial
analysis, or after the analytical exercise was marked and returned to the
students. Nonetheless, some elements of the pilot-study data are useful as
additional examples of disciplinary discourse. As indicated in the appropriate
places in the following chapters, these were occasionally used for comparison
and contrast with data from the main study.
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4.3.2 The two-case studies and data sources

The modules chosen for the formal study are part of two different
programmes. One was a humanities module: it is denoted as Module X in
this study. The other was a social science module (Module Y). The purpose
of carrying out two-case studies is that such research design is considered
more convincing than a single-case study as it validates the robustness of
the theoretical framework underlying the studies (Yin 2018).

The reason for choosing Module Y was that, before commencing the
research, the researcher had completed an MA programme in the same
department. The understanding, thus acquired, of some of the background
knowledge involved in Module Y (e.g. Speech Act Theory, Grice’s Maxims)
could facilitate data analysis.

When choosing the other module, consideration was first given to a
performance arts programme and a science programme. Some related
academic literature was reviewed, and it was concluded that the
communication systems and learning processes of the two disciplines may
exhibit too many differences from those of the humanities or social science
modules, which may render the analysis too complex and thus the
conclusions less coherent. For example, Freebody (2013) points out that,
whilst the pattern of initiation-response-evaluation is characteristic of talk in
sedentary classrooms, drama requires different discourse from teachers and
students as it involves ‘out-of-role talk’ and ‘in-role talk’ (p. 70). In addition,
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performance arts programmes assess students through production projects,
which are usually multimodal. Science programmes, by comparison, include
a separate laboratory component that requires students to apply knowledge
through experiments (Regassa & Morrison-Shetlar 2007). Such activitybased lessons and assessments are prepared, presented, as well as
evaluated, differently from those in the humanities or social science modules.
Consequently, a humanities module was chosen so that the number of
variables that can affect the analysis of the study could be more closely
controlled.

The initial intention was to select postgraduate level modules for the study.
The rationale for choosing postgraduates as research participants is that they
had already been exposed to a certain amount of acculturation into the
academic community so that they would be more aware of how they took
reading notes and class notes, and they would be more reflective on the
preparation of course assignments (Ivanic 1997). It was hoped that the
student participants would have more to say during interviews with such
awareness and reflectiveness (Ivanic 1997).

Soon after data collection commenced, however, the student participant from
the social science module withdrew from the study. The module therefore was
replaced in the study by the only alternative from the same department that
was made available by the teacher at short notice. This was an
undergraduate module, offered to second year and third year students, so the
academic level of the students is as close as possible to that of the humanities
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module in the study. Since the replacement module had already been
completed before it was chosen for study, there was no concern for conflict of
interest although the course was conducted by one of the researcher’s
supervisors.

4.3.3 Ethics

It is vital to conduct ethical research because participants may be harmed
physically or emotionally if ethical issues (e.g. anonymity of participants,
informed consent, interview times and venues) are not sufficiently considered
at the design and implementation stages of research (Ogletree & Kawulich
2012). To this end, an ethics application for the research project was
prepared according to the requirements of the University Ethics Committee
and submitted for approval. Different consent letters that contained all the
required information were prepared for the students and the teachers
respectively (Appendices 1 and 2). The consent letter for the students
indicated that they would be remunerated by a gift voucher for GBP100. It
was considered appropriate to express in this way the researcher’s
appreciation of the participants’ commitment, and to compensate them for
considerable amount of time required by their participation. One student
from Module X and three from Module Y, offered themselves as participants.
Permission to carry out research in the two modules was granted by the
respective Heads of Departments, Programme Conveners, and the teachers
concerned. All names of the teachers and student participants are replaced
by code numbers in the following chapters.
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4.3.4 Participants and sampling technique

Participants in the study included the teachers and some students of the two
modules described in section 4.3.2.

As is evident from section 4.3.3, the student participants were recruited using
non-probability opportunistic sampling: they were available and willing to
participate in the study (Laher & Botha (2012). This sampling method was
chosen because the case studies are ‘instrumental’ rather than ‘intrinsic’: the
data were examined to provide insight into the interactions of the interrelated
teaching and learning events rather than treating each event as a particular
case (Stake 2005 p. 445).

It was intended to recruit 3 to 4 participants for each of the two modules, for
two reasons. One was to allow for possible attrition and its adverse impact if
one or more participant(s) withdrew during the research period (Duff 2008).
The second reason was to enrich as much as possible the insights obtained
from studying the interactions of different communicative events in each
module by extending the analysis to multiple participants (Yin 2018).

Recruitment for student participants from Module X was carried out in the
term prior to the one in which it started. A briefing session on the content
listed in sections 4.4.1-4.4.2 was provided to the teacher and the students.
Consent letters were given out during the briefing so that informed decisions
could be made (Yin 2018, Duff 2008). For students who were absent on that
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day, speaking notes of the briefing session and the consent letter were sent
to them with the assistance of the teacher so that no potential participant was
excluded from the recruitment (Yin 2018, Duff 2008).

Recruitment for student participants from Module Y was carried out after the
module had finished, as stated in section 4.3.2. A written brief about the
research project and consent letter were sent through the course teacher to
all students enrolled on Module Y.

By the end of the recruitment process, the teachers of the two modules and
the four student participants signed the consent letter. One female native
English-speaking student participant was recruited from Module X. Three
female native English-speaking student participants were recruited from
Module Y, of which two were third-year students and one was second-year
student. None of the student participants was known to the researcher
before the recruitment.

4.4

Data collection

For Module X, data was collected over a six-month period, which covered the
three-month period in which it was taught, as well as the time required for the
writing and marking of the assignment. For Module Y, data was collected
within one month after approval was obtained from the University Ethics
Committee (section 4.3.2). Queries arising from the initial data analysis were
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followed up with research participants either via a second interview or via
WhatsApp in the subsequent months.

The categories and nature of the collected data are detailed below.

4.4.1 Data from student participants

All relevant data in the form of written documents were collected during the
interviews. The documents were photocopied and the originals returned to
the student participants. All relevant data in electronic form, such as written
communications with the teacher and graded assignments, were collected
via email with the permission of the teacher. Data in this category includes:

4.4.1.1

i.

Written data

Set readings related to the course assignments with the student
participants’ reading notes marked on them. They were used to
analyse the interactions between the set readings and the reading
notes, as two communicative events.

ii.

Stand-alone reading notes that were related to the course
assignments. They form one of the communicative events as
mentioned in section 4.4.1.1 (i).
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iii.

Class notes related to the course assignments. These were
analysed to identify the interactions between the lesson talks and
the class notes, as two communicative events.

iv.

Planning notes, draft assignments and marked assignments.
These were analysed to show the interactions between those
documents and the set readings, extra readings, reading notes,
lesson talks, lesson handouts, class notes, emails between the
student participant and the teacher, as well as face-to-face
discussions between the student participant and the teacher
and/or peers as a constellation of interrelated communicative
events. Data from course assignments are discussed in more
details in section 4.4.5.

v.

Emails between the student participants and the teacher about the
assignments. They form one of the communicative events as
mentioned in section 4.4.1.1 (iv).

vi.

Notes (if any) that were made by the student participants during or
after the face-to-face discussions between the student participants
and the teacher and/or peers about the assignments. They form
one of the communicative events as mentioned in section 4.4.1.1
(iv).
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4.4.1.2

Spoken data

Face-to-face discussions between the student participant and the
teacher and/or peers form parts of a constellation of interrelated
communicative events. The data was collected through interviews with
the student participants (see section 4.4.3).

4.4.2 Data from teachers

This category consists of course materials uploaded by the module teachers
onto the Moodle sites (a Virtual Learning Environment for on-campus
students to access programme materials as well as learning assistance). The
researcher was granted access to the Moodle sites, which made possible the
collection of the data described in (i) to (iv) below by downloading them onto
the researcher’s personal computer or printing them out.

4.4.2.1

i.

Written data

Set readings related to the course assignments. They are needed
for the purposes stated in section 4.4.1.1 (i), (ii), and (iv).

ii.

Lesson handouts related to the course assignments. They were
needed for the purpose stated in section 4.4.1.1 (iv).
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iii.

Course outlines, assignment guidelines, and sample essays are
also available on the Moodle sites. However, they served as
support discourses to navigate the student participants through
the constellation of events in preparing for the course assignments
rather than functioning as part of the constellation of events (Tardy
2009). These documents were therefore not used in the data
analysis.

4.4.2.2

Spoken data

Lesson recordings related to the course assignments of Module Y
(including the teacher’s talk about the assignment guidelines). They were
uploaded by Teacher Y onto the Moodle site. For Modules X and P, they
were audio-recorded by the researcher during the lessons with the
permission of the teachers. They were needed for the purposes stated in
section 4.4.1.1 (iii) and (iv).

4.4.3 Data from interviews

Interview schedules were attached to the consent form or sent to the
research participants via email before the interviews took place (see
attachment in Appendices 1 and 2). All interviews were audio-recorded and
transcribed verbatim with the participants’ permission.
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4.4.3.1

Interviews with student participants

All student participants took part in two interviews that were held in a study
room in the University Library. The two interviews were scheduled at least
one week apart so that the researcher had enough time to transcribe the first
interview and see if there were any queries to follow up on in the second
interview. For Module X, the second interview was conducted after the
marked assignment was received, so that issues about the whole course
could be covered. In between the two interviews and after the second
interview, the researcher contacted the student participants via WhatsApp to
clarify any queries arising from the transcription of the interviews and
preliminary data analyses.

4.4.3.2

Interviews with teachers

The interviews were conducted in the teachers’ offices. They were
conducted after all interviews with the student participants and grading of
assignments had taken place, so that any queries about the course that
could be answered by the teachers could be further explored. The teacher of
Module X was interviewed once. With the teacher of Module Y, two
interviews were conducted. The purpose of the second interview was to
discuss, among other things, some findings from the initial analysis of the
collected data.
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4.4.3.3

The nature of the interviews

All interviews were semi-structured. Semi-structured interviews contain
questions that have been scheduled beforehand but allow follow-up
questions to be asked during the interviews as needed (Prior 2004). The
interviews of this project, particularly the first interview, followed very similar
structures with each of the four student participants; but varied according to
the follow-up queries. For example, all four student participants were asked
whether they discussed the course assignments with people other than their
teachers or classmates. For the two student participants who answered
‘yes’, follow-up questions were asked about the content of the discussion(s)
and how they affected the preparation of their course assignments. The
semi-structured interviews were particularly useful in collecting the contents
of the various face-to-face discussions, which were not recorded at the time,
about the assignments.

Semi-structured interviews are essential sources of information about the
research participants’ ‘thoughts, feelings, sense-making, contexts, and
processes’ that are not visible in their written texts (Prior 2004, p. 179). The
student participants’ explanations – of their reasons for choosing something
from the set reading(s) or the lessons to note down, and of how different talk
and texts affected their preparation of the assignment(s) – were a rich source
of information about the interrelationships between different communicative
events of teaching and learning. These data supplemented the findings of
the analysis of the written texts. The interviews with the teachers gave
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insights into the intended purpose of some of the communicative events that
occurred during lessons, and enabled comparisons with the student
participants’ interpretations of those events.

During the interviews with the student participants, the researcher used the
draft assignments and marked assignments with the teachers’ feedback to
stimulate the students’ recollection of the processes of preparing for the
assignments (Brinkmann & Kvale 2015, Prior 2004). In addition, the
researcher asked the student participants to indicate the written feedback
that they thought most likely to be useful to them in the future. In this way,
the documents served as a source for reflection (Prior 2004).

As stated by Brinkmann & Kvale (2015), the interviews that were conducted
with the teachers and the student participants were constructions or joint
productions by the interviewer and the interviewees. In other words, the
knowledge produced in the interviews is constructed interactionally between
the two people involved and they influence each other in the process
(Brinkmann & Kvale 2015, Duff 2008). Each interview has its own discourse
context, which also evolves over the course of the interview and from one
interview to the next (Brinkmann & Kvale 2015, Duff 2008). That is to say,
had the same interviewee been interviewed by a different interviewer, it
might have resulted in different conceptualisations (Brinkmann & Kvale
2015).
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In order to enhance the reliability and validity of the interviews, the
researcher followed up and clarified her analyses and interpretations of the
participants’ responses to the interview schedules either over the course of
the interviews, or in the second interview, or via WhatsApp communications
afterwards. Such member or respondent validation enriches and/or sheds
new light on the analyses (Yin 2018, Brinkmann & Kvale 2015, Miles et al.
2014, Duff 2008).

4.4.4 Data from direct observations

With the permission of the teacher and the students, the researcher made
non-participant observations of Module X by sitting at the back of the
classroom throughout the eight lessons that took place during the term. The
purpose of the observations was to gather any contextual information about
the interactions during lessons, which may complement the audio-recordings
(Yin 2018, Duff 2008). For example, the researcher took note of the time
when the student participant talked to help identify her voice in the audiorecordings during the transcription. Listening to what the student
participants talked about during lessons may help in understanding the
interactions between the student participant’s reading notes and the lesson
talks. When the teacher wrote on the whiteboard, the contents were
photographed. This information was useful in shedding further light on the
interactions between the lesson talks and each student participant’s class
notes.
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4.4.5 Data from course assignments

The students of Module X (humanities) had to undertake one individual task,
one group task, and one essay assignment throughout the course, but only
the essay, of 3,500 words, was assessed and given written feedback. The
scope of the essay was broad, and no specific topics or questions were set.
The students were encouraged to discuss the essay ideas and useful
references with the teacher. Since the individual and group tasks were not
graded, and the group task involved students who did not join the research,
they were not included in the analysis. In other words, only one assignment
was collected from this module; it is shown in Appendix 3.

The assessment of Module Y (social science) consisted of two assignments.
The first assignment of 2,000 words was data-based and had a 40%
weighting towards the final grade. The students could choose from two
questions, and further choose from five sub-options within the first question
and two sub-options within the second question. The students were required
to report the activities and findings of the analysis, as well as relating them to
the relevant research literature. The second assignment was an essay of
2,000 words and had a 60% weighting towards the final grade. The students
could choose from a list of 5 topics or negotiate with the teacher a different
topic or question. All in all, 6 assignments were collected from this module;
they are shown in Appendices 4-9.
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The analytical exercise that was covered in the pilot observations of the
postgraduate programme from the social science department (Module P)
involved a given data set, which the students were required to analyse in
1,000 words. Together with two other analytical exercises, it counted for
50% of the total assessment mark. One analytical exercise was collected
from this module (Appendix 10).

4.4.6 Caveats about the data

As noted in section 4.3.2, Module Y was offered before the research project
commenced. The data for this module was collected some two months after
the end of the module. The data was therefore ‘naturalistic’ or free from the
‘observer’s paradox’: ‘the phenomenon being observed is influenced by the
presence of the observer’ (Labov 1972 p. 209). Nevertheless, the data that
involved recollection from memory (e.g. of face-to-face discussions with
classmates, family and friends, and/or teachers about the assignments) must
be treated with caution. The recollections might be influenced
retrospectively by the fact that two months had passed between the
completion of assignment: recollections of its preparation might by shaped by
‘conventionalisation and simplification’; for example, ‘details drop out and
new ones added’ (Prior 2004 p. 185).

In order to reduce the effects of ‘observer’s paradox’, in the main study the
researcher concealed the identity of the student participant of Module X from
the teacher so that their communications would not be affected.
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Nonetheless, the behaviour of the student participants might still have been
influenced by the fact that they were informed in the consent forms that the
lessons would be audio-recorded and analysed together with all the related
texts and documents. During the pilot observations, one of the student
participants told the researcher that she gave extra effort to the module
because of her participation in the observations. During the main study, the
student participant from Module X reflected that her participation in the
research project meant she was very conscious of noting down the ‘different
stages’ when preparing for the course assignments and making sure that her
notes were ‘legible and understandable to someone else reading them’.
Other than that, she indicated that she did not see much difference in how
she ‘prepared or wrote notes’ or how she prepared for this course
assignment compared to those in other modules.

4.5

Triangulation

Triangulation is the use of multiple methods and sources of data when
addressing the research question (Flick 2018). Section 4.4 shows that a
considerable quantity of primary data is involved in this research, including
interview transcripts, transcribed lesson discourse, written assignments, and
student participants’ various notes. Triangulation, by means of the multiple
sources of different kinds of data, enabled the researcher to focus on the
interaction of different types of discourses in the teaching and learning
events. Yin (2018) undertook an analysis of case study methods and found
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that those case studies using multiple sources of evidence have higher
overall quality than those that relied on single source of information (p. 113).

When it was initially introduced in the 1970s into the discussion of qualitative
research, triangulation was employed by researchers mainly as a strategy of
enhancing the validity of research findings or developing converging lines of
inquiry (i.e. ‘the combination of methodologies in the study of the same
phenomenon’ [Flick 2018, p. 445]). Recently, triangulation has also been
utilised to provide a fuller picture of the phenomenon under study, to add
breadth and/or depth to the analysis (Flick 2018, Yin 2018, Fielding and
Fielding 1986). In addition, triangulation may reveal convergent or divergent
practices relating to a complex issue: this is in itself a valuable research
finding (Flick 2018, Duff 2008). For example, in the present study one of the
student participants was asked in the interview about her criteria for choosing
what to write down during lessons. The purpose was to see how she
perceived the interaction between the lesson talks and the class notes. The
student replied that she would note down what the teacher wrote on the
whiteboard and start writing notes when the teacher started to slow her
words. While these are interesting perspectives about the interaction
between the lesson talks and the class notes, it was discovered by going
over the student’s class notes that she had also noted down everything the
teacher said about the course assignment. This example shows how
triangulation led to a fuller understanding of the interactions between the
lesson talks and class notes.

125

This research employed a ‘between-method’ triangulation, which allows the
triangulation of data collected using different qualitative methods (e.g.
interviews and document analysis) (Flick 2018). In addition, triangulation
was applied on the level of individual participants as well as on the level of
data sets (Flick 2018). On the former level, a student participant’s answers
to the interview question: How do you choose what to write down as reading
notes? were compared to their practices in making the reading notes,
brought together, and related to each other on the level of the individual
(Flick 2018). On the latter level, the comparisons and analyses were made
over all individual cases in the same module to look for regularities, common
themes, or a typology (Flick 2018).

4.6

Data processing

4.6.1 Data transcription and presentation

The conventions used for presenting excerpts from written documents and
spoken texts are explained in Appendix 11.

4.6.2 Data analysis

4.6.2.1 Intertextual analysis

Intertextual analysis (which is defined in Chapter 3) was used to analyse the
relationships between

126

i.

reading texts and reading notes;

ii.

lesson talks and class notes;

iii.

the constellation of interrelated communicative events around the
production of the course assignment (the reading texts, reading
notes, lesson talks, class notes, the various discussions, draft
assignments, and finalised course assignments).

Intertextuality analysis is a suitable tool to examine the relationships between
different teaching and learning events because, in the constellation of
communicative events that appear as both talk and texts before, during, and
after those events, intertextuality takes place and has a range of potentially
profound effects on individuals, activities and encounters (Rock et al. 2013).
As spoken and written discourses are mediated through a series of
interconnected teaching and learning events over an extended period,
segments of those discourses are extracted from their immediate
interactional contexts: this is called entextualisation (Bauman & Briggs 1990).
For example, students take notes of what they think is important from the
teacher’s talk and teacher-class discussions. The extracted text is
decontextualised and can take on an autonomous meaning in a new setting
(e.g. notes about the lessons), which is called recontextualisation (Rock et al.
2013). A long chain of successive recontextulisations takes place across the
constellation of teaching and learning events (Rock et al. 2013, Garner &
Johnson 2013). Intertextual analysis thus enables the researcher to analyse
the roles of both talk and texts, to arrive at as full as possible a picture of how
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learning and teaching and the outcome in terms of academic knowledge are
co-constructed by the participants.

4.6.2.2 Coding

The content of the (a) reading notes and (b) class notes was coded, in order
to examine how the different disciplinary communicative events determined
their relationships with, respectively, the set readings and reading notes and
the lesson talk. According to Saldana (2015), coding is

a researcher-generated construct that symbolizes or translates data
and thus attributes interpreted meaning to each individual datum for
later purposes of pattern detection, categorization, assertion or
proposition development, theory building, and other analytic processes
(p. 4-5)

Descriptive coding (Saldana 2015) was used for the contents of the reading
notes and class notes. This method assigns labels to data to provide an
inventory of their topics. The coding took the form of a summary in a word
(most frequently a noun) or short phrase of what is talked or written about in
each constituent part of the notes. Descriptive coding leads primarily to a
categorised inventory, tabular account, summary, or index of the data’s
contents (Saldana 2015). The process is inductive (Saldana 2015). In other
words, the coding choices are emergent and data-driven: the codes emerge
progressively during data analysis (Saldana 2015).
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The codes were checked by means of intra-coder agreement: each
participant’s reading notes and class notes were coded more than once, with
a minimum of 7 days apart for each coding (Miles et al. 2014, p. 85). In
addition,

intra- and/or intercoder agreement should be within the 85% to 90%
range, depending on the size and range of the coding scheme, (loc.
cit.).

4.6.2.3 Procedures of analysis

The following paragraphs discuss the methods of analysis of (i), (ii), and (iii)
mentioned in the first paragraph of section 4.6.2.1. The unit of analysis for
all reading notes, class notes, planning notes, and draft assignments was
‘constituent part’. A constituent part is defined as a discrete, coherent idea
expressed by:

•

one or more single words;

•

one or more phrases;

•

one or more sentences.

For category (i) in section 4.6.2.1 above (reading texts and reading notes)
and (ii) (lesson talks and class notes), each constituent part was numbered,
highlighted, and given the same number as the relevant constituent part of
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the set readings or lesson transcriptions. The sets of numbered constituent
parts were compared, to reveal how entextualisation takes place and
become recontextualisations. Each constituent part of the notes was then
analysed and coded according to topic (see section 4.6.2.2 above), such as
a definition of an item of terminology or a reflection by the student on an idea
found in the set reading or lesson talks. A constituent part may be
represented in a variety of forms: direct copying (from the whiteboard or a
reading); direct quotation; indirect quotation; highlighting; underlining;
extraction of words, phrases, and/or clauses from intertextual sources; own
wording, or a mix of those representations (Bazerman 2004a; Ivanic 1997).

A table with five columns was drawn up for each set of notes. The first
column contains the number of each constituent part of notes. The second
column is a list of sources of the reading notes or class notes (e.g. page
number in the source texts, whether the notes were contributed by the
teacher or classmates) was created. The third column adds technique of
representation of intertextuality of each constituent part of notes exhibited
(e.g. by direct copying, highlighting, own wording) (Bazerman 2004a). The
fourth column adds in the code of what was talked or written about in each
constituent part of the notes. The fifth column adds further comments when
needed (e.g. the notes were shared during the lesson) (Bazerman 2004a).

The lists were examined for any within-list patterns (e.g. most written class
notes for a particular student participant were definitions of terminology), or
across-lists patterns (e.g. Module X students wrote down their personal

130

thoughts towards the set readings; students in Module Y did not) (Bazerman
2004a). Descriptive measures (i.e. frequencies and percentages) were
calculated and presented as a ‘supplemental heuristic to analysis’ (Saldana
2015, p. 72).

For category (iii) (the constellation of communicative events), the procedure
was to integrate the data by relating the multiple texts to the course
assignment and analyse their relationships as a constellation (Prior 2004).
The chronological order of the texts that were produced before, during, and
after the preparation of the course assignment was kept by numbering them
in the sequence of creation (Prior 2004). The analyses of (i) and (ii) , as well
as the transcription processes of the interviews and the lesson talks ensured
the researcher got familiar with the main sources of materials (i.e. set
readings, extra readings, reading notes, lesson talks, and class notes) and
student participants’ accounts that were directly related to the course
assignments. The familiarity with the data enabled the researcher to identify
instances of intertextuality that occur within the constellation of
communicative events.

The analysis of (iii) involved three stages. The first stage traced the
preparation of the course assignment by studying the texts in the order of
creation before and during its preparation. Specifically, by analysing the
planning notes of the assignment, lists of intertextual sources as well as
forms of intertextual representation were created. For example, analysis of
one Module Y student’s planning notes for the first assignment (details are
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given in Chapter 5) revealed that some of the features and lines of argument
that the student planned to use in the assignment were similar to the sample
analysis demonstrated by the teacher in the second lesson. One of the
intertextual sources of the planning was therefore ‘lesson talks’ and the
technique of representation was ‘extraction of words and/or phrases from
teacher’s talk plus student’s own wording’. An adjoining column to the lists of
sources and intertextual representation was left open to add in further
interpretations and/or comments.

The analysis then compared the initial draft and final version of the
assignment, both of which were related to the main sources of materials and
email exchanges, to identify instances of intertextuality. An example was
textual borrowings from the lesson talks that appeared in the draft
assignment (see Chapter 5). In addition to such instances of intertextuality,
instances of misunderstanding were also identified by relating the
assignment to the set readings, reading notes and the lesson talks. For
example, in one of the course assignments, an indirect quotation seemed to
misrepresent what was said in the set reading. By tracing it to the set
reading and then to the lesson talks, it was revealed that the
misrepresentation came from a misunderstanding of what was said about it
during the lesson (see Chapter 5).

The second stage of the analysis examined how face-to-face discussions
amongst peers or between teachers and the student participants influenced
the preparation of the course assignments. This information was collected
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from students’ accounts during the interviews, as audio-recording these
types of discussion was impracticable and potentially intrusive. For example,
one student recalled during the interview the advice that her father provided
when she was preparing the course assignment. When the transcript of her
remarks was compared to the assignment, actual intertextuality (i.e. signalled
and unsignalled intertextuality) was found.

The third stage of the analysis examined the teacher’s written feedback on
the content, including terminology, of the course assignment: such feedback
reflects the student’s understanding of the subject knowledge. For example,
there were three written pieces of feedback on one student’s assignment
stating that a term was wrongly used, and the student should have followed
the wording in the set reading. When the term was traced to the set reading
and reading notes, it was discovered that the student had missed the original
wording, in the form of a capitalised keyword in the set reading; she had
paraphrased it in her own words, which she then used in the course
assignment.

Tracing the constituent parts of a student’s assignments to the original
spoken or written discourses provided several significant insights. These
were, first, the ‘structure of participation’ (i.e. ‘who is involved in making the
text and in what ways’) (Prior 2004, p. 169). Secondly, the techniques (e.g.
modelling, textual borrowing) that the students used to assimilate those talks
and texts and developed them into a ‘synthetic or critical understanding’
(Bazerman 2004a p. 91) of subject knowledge. Thirdly, student participants’
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mistakes and/or inadequacies shown in the course assignment were due to
the misunderstanding of the set readings or lesson talks, as well as to their
inability to apply the required knowledge in the course assignment (Tardy
2009).

4.7 Summary

The purpose of this study is to describe and interpret the complex system of
communication in teaching and learning events within modules of two
different disciplinary programmes in a UK Higher Education Institution (HEI).
The framework for the study is an ecological model of communicative
interaction that views learning, language, and communication as holistic,
dynamic, interactive, and situated. The focus of the study is the interactions
of communicative events, utilising different forms of discourse, that occur
before, during, and after the preparation of the course assignments in two
different disciplines.

The characteristics in the research questions (i.e. involvement of a timeline
that runs through the recent past and present; requirement of the tracing of
operational processes over time; involvement of naturally occurred events;
and the importance of contextual conditions in understanding the events
under study) warrant the adoption of case study as the approach of enquiry.
In order to answer the research questions, a variety of evidence was
collected including documents of various sorts, audio recordings of lesson
talks and interviews, etc. The use of multiple methods and sources of data
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(i.e. triangulation) enabled the researcher to provide a fuller picture of the
phenomenon under study, as well as to add breadth and/or depth to the
analysis.

The framework adopted for the collection and analysis of data is a broad,
four-level approach to communicative interaction. The four levels are:
communicative acts, communicative event, communicative link, and
constellation of communicative events. According to the framework, a
communicative event is two or more interrelated communicative acts, spoken
and/or written, that seeks to achieve an identifiable immediate purpose, for
example, a presidential speech, a job application letter. When several
recognisably different communicative events are interconnected by a
common focus on a single activity, they constitute a constellation (Garner
2016) with a higher-level purpose (e.g. an academic conference that involves
research papers and speeches of various scholars).

In order to test the research framework outlined above and to gain some
insights for the project design, informal pilot observations were conducted.
Whilst the data collected from the pilot were not as extensive as those
collected in the main study, some elements of them are useful as additional
examples of disciplinary discourse. They were therefore occasionally used
for comparison and contrast with data from the main study.

Intertextual analysis was used to analyse the data because in the
constellation of communicative events that appear as both talk and texts
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before, during, and after those events, intertextuality takes place and has a
range of potentially profound effects on individuals, activities and encounters.
Intertextual analysis enables the researcher to analyse the roles of both talk
and texts, to arrive at as full as possible a picture of how learning and
teaching and the outcome in terms of academic knowledge are coconstructed by the participants.

The following chapter details the analyses of the interaction of the different
spoken and written communicative events created from teaching and
learning processes.
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5. Analyses

This Chapter is divided into two parts. Part 1 answers the research question
and sub-questions by analysing the interactions between different teaching
and learning communicative events that took place in pre-class readings,
lesson talks, preparation of course assignments, and teachers’ feedback on
the assignments. Part 2 investigates how different teaching and learning
communicative events interact through a case study of one person, Student
Y1. The analysis started from the teacher’s comments on Y1’s assignments
and traced back to Y1’s set readings, reading notes, class notes, and draft
essays to identify the interactions of different discourses.

Part 1

5.1 Introduction

The research question that this study addresses is:

How do the communicative events, involving varied forms of discourse,
interact in the teaching and learning in two different disciplines within a UK
higher education institution?

As mentioned in section 4.2.2, a four-level model of communication from an
ecological perspective was adopted as the framework for the study (Garner
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2016; Garner & Johnson 2014; Garner & Borg 2005; Garner 2004). Data was
collected as generated in the communicative events, which included:

a. pre-class reading
b. writing reading notes
c. lesson talks
d. writing class notes (i.e. notes taken during lessons)
e. planning the assignment
f. drafting the assignment
g. discussions with people inside or outside the module before or during
the preparation of the assignment
h. teacher’s feedback on the assignment

In order to answer the research question, the communicative events were
analysed to answer the following sub-questions. Particularly, what is the
relationship between:

1. pre-class reading and the students’ reading notes;

2. the students’ reading notes and lesson talks;

3. lesson talks and the students’ class notes;
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4. the set readings, reading notes, lesson talks, class notes, and
discussions with people inside or outside the module and (a) the
planning, (b) the drafting of the course assignment;

5. the teacher’s feedback and course assignments?

Analyses were conducted on data collected from the two modules as
described in section 4.3.2, as well as on those collected during the informal
pilot observations (section 4.3.1). The latter were included in the analysis as a
potential source of findings that could be compared and contrasted with data
collected from the other two disciplines. Intertextual analysis was used to
examine the relationships between different teaching and learning events in
this study. The rationale justifying the adoption of intertextual analysis as the
primary research instrument can be found in section 4.6.2.1.

Section 5.2 gives the description of the notations of the modules and the
participants in the study. Section 5.3 is then sub-divided into six sections
that are devoted to the presentation of analyses that answers the six subquestions respectively as follows:

Section 5.3.1 Research sub-question 1: What is the relationship between
pre-class reading and reading notes?

Section 5.3.2 Research sub-question 2: What is the relationship between
reading notes and lesson talks?

139

Section 5.3.3 Research sub-question 3: What is the relationship between
class notes and lesson talks?

Section 5.3.4 Research sub-question 4: What are the relationships between
the communicative sub-events in planning for the course assignments?

Section 5.3.5 Research sub-question 5: What are the relationships between
the communicative sub-events in drafting the course assignments?

Section 5.3.6 Research sub-question 6: What is the relationship between the
teacher’s feedback and the course assignments?
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5.2 Notations of modules and student participants

Module X was a humanities module of a postgraduate degree. There was
one student participant on Module X, who is denoted as X1 in the study. The
teacher is denoted as Teacher X. The Module had one course assessment,
which is shown in Appendix 3.

Module Y was a social science module of an undergraduate degree. There
were three student participants on Module Y, denoted as Y1, Y2, and Y3.
The teacher is denoted as Teacher Y. Module Y had two course
assignments. The first assignment done by Y1, Y2, and Y3 is shown in
Appendices 4-6 respectively. The second assignment done by Y1, Y2, and
Y3 is shown in Appendices 7-9 respectively.

Module P was studied for the informal pilot observations. It was a social
science module of a postgraduate degree. There was one student
participant from this module, P4. Only one assignment was analysed, which
is shown in Appendix 10.
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5.3 The sub-questions

5.3.1 Research sub-question 1: What is the relationship between preclass reading and reading notes?

The reading notes provided by the student participants were in various
formats. Three students (X1, Y2, Y3) made reading notes by highlighting the
set readings, for which one student (X1) wrote personal thoughts in the
margins of the set reading or in a separate sheet of paper in addition to the
highlighting.

Y1 wrote reading notes in point form in a separate notebook or on a separate
sheet of paper. They were prepared partly in order to enable her to
contribute to discussions during lessons. They showed the characteristics
typical of such notes, such as: sentence fragments; abbreviations (‘docs’ for
‘documents’, ‘v.’ for ‘very’, ‘adj’ for ‘adjective’); and symbols: [“] to denote
‘ditto’, [→] to denote change, [&] to denote ‘and’. They included some
features of informal conversation (e.g. contractions such as don’t), and
about 30% consisted of 7 words or fewer. Such short and simple syntax
saves writing time and renders the content of the article easier to refer to,
which in turn informs the student’s contribution during lessons.

For reading notes in the form of highlighting or underlining, the average word
count is higher than for those in written format. The average word count of
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written personal thoughts is higher than that of written summaries of the set
readings.

In order to answer sub-question 1, the analysis focused on the meaning of
the constituent parts (CPs) rather than the structure of the reading notes.
The definition of a CP and how it is processed can be found in section
4.6.2.3.

Each CP of the notes was coded by analysing what was written about in it.
Some of the codes were given sub-codes providing more details of the entry
(Miles et al. 2014 p. 80). For example, in the reading notes that Y1 wrote:

Particular adj such as ‘splendid, wise’ aren’t
frequently used & adverbs such as ‘rather & very’ are
absent.

For this, two codes were given: descriptions of characteristics of legal writing;
examples of these characteristics.

Examples of the common codes, that is, codes found in both Modules X and
Y are shown in Table 1.
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Table 1: Examples of common codes used in analysis of reading notes
Common codes used

Analysis (of sample texts
or examples)

Examples in reading notes

1. We are situated inside the child’s mind
and offered the child’s perspective,
with glimpses of the Hardys he or she
encounters on the journey. (Module X)

2. There wasn’t an outline of what’s going
to be told etc. – the warning of ‘risk of
tampons’ wasn’t explicit until chunk 5.
(Module Y)

Definition (of terminology)

1. Childness is the composite of all the
factors that influence our
understanding of what a child is and
ought to be. (Module X)

2. Ejusdem generis: general words which
follow specific words are taken to apply
only to persons or things of the same
class … (Module Y)
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Description (of features,

1. The attraction and metaphoric strength

characteristics, conditions,

of a journey-narrative is that it is both

etc.)

episodic and cumulative, like life itself.
(Module X)

2. Documents must contain literal and
unambiguous language, including
minimal chance of misinterpretation
(Module Y)

Elaboration (of
description)

1. … life is a literal journey as well as a
metaphorical one. (Module X)

2. … in which established formulae are
collected. (Module Y)

Terminology (of technical

1. Childness (Module X)

terms in a particular
subject)

2. Ejusdem generis (Module Y)
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The intertextual representations (i.e. the forms) of the reading notes were
also analysed (Bazerman 2004a). The intertextuality of each CP can be
represented in the form of:

•

direct copying;

•

direct quotation;

•

highlighting;

•

underlining;

•

extraction of words, phrases and/or clauses from the source text(s);

•

own wording;

•

or a mix of those representations (Bazerman 2004a; Ivanic 1997).

Examples and presentation conventions of different types of intertextual
representation are given in Appendix 12.

A table of analysis with five columns was drawn up for each set of reading
notes, as exemplified in Table 2.

Table 2: Sample analysis of Y1’s reading notes
CP

1

Intertextual

Intertextual

Codes of notes

Comments

source(s)

representation

p. 193

Extraction and

Description of

Replaced ‘no

own wording

characteristics

opportunities’ by

of legal

‘minimal chance’;

documents

‘attention will be
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paid … appears
actually to
declare’ by
‘literal’; ‘it says
exactly … wants
it to say’ by
‘unambiguous’

2

p. 193

Extraction and

Description of

own wording

characteristics
of legal
documents

3-3a p. 194

Extraction, own

Terminology

wording

and explanation
of its use

4-4a p. 194

Extraction, own

Elaboration of 3

wording

with terminology

The tables were then examined for patterns (Bazerman 2004a): (a) within
each student’s notes as exemplified in Tables 3 and 4; and (b) across all
students’ notes as presented in this section.
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Table 3 Sample distribution of codes of Y1’s reading notes
Codes of reading notes

%

Description of features of legal
51.4
documents
Terminology and its definition

18.6

Examples of the features

17.1

Explanation of the features

7.1

Elaboration of the features

5.7

Total

100

Table 4 Sample distribution of intertextual representation of Y1’s
reading notes
Intertextual representation

%

Extraction and own wording

51.4

Extraction only

35.7

Own wording

8.6

Direct copying and own wording

4.3

Total

100

The following sections present the analyses of the student participants’
reading notes in Modules X and Y respectively.
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5.3.1.1 Module X

Student X1 usually had two set readings every week, including a fiction book
and a theory article. She revealed in the interview that she usually made
some reading notes after she finished reading the fiction book by writing

a few things that struck me as I'd been reading

and noting down

the page reference if it’s a quote that I think is really interesting

As for theory articles, X1 said she would highlight definitions or lines of texts
that summarise what had been covered for about three or four pages, so that

if I'm looking at them again I don't have to read the whole thing I can
just look at where I've highlighted

She said she would also highlight what she did not agree or did not
understand and made a note on the margin so that she would remember to
query it during the lesson. In addition, X1 said she would read the fiction
book before reading the theory article because they were supposed to link
together, and it would help her highlighting the relevant parts in the theory
text.
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Moreover, X1 said that the lessons of Module X were more like seminars:
students were expected to have done all the readings and to contribute to
the discussions. When she referred to the highlights she made within the
theory texts or the reading notes of the fiction book during lessons, they
helped her to remember what was read and prompted her to be more
interactive.

The reading notes of the second week were analysed because they were
related to the course assignment. The theory article of week 2 is called
‘Odysseys: the Childness of Journey Children’ by Peter Hollindale
(2001). It is a theory text that examines the patterns of home and away in
children’s literature, and the protagonist as a traveller with the quality of
being a child. The fiction book of the week is ‘The Hobbit’. X1’s reading
notes (including the highlighting of the theory text) and the table of analysis
of the notes are shown in Appendices 13 and 14 respectively.

Fig. 1
35.0
30.0
25.0
20.0
%
15.0
10.0
5.0
0.0

Distribution of codes of X1's reading notes
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Fig. 1 shows that more than 30% of the reading notes were personal
thoughts. Student X1 wrote 5 personal comments on the margin of the set
reading. For example, next to the highlighting about the basic pattern of
children’s literature:

home–departure from home–adventure–return home

X1 wrote,

how important is the return home?

Similarly, all 6 CPs of reading notes that X1 wrote after reading the fiction
book were personal thoughts about the book’s structure, content, or
protagonist. In one of those CPs she wrote,

The Hobbit is one of the few books that speaks to me
both as a child and an adult.

This kind of commenting on and/or evaluating the texts suggests that X1 may
be treating the reading texts as dialogic partners (Bazerman 2004a).

X1 highlighted some direct quotations from, and analyses of, the sample
texts of children’s literature in Hollindale (2001). These constituted
approximately 17% and 14% respectively of total amount of reading notes.
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This may indicate that student X1 was interested to learn how to link the
theory text with the fiction book, as Hollindale does on the sample texts in the
paper. The intra-coder agreement rate of this set of reading notes was 90%.

In addition, there was evidence of interdiscursivity between the reading notes
on the fiction book and those on the theory text. For example, reading notes
CP1 on the fiction book read,

Bilbo goes on a journey and when he returns he will
never be the same again.

In the theory text, student X1 wrote reading notes CP27 that read,

The journey home may be important but the
protagonist is never the same as the one who left.

It was made in response to Hollindale’s (2001) analysis that read,

Perhaps no journey of significant length can ever be
circular, either in life or in fiction, for
protagonist or reader. (p. 43)

The interdiscursivity indicated student X1 tried to match her observation of
the fiction book with the theory described in the academic article.
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5.3.1.2 Module Y

The set reading for the first week in Module Y was on the topic of the
language of legal documents. The reading notes of this week were analysed
for two reasons. First, they were related to the first assignment. Secondly,
all students had the same set reading in the first week, which allowed
comparison of data between student participants, as shown below. (In the
subsequent weeks, the students were divided into groups, which were
assigned different readings.)

Student Y1

This student made reading notes before the lesson in every week. These
notes were made in a notebook while she was reading (see Appendix 15).
As Y1 said in the interview:

when I do the reading for a class … I write notes as I go along …
because for me I have to write while I read otherwise it doesn't go in

The notes included figures and diagrams copied from the set readings.
When asked in the interview how she chose which notes to make, Y1 said
she would note down ‘certain key words’ in the readings that she had never
heard of, and if it was a ‘big reading’ she would ‘try to get the main point’
from each sub-heading. It was also evident that her choices were influenced
by the discussions in the lessons.
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Teacher Y always told us like when we go over the reading in a class,
she'd always be like so someone tell me what was the gist of the
reading, so I always try to find like (what) the occasion was who was
doing the study um and like the main findings

The table of analysis of Y1’s reading notes is shown in Appendix 16.

In terms of the content of the reading notes, Fig. 2 shows that that more than
half of the reading notes (approximately 51%) were coded as descriptions of
the features and other aspects (e.g. development of legal language) of legal
language. Notes on terminology and definitions and on examples of the
features of legal writing each made up about 18% of the total.

Fig. 2
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0.0
Description of Terminology and Examples of the Explanation of the Elaboration of the
features or other
definitions
features
features
features
aspects of legal
documents

Distribution of codes of Y1's reading notes

Regarding the intertextual representation between the set reading and the
reading notes, Fig. 3 shows that the majority (56%) of Y1’s reading notes
took the form of her own words, in which included words, phrases and/or
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clauses extracted from the set reading. For example, the original text in the
set reading is (throughout the analyses, the overlapping parts of related texts
are highlighted in the same colour):

And as a preamble to the meat of the sentence there
is the section from lines 1-11, made up of the mass
of dependent clauses, or ‘recitals’ as they are
called by lawyers, which is introduced by Whereas.

In the related reading notes, Y1 wrote the following bullet point:

• Dependent clauses known as ‘recitals’ by lawyers
introduced with ‘Whereas’

Fig. 3
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Own wording

Direct copying and own
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Distribution of intertextual representations of Y1's reading notes

The next most common approach (34%) was to extract words, phrases
and/or clauses from the set reading, without any wording of her own. For
example, the original text in the set reading states:
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Then there is the noscitur sociis principle, which
asserts the importance of allowing the verbal
context in which any word appears to enter into the
definition of its meaning.

The relevant reading note by Y1 was:

• ‘Noscitur sociis’ – asserts the importance of
allowing the verbal context in which any word
appears to enter into the definition of its
meaning.

Reading notes that exhibited this type of intertextuality made up about 34%
of the total.

A small minority of notes were solely in Y1’s own words, with no overlap with
the original text. For example, the original text in the set reading states:

Lawyers know that anything they write, and much of
what they say, is likely to be examined with an
acuity that is seldom focused on other forms of
language.
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The relevant reading note by Y1 was:

• Their lexicon is scrutinised nearly

This type of intertextuality amounted to about 6% of the total. The intracoder agreement rate of this set of reading notes was 90%.

In some instances, Y1’s summary or paraphrase of the reading did not
always reflect the original meaning. For example, the original text in the set
reading states:

Reduced to a minimal formula, the great majority of
legal sentences have an underlying logical structure
which says something like ‘if X, then Z shall be Y’
or, alternatively ‘if X, then Z shall do Y’.

The relevant reading note by Y1 was:

Minimal formula usually contains components e.g. X,
Y & Z.

Here, the reading note is oversimplified and misses the crucial point of the
original reading (i.e. legal sentences have underlying logical structure of ‘if X,
then Z shall be Y’). This appeared to cause misunderstanding when Y1
relied on the reading notes to prepare for the course assignments.
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Unfortunately, Y1 did not make it a practice to reread the set readings when
preparing for the assignment: she said in the interview,

I think [Teacher Y] hoped that most of us would go back and read the
readings again … but I [was] never fond of that

By summarising the content of the article closely in bullet points without
critically evaluating it, Y1 positioned herself as ‘receiver’ of knowledge,
whose task was to gain and then demonstrate familiarity with the article,
rather than to critically examine or develop it (Ivanic 1997 p. 143-144).

Student Y2

Y2 mentioned in the interview that most of her highlighting and written notes
were done during the preparation of the course assignments. For the first
two weeks in which Y2 did the pre-assigned reading, she made few
highlightings and wrote relatively few reading notes compared to Y1. In the
interview, Y2 said,

in most lectures we go through the readings anyway … so it's not much
point in doing notes because then I'll take notes in the class that have
to do with sort of the same points that I wrote

In week 1, Y2 highlighted some parts of the texts in the reading but did not
make any written notes. The table of analysis of her reading notes is shown

158

in Appendix 17. Fig. 4 shows the distribution of the codes of Y2’s reading
notes as follows:

Fig. 4
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Distribution of codes of Y2's reading notes

Similar to Y1’s, most of Y2’s reading notes were the descriptions of the
features of legal language. These amounted to about 68% of the total
number CPs of the notes; some 14% consisted of terminology and
definitions. The intra-coder agreement rate for this set of reading notes was
100%.

Student Y3

During the interview, Y3 said when she did the pre-class reading, she would
highlight bits of the articles that looked important or anything that she
understood. However, she claimed never to write any reading notes before
the lesson because, she said,
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when I read the reading before lecture … I found that quite difficult …
what I usually do when I read something the first time I read through it
even if I don't understand it and then I go to lecture and things will come
up and so I'll make the connections and so when I read over again it
makes more sense

Since the set readings Y3 provided included highlighting made both before
and after the lessons, and the student could not differentiate which is which,
no descriptive statistics can be provided in this case.

5.3.1.3 Module P (Informal pilot observations)

According to the informal talk with some students in this module, most of
them did pre-class reading and wrote reading notes every week before the
lesson. Among these students, three different approaches could be
identified. Some would try to make as many reading notes as possible so
that they could save time by just referring to the reading notes when
preparing for the assignments, instead of rereading the article. Some
students, by contrast, said they would read the set reading again after the
lesson, not only for the preparation of the course assignment, but to get a
better understanding of the set reading, as it was difficult to understand
before the lesson. Some made very little or no reading notes. One of the
reasons was because while the set reading was talked about by the teacher
during lesson, it was not discussed in depth. These students therefore did
not see the point of making reading notes.
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Student P4

Student P4 said he never made any reading notes for the course, so no
analysis on him was carried out in this section.

5.3.1.4 Summary

The communicative event of pre-class reading involves reading the set
readings. Reading notes took the form of notes written in notebooks, or
highlighted texts or underlined words in the set readings. Data collected
from the reading notes as well as from the interviews show that this event
and the text created have multiple communicative purposes (Garner &
Johnson 2013 p. 38), including:

a. to help the student focus during reading;
b. to learn terminology, definitions, and concepts of the topics;
c. to see what is not understood;
d. to prepare contributions for the class discussions; and
e. to create a record of main points that may be useful when preparing
for the course assignments.

There is one striking difference in the reading notes between Modules X and
Y. In the former (humanities), they consist predominantly of personal
comments or thoughts; such notes are largely lacking made by students in
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the latter, and also in Module P (social science courses). This may be
because students in Modules X were being asked to (re)interpret a literary
text. For example, one of the two set readings of Module X was a fiction
book; X1 was required to appreciate and express her own thoughts about it.
In addition, even though the theory text might be new to X1, it contains far
less terminology and fewer technical concepts than the set readings of
Module Y. X1’s reading notes show that, apart from expressing her personal
thoughts about the set readings, she was also focused in learning how to use
the theory to analyse literary texts.

By contrast, the students in Modules Y were learning something totally new
to them. Their reading notes show that they were occupied with learning the
features of the topic, terminology, and definitions. They positioned
themselves more as receivers of specialist knowledge than as contributors to
it. They needed to familiarise themselves with the technical terms and
concepts of the subjects before learning how to apply their knowledge on any
subject-related problems.

The findings also indicate that students are more motivated to make reading
notes (in the form of writing, highlighting, or underlining) when they are
required to contribute to the discussions of the set readings during lessons
and/or the reading is relevant to the course assignment. During the informal
talk with some students in Module P, they pointed out that the set reading
was talked about but not discussed in depth in class, so there seemed no
need to spend time making reading notes. By contrast, students in Modules
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X and Y said that reading notes helped them to remember what was read
and prompted them to be more interactive during discussions in classes.
Nonetheless, students of Module P said they would write more reading notes
if the set reading is perceived to be useful in answering the questions in the
course assignment.
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5.3.2 Research sub-question 2: What is the relationship between reading
notes and lesson talks?

Each student participant’s spoken contributions to the lessons were
compared to their reading notes in order to show how entextualisation takes
place and become recontextualisations. The purpose of the analysis is to
reveal the discoursal practices of Modules X and Y, which in turn helps to
answer the research question.

The aspects that the analysis focused on are:

i.

how the students made use of the reading notes when they
contributed to the discussions of the set readings in class;

ii.

how the teachers’ elicitations affected (i);

iii.

the characteristics of discoursal practices of Modules X and Y
explicated through the analysis of (i) and (ii).

5.3.2.1 Module X

During the non-participant observations of Module X, the times when X1
talked were noted down so that her voice contributions be identified in the
transcription of the audio-recordings of the lessons. X1’s contributions were
then checked against her reading notes for instances of intertextuality.
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It was found that X1’s contributions aligned with different CPs of the reading
notes, on the fiction book as well as on the theory text. For example, X1
made the following contribution in response to the teacher’s elicitation.
(Throughout the analyses, the overlapping parts of the data are highlighted
in the same colour.):

I think ( ) talking / as well a fact that / how important is it that the
protagonist returns home at the end of the / journey / um / and I was
thinking about Jacqueline Wilson's books and how in quite a lot of them
the protagonist really wants to return back to how things were / um /
and kind of but by the end of the stories / it's it's kind of that realisation
that it's ok if things aren't as ( ) as they were / like ( ) still life still goes
on / um / yeah / um / and I guess for Bilbo like as you're saying that /
when he returns his own home he's completely different / but also
things have changed at home as well / um / and may never look at him
the same way either as he never looks at them ( ) so / yeah /

The content of her contribution matched with three CPs of her reading notes:

CP1 on the fiction book:

Bilbo goes on a journey and when he returns he will
never be the same again.
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CP13 on the theory text:

how important is the return home?

CP30 on the theory text:

The beauty of J. Wilson’s book are that they show
you don’t need to return to the beginning to keep on
living.

The word count of each part of the contribution was approximately 3 times
higher than each related CP of reading notes (Table 5).

Table 5 Word count: written reading notes vs. verbal contribution in
class (Module X)
CP of X1’s reading

Word count of written Word count of

notes

reading notes (in

corresponding part in

words)

verbal contribution (in
words)

1 (on fiction)

16

48

13 (on theory text)

6

16

30 (on theory text)

22

68
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As mentioned in section 5.2.1, all the written reading notes were X1’s
personal thoughts about the fiction book or the theory text. When X1
contributed those thoughts in the lesson, she expanded and elaborated on
them. She also related them to what the teacher said in the prior turn. For
example, in the previous turn, the teacher said:

and this is Hollindale's point towards the end of this article isn't it that /
there is no real circular / pattern / ever because / it's changed even if
you come back to the same place either you or that place has changed
or both

The highlighted part overlapped with X1’s contribution when she said

I guess for Bilbo like as you're saying that / when he returns his own
home he's completely different / but also things have changed at home
as well

5.3.2.2 Module Y

Since Module Y was chosen to be studied after it had been held, the student
participants’ voice could not be differentiated from the audio-recording of the
lesson when they made contributions. However, in order to understand the
interaction of the lesson talk and the reading notes made by the students in
Module Y, Y1’s reading notes were used to compare to the students’
responses in class when Teacher Y asked questions about the set reading.
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The lesson recordings show that students in this module used the reading
notes or what they remembered from the set readings to contribute to the
class discussion by responding to the teacher’s elicitation, as illustrated in
excerpts 1 and 2. It can be seen that students’ responses to the teacher’s
elicitation were short and very close to the reading notes in terms of
wordings and word count. This is in contrast with students in Module X who
elaborated on the reading notes when making contributions in class.

Excerpt 1

T1: what kind of features do you think legal language might have /
A1: really long sentences
T2: yes
B1: (thin) punctuation or lack of ((teacher writing on whiteboard))
T3: °yes°

Excerpt 2

T1: … what does Shuy talk uh Shuy tells us about the given new contract …
yes
C1: oh no I was just going to say I've got here that given is already known
and new was not known

Note: T1, T2, … denote utterances of the teacher, whereas A1, A2, … denote utterances of
Student A, and B1, B2 … denote utterances of Student B, etc.
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Table 6 Students’ verbal responses to teacher’s elicitation vs. written
reading notes (Module Y)
Students’ verbal responses to

Y1’s corresponding written

teacher’s elicitation

reading notes

A1: really long sentences

long sentences

B1: thin punctuation or lack of

no punctuation

C1: given is already known and new GIVEN (already known) & NEW
was not known

(not known)

5.3.2.3 Module P (Informal pilot observations)

During the three lessons in which the informal pilot observations were carried
out, there was no in-depth discussion between the teacher and the students
on the set readings. Instead, students learned the theories in the set
readings through doing exercises and discussing examples that were given
out by the teacher before the lesson started. Hence, there is no analysis for
Module P relating to this subquestion.

5.3.2.4 Summary

For Module X, reading notes provided only the main idea of the contribution
in class where expansion and elaboration was made to the reading notes
when X1 was sharing her ideas during the lesson. Students would also refer
to what was being said by the teacher in their contribution. As such, the
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elicitation and response were more similar to discussions where interlocutors
would refer to each other’s talk. By contrast, Module Y’s student responses
to the teacher’s elicitations were short and very close to their reading notes.
This may be due to the different elicitations by the teachers in the two
modules. For Module X, the teacher’s elicitation was open-ended:

was there anything else that you guys talked about that you wanted to
share about the article

By comparison, the elicitation by Teacher Y was more specific:

what kind of features do you think legal language might have; what
does Shuy talk uh Shuy tells us about the given-new contract

It can be seen that Teacher Y assumes the role of an ‘expert’ who guides
students as ‘novice’ in the development and understanding of the subject
knowledge by going through the content of the set reading with them
(Hardman and Hardman 2017 p. 199). Comparatively, Teacher X’s role was
more of a facilitator, who used open-ended questions to stimulate students’
reflection on the concept or the theme based on the pre-class readings. As a
consequence, the source of the knowledge attained was constructed from
groups of peers, rather than the disciplinary expertise of the teacher
(Sotomayor 2014; Anward 1997).
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5.3.3 Research sub-question 3: What is the relationship between class
notes and lesson talks?

Data collected from the class notes (i.e. notes taken during lessons) show
that the students employed a new set of linguistic patterns to construct
greatly reduced and focused notes from the lessons. Hesitations,
corrections, repetitions, emotions, and paralinguistic features in the lesson
talks, for example, were excluded from the notes. Relevant and important
content was extracted from long chunks of the teacher’s speech and multiple
exchanges of utterances between the teacher and the students. While the
patterning of the class notes was not constrained by hardware interface (e.g.
highly formatted computer screen) or number of characters that can be
written down (i.e. not limited by space), the class notes were concise due to
the pressure of time and were shorter than the reading notes for that reason.
In other words, the class notes were reconstructed through omitting
unnecessary words. As with the reading notes, the class notes exhibited
typical features of note form (e.g. use of symbols such as ‘&’ to denote ‘and’;
use of abbreviations such as ‘spk’ for ‘speaker’, ‘condits’ for conditions;
and use of contractions such as ‘don’t’ for do not, etc.)

The average word count of the class notes was, in general, lower than that of
the reading notes. This was probably due to the time constraints for notewriting during lesson; there were no such constraints when the students were
writing their reading notes before the lesson. There are also differences
between the discourses of the modules. The average word count of X1’s
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class notes was higher than those written by the students of Modules Y and
P. This was probably because some of X1’s class notes were personal
thoughts that were written in her own wordings, which could be as lengthy as
X1 would like them to be. On the other hand, most of the class notes written
by students of Module Y and P were extractions of words, phrases and/or
clauses from the teachers’ talks and/or classmates’ contributions (this is
henceforth referred to as ‘extractions’), which was limited by time.

In order to answer sub-question 3, the meaning, rather than the linguistic
patterns or the structure, of the class notes were analysed. As with the
analysis of the reading notes (section 5.3.1), each CP of class notes was
numbered and compared with the respective part of the lesson transcription
to see how entextualisation takes place and becomes recontextualisations.
Each CP of the lesson transcription was highlighted and given the same
number as the relevant CP of the notes. For class notes that were in
highlighted or underlined form, for example, in the lesson handouts, and
expressed a discrete, coherent idea, were numbered as CPs.

A single CP of class notes could be extracted from the teacher’s and/or
classmates’ multiple utterances, either verbatim or with the student’s own
words. For example, CP42a of Y2’s class notes is:

Order of info. on box, tampons not mentioned till
point 5.
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This can be traced to the teacher’s different utterances in the lesson
transcription and Y2’s own wordings (T1, T2 …: utterances by the teacher).

T1: when are we told / that there is a connection between toxic shock
syndrome and the use of tampons //
((student's indistinct utterances))
T2: wha- but when is it when is the /
((student's indistinct utterances))
T3: ok / so not till 5
((student's indistinct utterances))
T4: should be number 1 / exactly / right / so / this is a question of of the
ordering

It can be seen that Y2 wrote the class notes by extracting key words from
four utterances by the teacher and added her own words.

Each CP of the class notes was then coded, as described in section 4.6.2.2,
using Descriptive Coding Method (Saldana 2015). Sub-codes were added in
some cases where more details for the entry were helpful to the analysis
(Miles et al. 2014 p. 80). For example, CPs 1a,1b, and 2 of Y2’s class notes
were:

CP1a: Speech Acts
CP1b: (Austin, How to do things with words 1962)
CP2: Speech acts aren’t true or false.
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The code of CP1a is ‘terminology’ and the sub-code is ‘a theory’. The code
of CP1b is ‘academic reference’ and it has no sub-code because the code is
self-explanatory. The code of CP2 is ‘description’ and the sub-code is
‘characteristic of speech act theory’.

The common codes used in the class notes, along with examples from
Modules X, Y, and P are shown in Table 7.

Table 7: Examples of common codes used in the analysis of class
notes
Common codes used

Academic Reference

Examples in class notes

3. Storey (Module Y)

4. Austin, J.L 1956 (and later editions)
How to Do Things with Words.
Oxford: Clarendon Press (Module P)

Analysis (of sample texts
or examples)

1. Bilbo & co stay in the house for 14
days and when their progress pauses
so does the story. (Module X)
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2. Order of info. on box, tampons not
mentioned till point 5. (Module Y)

3. A Q is function as a directive but is v.
indirect so more polite. (Module P)

Definition (of terminology)

1. Performatives: speech acts that do
something (Module Y)

2. “Felicity conditions” – In the right
condits. makes them. (Module P)

Description (of features,

3. Bilbo is quite childlike – he is

characteristics, conditions,

underestimated / not as well thought

etc.)

of as he should be. (Module X)

4. Speech acts aren’t true or false.
(Module Y)

5. In exchanges, a great deal is said by
what is not said. (Module P)
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Elaboration (in addition to
description or explanation)

3. Making Bilbo a stranger in a new land
and meeting people different to him.
(Module X)

4. If you flout a maxim you may still be
able to understand what is implied.
(Module Y)

5. If I talk to you in a polite fashion, no
matter what my feelings I’m being
polite. (Module P)

Explanation (of metaphors,
terms, mechanisms, etc.)

1. The barrels represent the trade of the
world (Module X)

2. This principle states that there are two
kinds of information: GIVEN (already
known) and NEW (not known).
(Module Y)

3. Even tho’ language pattern is same,
the function is different. (Module P)
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Example

1. I promise that the cat is on the mat.
(Module Y)

2. condits
eg man & wife
need right person
other parties have to agree You can’t
already be married. (Module P)

Interpretation (of

3. Trying to impress hearer. (Module Y)

examples)
4. The implication is ‘why you even ask?’
(Module P)

Self-reminder

1. About the table in above section.
(Module Y)

2. Read up on it properly. (Module P

Terminology (of technical

1. Given and New (Module Y)

terms in a particular
subject)

2. Pragmatics (Module P)
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The intertextual representations of the class notes were also analysed as
described in section 5.3.1.

A table of analysis with five columns was drawn up for each set of class
notes, as exemplified in Table 8.

Table 8: Sample analysis of X1’s class notes
CP

1-1a

Intertextual

Intertextual

Codes of notes

source(s)

representation

Teacher’s

Extraction of

Description of

talk

words and own

category of The

wording, own

Hobbit –

wording

children book or

Comments

not (x2)
1b-c

Personal

Own wording

Personal

thoughts

(x2)

thoughts of the
content of the
book (x2)

1d

Personal
thoughts

Own wording

Personal
thoughts of
children novels
that The Hobbit
does not have
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1e

Personal

Own wording

thoughts

Personal
thoughts about
whether the
personality of
the main
character
enough to make
it a children’s
novel.

2-3

Teacher’s

Extraction of

Class activity of

The student

talk

words and own

the student-

changed what

wording

student

the teacher

discussion

said into

about own

questions.

experience of
telling narratives

The tables were then examined for patterns (Bazerman 2004a): (a) within
each student’s notes as exemplified in Tables 9 and 10; and (b) across all
students’ notes as presented in this section.

Table 9 Sample distribution of codes of Y2’s class notes
Codes of class notes
Terminology and its definition

%
35.4
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Description of features of
30.8
subject knowledge
Advice and guidelines for
15.4
course assignments
Examples of terminology

12.3

Others

6.2

Total

100

Table 10 Sample distribution of intertextual representation of Y2’s class
notes
Intertextual representation

%

Direct copying

50.8

Extraction only

27.7

Extraction and own wording

18.5

Extraction and direct copying

3.1

Total

100

5.3.3.1 Module X

The observations of the lessons revealed that the format was more that of a
seminar than a conventional lecture. Teacher X said during the interview
that

ideally the understanding or the knowledge of the concept [is] to come
from the students
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The teacher would therefore normally raise a concept or a theme from the
theory text or the fiction book that she would like to look into. She would
then ask the students to brainstorm or reflect on the concept or the theme
based on the readings they had done. The teacher would then evaluate and
discuss with the students about their contributions. Finally, she would draw
together the students’ contributions and come up with a summary or
definition of the concept or the theme perhaps with other concepts. Below is
an excerpt from the lesson illustrating the discussion of the theory text in
Module X:

T1: um and so I want to turn to the Hollindale piece … how far you
agreed with him that journeying is our central metaphor …
A1: I guess I agree to an extent … for instance your entire life is a
journey … and then there's obviously like physical journeys of going to
places
T2: hm
B1: I was thinking about crossing thresholds and ( ) life in different
stages of our lives
A2: yeah people want to become better versions of themselves and all
kinds of things and that's all like a journey in a way
C1: and also the idea that we are all going to the same place … if you
believe in like in specific religion or something … that there's something
else waiting for you afterwards so this could be another (train) too
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T3: and it's in fact quite hard to talk about those moments in life without
some sort of spatial metaphor the very least … not to mention there's
the minor literal movements we made which Hollindale talks about …
any other thoughts
A3: I don't know I do agree with him because …
T4: hm and that's ( ) at different point ( ) the environment
B2: and the environment yeah
((overlapping talk))
T5: they make a big difference to an individual ( )
A4: yes of course
T6: interesting
A5: yeah and I think I think yeah I I saw in real life these kinds of travel
T7: hm hm ok ok well I think we've all agreed then that his ideas about
the centrality of that central metaphor …

The excerpt shows that the teaching and learning in the module was, as
Teacher X said, an ‘iterative process’. The students acquired some
background from the readings and then were asked to reflect on the reading
materials and then the teacher gave a summary or definition of the concept
or the theme back to the students.

Visual aids were rarely used during the lessons. The teacher used the
whiteboard in only one out of the eight lessons of the module. An overhead
projector was used weekly for the presentations by the students on each
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week’s topic. Lesson handouts with quotations from the academic literature
were distributed to students in each lesson.

X1’s class notes and the table of analysis of the notes are shown in
Appendices 18 and 19 respectively. When asked how she chose something
to note down during lessons, X1 said

[Teacher X’s] lectures are more like seminars … it's very much what I'm
saying what someone else was saying … so I generally write down um
either like new points I haven't heard before and I haven't thought about

Indeed, Fig. 5 shows that nearly 40% of X1’s class notes were points made
in the discussions between the teacher and the students about the fiction
book or the theory text and their linkages. Notes about the teacher’s use of
the theory text to analyse the fiction book made up about 13% of X1’s class
notes. This is consistent with X1’s interest in learning how to analyse the
fiction book using the theory text as reflected in her reading notes. About 8%
of the class notes were X1’s personal thoughts. The statistics indicates that
X1 regarded the lesson as an interactive and thought-provoking process.
The intra-coder agreement rate of this set of class notes was 85%.
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Fig. 5
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Distribution of codes of X1's class notes

X1 said she would note down the teacher’s as well as her classmates’
viewpoints that ‘will be interesting for an essay topic’. She also noted down
the questions posed by the teacher that were used to stimulate class
discussions. She felt that the notes and questions helped her to remember
what was talked about during the lesson; as she said in the interview,

if I’m rereading everything at another point will help trigger my memory
in what we were talking about

With respect to intertextual representation, Fig. 6 shows that about 74% of
X1’s class notes were extracted words, phrases, or clauses from the
teacher’s talk and/or classmates’ contributions, together with her own
wordings.
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For example, the teacher said

can you think of other links between / travel and story-telling or any
other links between / travel and fiction that we have already talked
about

X1’s CP of class notes read

What are the links between travel and literature?

Fig. 6
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Distribution of intertextual representations of X1's class notes

Some 15% of the class notes were written in X1’s own words. While X1’s
personal thoughts were written in her own words, they were made in
response to the teacher’s questions, analysis or discussions, which is a form
of intertextuality (Bazerman 2004a). For example, the teacher said
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I'd like to think about how The Hobbit is a children's novel or not you
know we are not looking at a story about a child so why is this a
children's novel

The relevant two CPs of class notes that were X1’s personal thoughts read:

Most children’s books have animals or other children
to bridge the gap between the child reader and the
adult realm.

Is Bilbo childlike enough to fulfill

this function?

X1’s personal thoughts showed that she responded to the teacher’s talk by
comparing the characteristics of children’s books in general with the
characteristic of the particular fiction book being studied.

5.3.3.2 Module Y

The audio-recordings of Module Y (on Moodle) showed that, by contrast with
Module X, the lessons consisted of long stretches of the teacher’s
monologues interspersed with elicitations, to which various students
responded. These elicitations related to the content of the set readings. The
responses consisted of relatively short turns; they were followed by the
teacher’s evaluation and, frequently, a successive elicitation. The pattern is
illustrated in the following four-minute excerpt:
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T1: in the case of the toxic shocks syndrome I don't think it had the
word warning um did it
A1: I don't think so
T2: no I don't think so so we'll have we'll have a look at some other
examples um of how that works … ((monologue for about 1 minute))
and how does he figure that out how did he do his analysis
A2: he looked at the ordering of the writing I don’t know how to describe
it
B1: it’s the layout
T3: yes yes so so one of the things that you might look at when you're
looking at comprehensibility is the layout … ((monologue for about 1
minute)) when are we told that there is a connection between toxic
shock syndrome and the use of tampons
C1: 5
T4: ok / so not till 5
C2: it should be number 1
T5: should be number 1 exactly right so this is a question of of the
ordering and ordering is which axis
B2: syntagmatic
T6: yeah the syntagmatic axis exactly yes … ((monologue for about 1.5
minutes))

As shown in this excerpt, the average word count of each of the students’
utterances was 5; by comparison, in Module X it was 43.
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Lesson handouts outlining the topics of the lesson and key points of the set
readings were available on Moodle for students’ access. The lessons were
delivered using multimodal semiotics, mixing verbal, visual, and written mode
of communication (Kress et al. 2001). For example, the lesson handout was
displayed for the class by the means of an overhead projector and the main
points of the lesson were written on the whiteboard to supplement verbal
expression of such information and subject-matter knowledge.

The class notes of the second week were chosen for analysis because they
were related to the topic of the first assignment that all three student
participants drew upon. The lesson was about threatening speech acts and
warning labels. In addition, the teacher talked for some 15 minutes about the
two course assignments before the end of the lesson, which might be a
source of intertextuality in the course assignments.

Student Y1

Y1 wrote class notes every week, because, as she said in the interview:

listening sometimes you just listen it doesn't go in I need to write it
down to understand

Y1’s class notes and the table of analysis of the notes are shown in
Appendices 20 and 21 respectively.
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When asked how she chose what to note down, Y1 said

if [Teacher Y] starts writing things on the whiteboard that's when I tend
to write it down cos I think she's writing it down or she's starting to slow
her words this is what we should be writing down

This comment can be only partly verified by the data. Without a close
analysis of the timing of the teacher’s speaking and those parts that were
noted down (which is beyond the scope of this study), it is not possible to
assess what constituted ‘slowing down’ sufficiently to alert the student to
make a note. The relationship between writing on the board and notes, by
contrast is clear: Y1 noted about 70% of what the teacher wrote.
Nevertheless, from the teacher’s point of view, writing on the whiteboard did
not necessarily mean something for the students to note down. Teacher Y
stated during the interview that sometimes the purpose of writing on the
whiteboard was to engage the students rather than to communicate
important concepts. She said if she wanted to indicate to the students that
something was important, she would flag it very clearly, with a lot of
repetition. This shows how non-verbal behaviour and contextualisation cues
can influence students’ judgements about what is important and should
therefore be noted down (Titsworth and Kiewra 2004).

Unlike X1, Y1 said she did not write the class discussion down and tended to
‘stick to’ what the teacher said because classmates’ contributions tended to
be ‘people’s opinions rather than facts’. However, two CPs of her class
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notes showed that she noted down contributions from her classmates, albeit
the materials of those class notes were endorsed by the teacher. For
example, the teacher had the following exchanges with one of Y1’s
classmates

T1: that will be a successful threat according to Fraser successful threat ok
regardless of the fact that I'm not allergic to peanuts does that make /
A1: so is it that it doesn't matter if the addressee sees it as a threat as well
T2: not for a successful threat
A2: yeah
T3: not for a successful threat
A3: ok

In the relevant CP of the class notes, Y1 wrote

doesn’t matter if the addressee perceives it as a
threat or something different

This shows that anything spoken about the activity in class by a student is
only a proposition, which must be endorsed by the teacher to become a fact
(Anward 1997 p. 131).

Fig. 7 illustrates that about 35% of the notes were about terminology and
definitions whereas about 31% of the notes were descriptions of the lesson
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topic or theories involved. The intra-coder agreement rate of this set of class
notes was 92%.

Fig. 7
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Regarding the intertextual representation, Fig. 8 shows that half of Y1’s
notes were directly copied from the teacher’s writing on the whiteboard or
from the lesson handout.
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About 28% of the notes were extractions. For example, the teacher said in
the lesson

second kind of speech act that he talks about are performatives and
performatives are the things that where we're really interested in um
speech acts that that do something so / in performatives he includes
things like and I'm going to take um uh pause / he includes things like
um I promise so promises I hereby marry you

In the relevant CPs of the class notes, Y1 wrote

-

Performatives (speech acts that do something –
promises)

About 19% of the class notes were composed using extracted words from
the teacher’s talk plus Y1’s own wordings. None of Y1’s class notes were
written in her own words alone.

Y1’s notes made during the 15-minute talk by the teacher about the course
assignments contain 12 CPs, of which 6 were also in the assessment
guidelines on the Moodle site. By contrast, Y1 did not write down any notes
during the 30-minutes talk and discussion about the set reading on warning
labels, which was the main academic reference that students were supposed
to use for the first assignment. This might reflect Y1’s eagerness to know
about the teacher’s requirements regarding the course assignment as well as
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Y1’s confidence in the extensive reading notes that she had written on the
assigned reading. Nonetheless, as the analysis of Y1’s reading notes
(section 5.3.1) shows, they did not always accurately capture the respective
parts in the set reading, nor did she reread the set readings after the lessons.
This suggests that Y1 relied too much on her reading notes and was
overconfident about their accuracy.

Student Y2

Y2 said in the interview that during lessons, she would note down

anything that seems important … like a concept or an ideology or an
example that I might use later on

Her class notes showed that she wrote down all the materials that the
teacher wrote on the whiteboard. Y2’s class notes and the table of analysis
of the notes are shown in Appendices 22 and 23 respectively.

Like Y1, most of Y2’s class notes concerned terminology and definitions:
these constituted 35% of the total (as shown in Fig. 9).
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Fig. 9 also shows that description of lesson topics or theories involved made
up the second largest proportion of total class notes at 31%. Y1 and Y2
made a similar number of class notes about the course assignments.
Nonetheless, in terms of the total number of CPs, Y2 made nearly one-third
more notes than Y1. This was probably because Y2 did not read one of the
two set readings, whilst Y1 made reading notes on both set readings before
the lesson. In other words, Y2 depended on the lessons and the class notes
to understand the set readings. The intra-coder agreement rate for this set
of class notes was 95%.

With respect to intertextual representation, Fig. 10 shows that, similar to
Y1’s, about half of Y2’s class notes were directly copied from the teacher’s
writing on the whiteboard or handout. About 27% of the notes were written
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by extractions. Compared to Y1’s 19%, Y2 had about 23% of her class
notes that were composed of such extractions plus her own wordings. As
with Y1, none of Y2’s class notes were written using her own words only.

Fig. 10
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Student Y3

During the interview, Y3 said she had problem in listening to the teacher and
taking notes at the same time. Consequently, she utilised Sonocent software
to audio-record the lessons in real time; the software turns audio into visual
blocks on the computer screen. Y3 said she would highlight sections of the
blocks that she found important and would like to listen to again after the
lessons. She would also note down in Sonocent if the teacher ‘says things
that stand out or if she emphasises something’ such as keywords that the
teacher wrote on the whiteboard. Since the highlighted recordings in
Sonocent were usually extended chunks which did not show much
discrimination, only the written class notes were analysed. Y3’s written class
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notes and the table of analysis of the notes are shown in Appendices 24 and
25, respectively.

Fig. 11 shows that about 41% of Y3’s written class notes were descriptions
of the lesson topics or theories involved; notes on terminology made up
about 36% of the total. The intra-coder agreement rate of this set of class
notes was 88%.

Fig. 11
45.0
40.0
35.0
30.0
25.0
% 20.0
15.0
10.0
5.0
0.0
Description of
features of
subject area

Terminology Self-reminders

Academic
reference

Advice and Explanation of
guidelines for
use of an
course
academic
assignments
reference

Distribution of codes of Y3's class notes

In terms of intertextual representation, Fig. 12 shows that more than 70% of
Y3’s notes were directly copied from the whiteboard. Whilst some 15% were
written in her own words, they were not directly related to the lesson
materials: most of them were self-reminders about the content of the audiorecording that she highlighted (e.g. About the table in above
section, the first table, etc.), and some were about the teacher’s
assignment advice. Only about 8% of the notes were extractions from the
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lesson talks. These figures are consistent with Y3’s statement that she could
not listen to the lesson and take notes at the same time.

Fig. 12
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5.3.3.3 Module P

The observations of the lessons revealed that the format was a combination
of seminar and conventional lecture. Lesson handouts, consisting of
examples and exercises of the theories involved, were given out before the
lesson started. Parts of the lesson consisted of long stretches of monologue
by the teacher, introducing and explaining the theories. The teacher and the
students would also engage together in the analysis of examples or
exercises. Different students answered the elicitations from the teacher
through relatively short turns; these were followed by the teacher’s
evaluation and further elicitation. The excerpt below illustrates the
discussion of an example between the teacher and the students:
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T1: ok first of all do you agree it's a meaningful response
A1: meaningful
T2: yeah it's not sort of completely random thing to say … what does it
mean
A2: (of course)
T3: yeah that's right … how does the meaning operate
B1: without the intonation the meaning could be completely different
(

) (it was) so

T4: yeah … how would they interpret the meaning
A3: do you have to even ask
T5: yeah exactly it's that sort of thing yeah
A4: it has like (

) (bit) add to the exclamation ( ) of question ( ) like

repeating it but like come on
T6: yeah yeah you could actually repeat it as a question ((monologue
for about 2 minutes)) what's the um meaning if you like the
communicative function of of B's response there
B2: can't believe he was still in bed
T7: ya yeah a a real surprise … what's the point of without a word of a
lie
C1: (that) he shouldn't have (stayed) in bed
T8: yes
C2: say he was really sick but (you wouldn't wouldn't say)
T9: yes yes
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In the above excerpt, the average word count of a student’s utterance is
about 9 words, higher than that of Module Y, but lower than that of Module X.
Nonetheless, in the discussion of exercises, it could be as short as one to
two words.

The class notes of the last of the three lessons, which focus on the theories,
examples and exercises in Conversation Analysis, were chosen for analysis.
This was because, as in the second lesson in Module Y, the teacher of
Module P gave advice and guidelines relating to the assignment. This made
it possible to compare and contrast how the students of Module Y and
Module P responded to the advice.

Student P4

P4 wrote most of his class notes in the handouts, the remainder in a
separate notebook. P4’s class notes and the table of analysis of the notes
are shown in Appendices 26 and 27, respectively.

Analysis of the codes for P4’s class notes identified three major codes, as
shown in Fig. 13. The first was labels of speech acts in the class handout,
which made up about 29% of the total. Class notes relating to answers to
exercises amounted to about 22%, whereas description of theories and
examples in pragmatics accounted for about 12%. P4 did not note down any
advice or guidelines when the teacher talked about the course assignment.
The intra-coder agreement rate of this set of class notes was 90%.
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Fig. 13
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With reference to intertextual representation, Fig. 14 shows that 57% of the
notes were extractions, most of which were answers to and labels of speech
acts in the exercises of the lesson handout that the teacher and the students
did together. For example, the teacher and the students had the following
exchanges when identifying the speech acts in exercise 1b: ‘Can you get
those figures ready for the report’ in the lesson handout:

T1: can you get those figures ready for the report
A1: indirect
T2: it's indirect isn't it yep an indirect what / what is it
A2: directive
T3: yes it's a directive or=
A3:

=command=
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T4:

=it's it's a a command or request

yep yep yep but it's it's indirect

The relevant class notes that P4 extracted from the exchanges and wrote
next to exercise 1b were: ‘Directives’, ‘Indirect (command)’, where
‘Indirect’ was the answer to exercise 1b, ‘Directives’ and ‘(command)’
were the labels of specific speech acts of exercise 1b.

Excluding the labels and answers to exercises, the proportion of notes
written using an ‘extraction only’ technique reduced to 31%. Another widely
used intertextual representation was extractions and P4’s own words, which
made up 14% of the total. Excluding labels and answers to exercises, the
proportion of notes written using this technique increased to about 23%. The
proportion of class notes that was written in P4’s own words was 14%.
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5.3.3.4 Summary

When students are taking class notes during lessons, they are engaged in
two or three parallel communicative events at the same time: listening to
and/or interacting with the teacher, and taking notes. The entextualisation of
the lessons as class notes was moderated by the change of medium (i.e.
spoken vs. written). While the entextualisation of the lesson in class notes is
enabled by the lessons, it does not influence the communicative patterns of
the lesson. This is very different from, say, police operational
communication, in which the communicative pattern of a call from the public
is strongly influenced by the information that the call handler needs to extract
so as to enter it into a highly formatted computer screen (Garner & Johnson
2013). Although the call to the police broadly reflects the ‘interactive and
linguistic norms’ of day-to-day conversations, it consists of more ‘interaction
management acts’ such as ‘hold on a moment please’ or ‘I’ll be with you in a
second’ because the call handler needs time to enter the information
provided by the caller into the computer (Garner & Johnson 2013 p. 43). It
often also involves the call handler eliciting information that is not provided
by the caller (e.g. whether weapons are present) (Garner & Johnson 2013 p.
46).

Data collected from the class notes as well as from the interviews showed
that attending lessons and the creating texts within them serve multiple
communicative purposes, including:
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a. to aid students’ concentration during lessons;

b. to relate what was said during lessons with the lesson handouts;

c. to help students’ remembering the content of the lessons;

d. to create a record of main points that may be useful when preparing
for the course assignments (including the subject knowledge as well
as the advice for the assignments).

The class notes reflected how knowledge of the disciplines concerned was
constructed during lessons. For Module X, it was constructed mainly through
discussions between the teacher and the students. For Module Y, it was
constructed mainly through the teacher explaining the conceptual
frameworks and demonstrating how to apply them in solving practical
problems. For Module P, it was constructed through conventional lecturing
on foundational knowledge along with collaborative work on examples and
exercises between the teacher and the students.

Both Teacher Y and Teacher P talked about the course assignments during
the lesson. Analysis of notes written by student participants of Module Y
shows that a considerable proportion of them related to advice and
guidelines on the assignments; by contrast, the observations of Module P
suggested that these students did not. This was probably due to the timing
of the talk. In Module Y, it occurred in Week 2, when the submission
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deadline was still four weeks away: the students had not started preparing
for the assignment and were generally eager to obtain more guidance from
the teacher. By contrast, the assignment talk in Module P took place three
days before the submission deadline, by which time all students had started
the assignment. Students in Module P asked very specific questions, mainly
for clarification and confirmation, when the teacher talked about the
assignment. This may explain why Module P’s students did not take any
notes about the assignment.
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5.3.4 Research sub-question 4: What are the relationships between the
communicative sub-events in planning for the course assignments?

While the planning of the course assignments is a communicative event, it
consists of one or more of several possible sub-events: revisiting the setreadings; consulting extra readings; making additional reading notes;
referring to the reading notes, lesson recordings and/or class notes;
discussing with teachers and/or classmates, family, and friends. A sub-event
is a communicative event (as defined in section 3.4) which contributes to a
higher-level communicative event that is the focus of an analysis. For
example, when the reading notes were analysed to determine their
relationship with the set reading, the writing of the notes is treated as a
communicative event, involving reading the text, deciding what are its
significant points, and recording these points by highlighting, underlining,
and/or writing. When the reading notes were analysed to explore their
relationship with the planning of the course assignment, the reading notes
were treated as one component, or sub-event, of a higher-level
communicative event, namely, the assignment planning.

The sub-events that occurred before, during, and after the planning of the
assignments were identified through the analysis of the related documents
(e.g. planning notes, email exchange, notes from extra reading) and
interview recounts (e.g. face-to-face discussions with teachers, classmates,
family, and friends) provided by the student participants. The sub-events
were then analysed chronologically to see how each sub-event affect the
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planning notes through actual intertextuality or interdiscursivity (see section
3.7 for the definitions). The analyses also reveal the different types of
resources that the student participants utilised in the planning of the course
assignments.

As in the preceding analyses, each CP in the plans was numbered and
traced, where possible, to the intertextual sources such as academic
references (i.e. set readings and extra readings), reading notes, class notes,
lesson transcripts, planning notes, and interview transcripts. This revealed
the processes of entextualisation and recontextualisation.

The intertextual representations of the plans were also analysed as
described in section 5.3.1.

A table of analysis with four columns was created for each plan, as
exemplified in Table 11.

Table 11 Sample analysis of Y3’s assignment plan of the second
assignment
Note

Intertextual

Intertextual

No.

source(s)

representation

1

Newbury and

Extraction only

Johnson p. 223

Comments

The reading was
discussed during
lesson.
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1a

1b

Newbury and

Extraction and own

Johnson p. 223

wording

Cotterill p. 513 or

Extraction and own

Both readings

Newbury and

wording

were discussed

Johnson p. 215?

during lesson.

2-4

Own analysis (x3)

Own wordings (x3)

5-6

Lessons 3 and/or 4

Extraction only (x2)

and/or 6 (x2)

The tables were examined for patterns (Bazerman 2004a): (a) within each
student’s plan as exemplified in Tables 12 and 13; and (b) across all
students’ plans as presented in this section.

Table 12 Sample distribution of intertextual sources of Y2’s plan of the
first assignment
Intertextual sources
Academic reference

%
38.5

Shuy

15.4

Crystal & Davy

12.8

Gibbons

10.3

Product labels

23.1

Own analysis

20.5

Lecture related

17.9

Lecture notes

15.4
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Lecture talk
Total

2.6
100.0

Table 13 Sample distribution of intertextual representations of Y2’s
plan of the first assignment
Intertextual representation

%

Own wording

33.3

Extraction only

33.3

Direct quotation

15.4

Extraction and own wording

10.3

Direct copying

7.7

Total

100

5.3.4.1 Module X

According to the course booklet, a 3,500-word essay was required from the
students for assessment, which might be

a theoretical exploration of an issue relevant to
[the] debates about travel in reference to a
selection of authors or texts, or a case study on a
single author.
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Although X1 discussed briefly with her classmates their ideas for the
assignment during term time, she did not have a chance to discuss hers with
them, she said because at that time,

I had no idea what I was going to write about

X1 prepared three plans successively at the planning stage on the three
texts that she considered writing about: The White Darkness, Miss
Bilberry’s New House, and The Hobbit (see Appendices 28-30). The
tables of analysis of the three plans are shown in Appendix 31. Here, in
order to present a focused and clear analysis, only the analysis of the third
plan is reported, as it is the most developed plan amongst the three.

Third Plan

X1 said in the interview that she could flesh out most details about the topic
on The Hobbit when she tried to do mind maps (i.e. diagrams used to
organise ideas and information) for the three texts mentioned above. Hence,
X1 decided to adopt it as the subject text of her assignment. Four
communicative sub-events were identified in relation to X1’s preparation of
the third plan:

i.

two email exchanges with the teacher;

ii.

face-to-face and/or telephone discussions with other people;

iii.

writing up of the third plan;
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iv.

face-to-face discussion with the teacher.

In preparing for the third plan, X1 emailed the teacher for recommendations
of references that she could use for the assignment. The teacher replied
with three references, of which one (i.e. Jane Carroll’s Landscape in
Children’s Literature [2012]) was subsequently used extensively in the
assignment.

In addition, X1 said she had face-to-face and/or telephone discussions with a
few friends and some members of a reading group on campus who had
nothing to do with the Module while she was processing the idea. X1 found it
helpful to talk about it and she said:

if I vocalise my ideas then I begin to understand a little bit better

X1 recalled that she brought up some of those discussions intentionally to
hear her friends’ opinion and see if they had any useful tips. She would then
‘sort them out’ in the mind map and asked the teacher for advice about them
during the face-to-face discussion. For example, the third bullet point in the
third plan:

•

He recognises the importance of home – he
sacrifices his comfort to help the dwarves reclaim
their home
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was an insight suggested by her friend.

The third plan was basically the mind map in the second plan transformed
into an outline format with further details added to it. Four of the CPs in the
mind map:

a. Bilbo’s home;
b. Elves’ and Beorn’s home;
c. Gollum’s and the Goblins’ home; and
d. the threat of being out of context/Return Home.

became four distinct sections in the third plan.

X1 added a section on introduction which has five bullet points and two subbullets set out as follows:

•

What is meant by the word ‘home’, what makes a
home’

•

Nearly all journeys revolve around the concept of
home
o Fleeing from home, Searching for a new home,
Finding a way back home, A journey to protect
home
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•

‘Why is ‘home’ such an important aspect of life
(specifically a child?)

•

The concept of home often acts as a ballast in a
tumultuous journey
o Looking back to the last stable home, Looking
forward to a future home/returning home

•

A character’s home often reflects their personality

It can be seen that the theme that X1 would like to look into was about
‘home’, which resonated with the teacher’s talk on ‘homes’ in week 2’s
lesson.

Furthermore, although the second bullet and sub-bullet points which read:

•

Nearly all journeys revolve around the concept of
home
o Fleeing from home, Searching for a new home,
Finding a way back home, A journey to protect
home

could not be traced directly to X1’s reading notes or class notes, the impact
on it could be traced to the following excerpts of discussions in class:
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T1: can you think of other links between travel and story-telling or any
other links between travel and fiction that we have already talked about
A1: ( ) the journey of leaving home and going back
T2: good
A2: I find it in most of the children's books most of them
. (turns omitted)
T1: I think it is really crucial because what you are talking about there is
the object of the quest and for some that object is return home …
. (turns omitted)
T1: Bilbo displays the other side which is his Took's side not the
Baggins side is his desire to escape from home to explore the wide
world

The parts in the bullet points that seemed to be inspired by the discussions
during the lesson are highlighted.

Under the section on ‘Bilbo and home’ in the third plan, there were five
bullet points and one sub-bullet. The source of the first bullet point:

•

Bilbo’s home reflects his character – safe and
quiet, comfortable, no unwanted adventures

was traced to the opening of the fiction book that read
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it was a hobbit hole and that means comfort … this
hobbit was a very well-to-do hobbit … and people
considered them very respectable not only because
most of them were rich / but also because they never
had any adventures or did anything unexpected

The opening was recited as well by the teacher during the lesson. The
second and the fifth bullet points in this section were X1’s personal thoughts
about the fiction book that came up after the lesson as they could not be
traced to the reading notes or the lesson notes.

The fourth bullet point:

•

He looks back often and reflects on being back at
home

resembled class notes CP19:

Bilbo travels, returns and always has his eye on his
home

which in turn could be traced to the teacher’s postcard presentation when
she said
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so Bilbo travels he matures but like a cautious child … constantly has
an eye on … home that he has in mind throughout the journey … as he
travelled away from Bag End Bilbo constantly looks back and his refrain
of I wish I was safe back home has a ring of an anxious child

X1 might have extracted the words ‘travel’, ‘looks back’, ‘home’, and used
her own wording in the bullet point. The source of the sub-bullet point under
the fourth bullet:

o Bilbo looks back when things are difficult or
he is facing a danger …

was traced to the content in the fiction book such as:

this is the dreariest and dullest part of all this
wretched tiresome uncomfortable adventure I wish I
was back in my hobbit-hole by my own warm fireside
with the lamp shining (The Hobbit p. 214)

The overlapping parts showed that X1 summarised in the plan her
observations about the protagonist from the relevant parts of the fiction book.

Under the section on ‘The Last Homely House and Beorn’s Home’,
there were three bullet points set out as follows:
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•

Places where Bilbo feels happy and safe (if not at
first)

•

There are similarities between Bilbo’s home and
these places

•

Providing rest points in the journey – the flow of
the story means there are times of stress and times
of rest

The first two bullet points might be X1’s personal thoughts about the fiction
book that came up after the lesson as they could not be traced to the reading
notes or class notes. The third bullet point looked like an expansion of class
notes CP44:

The rhythm of the story echoes the journey + rest
points

The words that X1 extracted seemed to be ‘rest points’, ‘the journey’, ‘the
story’ and then she used her own wording to express the rest of the idea.

In the section on ‘Gollum and the Goblins’, there were three bullet
points and one sub-bullet set out as follows:
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•

The characters who mean Bilbo harm have homes that
directly contrast to Bilbo’s home – dark, damp
tunnels, scarcity of food and comfort
o Dark, damp tunnels, scarcity of food and
comfort

•

These places provide times of stress for the Hobbit
and he often reflects on his own home at these
points

•

It is important that Bilbo has these ‘out of
context’ experiences so that he develops – being
away from home is just as important to a journey as
remembering home

The first bullet and sub-bullet were X1’s personal thoughts that she shared
during the lesson. The second bullet point was X1’s personal thought to
illustrate that homes such as Gollum’s and the Goblins’ were the reason for
the protagonist to look back to his home as mentioned in bullet point 4 under
the section ‘Bilbo and home’. The third bullet point was X1’s personal
thought that came up after the lesson as it could not be traced to the reading
notes or the lesson notes.

In the section on ‘The threat of being out of context/Return
Home’, there was one bullet point:
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•

Bilbo returns home changed, where before his
personality reflected his home, his home now
doesn’t fit him …

This shows influence from two sources – CP3 in the mind map:

Bilbo’s journey changes him in such a way that he no
longer feels comfortable at home

and X1’s reading notes 1 on the fiction book:

Bilbo goes on a journey and when he returns he will
never be the same again

The third plan was discussed with Teacher X in person. During the
interview, X1 said

I talked through my idea with her and again she gave me some ideas of
what critical texts I might use and she kind of gave me the go ahead on
my idea

X1 also said the face-to-face discussions with Teacher X gave her ‘more
direction’ about her ideas and were ‘reassuring’ that the links she ‘made in
each paragraph were valid’. After the meeting with Teacher X, X1 met with
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another teacher on the same day who had nothing to do with the essay but
gave her some references at her request. One of the references was Jane
Carroll’s Landscape in Children’s Literature (2012) which was
recommended by Teacher X as well. X1 said she found it particularly useful
and quoted it extensively in the essay.

With respect to the intertextual sources of X1’s assignment plan, the highest
proportion (44%) was from lesson-related materials including class notes and
lesson talks. Content that was from X1’s personal thoughts accounted for
about 33% of the total assignment plan, and the amount of content that could
be traced to the mind map in the second plan and the fiction book was about
19%.

The intertextual representation that dominated the third plan was X1’s own
wording, which constituted about 59% of the total. The form of ‘extractions
plus X1’s own wording’ made up about 33% of the planning notes.

5.3.4.2 Module Y

The Module consisted of two assignments. The first half of this section
presents the analyses of the three student participants’ planning of the first
assignment, the second half presents those of the second assignment.

As in the analysis of Module X reported in section 5.3.4.1, the sub-events
that occurred before, during, and after the planning of the assignments were
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identified and analysed chronologically to see how each sub-event affects
the assignment plans through actual intertextuality and interdiscursivity.

I.

First Assignment

The first assignment of 2,000 words was a data analysis and had a 40%
weighting towards the final grade. The students could choose from two
questions, and further choose from five options within the first question and
two options within the second question. The students were required to report
the activities and findings of the analysis, as well as relating them to the
relevant research literature.

Student Y1

Y1 chose to work on the analysis of warning labels from products. Two
communicative sub-events were identified at this stage:

i.

four email exchanges between the teacher and Y1;

ii.

planning of the first assignment using mind maps.

Y1 could not remember clearly whether she went to see the teacher for
advice at this stage.

The main purpose of Y1’s email exchanges with the teacher was to ask for
permission to deal with two categories of warning labels (i.e. medicine and

220

electrical appliances). Her choices of products for the warning labels were in
the same categories of two of the examples that were discussed during the
second lesson (i.e. medicine and electrical appliances). Y1 may have tried
to model the analysis discussed in lesson out of a lack of familiarity in this
type of analysis.

Y1 used mind maps to plan for the first assignment. Y1 chose to analyse the
warning labels of two medicines (i.e. Strepsils, Amoxicillin) and of three
electrical appliances (i.e. Tesco Basics Microwave, GHD Stylers, Energy
Efficient Centrifugal Fan). The mind maps are shown in Appendix 32 and the
tables of analysis of the mind maps are shown in Appendix 33. Only the
percentages of distribution of the intertextual sources were analysed and
reported, as analysis of the intertextual representation could not be carried
out given that Y1 did not provide all the original text of the product warning
labels.

In the mind maps, Y1 laid out for each product the warning label features and
the arguments that she would like to use in the analysis. The format
resembled the mind maps that the teacher constructed on the whiteboard
during the first lesson when she discussed with the students their encounter
with the law and the features of legal language. When asked, Y1 stated that
her use of mind maps was ‘partially based on’ the teacher who sometimes
used mind maps. According to Ivanic (1997), the mind map on which Y1
drew on entered her consciousness through those ‘intermental interactions’
(i.e. social experiences with other people) during the lesson and provided the
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scaffolding for expanding ‘intramental resources’ (i.e. an individual’s
functioning of their own mind), which she drew for future action – in this case,
the action was the planning of the first assignment using mind maps (p. 5152).

As mentioned above, Y1 tried to model what she had learned from the
teacher’s analysis of the examples in lesson 2 by choosing products in the
same categories for her assignment. In doing so, Y1 could look at similar
features and arguments of analysis demonstrated by the teacher. In the five
mind maps, about 11% of the content could be traced to the analysis of
examples during the lesson. For example, the teacher analysed the label on
pain killers as follows:

this is good allergy alert … often where you get the warnings are
actually / in / um / the directions / so / do not use more than directed …
so whenever you see an imperative / um / I mean / very often that
constitutes of warning … what to do if you do take / more / then /
directed / um / you know so it's bit of pretty nicely set out

In the mind maps for the labels of Strepsils and Amoxicillin, Y1 noted down
the following features to look at including

a. allergies
b. if you take too many
c. if get overdose
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d. use of imperatives

which resonated with the features that the teacher talked about during the
discussion.

In addition, Y1 adopted the lines of argument that the teacher used in the
discussion of the examples during the lesson. For example, during the class
discussion on the shredder warning label, the teacher analysed the label as
follows:

the thing that's foregrounded ( ) in terms of typeface and bolding / is /
do not open otherwise the um this will void the product warranty
((students' laughter)) yeah is that real:ly the most important / thing really
/ for them may be … never place the shredder near water or any heat
source … why … can it be near a radiator can it be in the same room
as a radiator / how far

In the mind map for the label of the Energy Efficient Centrifugal Fan, Y1
noted down the following arguments of analysis to look at including:

a. some ambiguity – lexicons – confusing, how close to
light?
b. not exposed to sun – why not?
c. Bolden when talking about liability
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which resembled the arguments that the teacher used when analysing the
shredder warning label.

Furthermore, Y1 wrote three CPs in the mind map on GHD Stylers about:

a. tiny subheading
b. tiny font
c. small font

that could be traced to the lesson talks on font size in relation to
comprehensibility of warning labels when the teacher said,

so one of the things that you might look at when you're looking at
comprehensibility is the layout right so something's in tiny tiny /
typeface going to be hard to read

The content of the mind maps that could be traced to the set readings or
reading notes made up about 20% of the total. For example, in the mind
map on Strepsils, one of the points written was

Nothing to assume … unambiguous parts → Shuy
‘explicit’ – this requires no guessing.

It seemed to come from reading notes CPs 15 and 20.
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Reading notes CP15: … info to be unambiguous = connections
shouldn't be made or assumed by reader.

Reading notes CP20: … EXPLICIT (requiring no guessing) …

In the mind map on Tesco Basics Microwave, there was one CP that read:

Given-New contract

which could be directly traced to the sentence in page 296 of the set reading
by Shuy (1990) that read:

Concerning the readers’ perspective, the analyst can
make considerable use of the principle of the GIVENNEW CONTRACT.

The intertextual source that dominated Y1’s planning notes was the product
labels, accounting for more than half of the total. If the content from the
product labels was excluded, the most prominent intertextual sources were
from the set readings and the reading notes, accounted for about 38% in
total. Lesson talks, including the teacher’s demonstration of sample
analysis, amounted to about 34% of the planning notes. Y1’s own analysis
constituted about 27%.
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Student Y2

Y2 chose to analyse the Terms and Conditions (T&C) about nudity for social
media applications or websites in the context of legal language.

Four communicative sub-events were identified at this stage:

i.

four emails exchanges between the teacher and Y2;

ii.

face-to-face discussions with classmates;

iii.

writing of planning notes for the assignment;

iv.

face-to-face discussions with teacher.

The emails sent by Y2 to the teacher were advice-seeking. Specifically, Y2
asked for the definition of ‘comprehensibility’ which was the main
feature she would look at when analysing the T&C. The teacher suggested
Y2 to put together her own definition of the terminology by getting inspiration
from the dictionary. She also provided Y2 with the criteria for assessing
comprehensibility in the email:

Comprehensibility generally depends on a) audience a
text is intended for b) the substance of what is
being communicated (is it straightforward or
difficult) c) textual features (structure) and d)
linguistic features – syntactic structure and
lexical choice.
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Y2 said she talked about the first assignment with her classmates quite a lot
because she had chosen to do something different from others, so she tried
to explain what she decided to do. However, she said she did not prepare
the assignment together with the classmates because they were doing the
warning labels and it would not be helpful to discuss with them anyway.

In writing the planning notes of the first assignment, Y2 did it in point form.
She took heed of the teacher’s advice by analysing two examples (i.e.
Instagram and Snapchat) instead of three. Y2’s planning notes and the table
of analysis of the notes are shown in Appendices 34 and 35 respectively.

With respect to the intertextual sources of Y2’s assignment plan, the highest
proportion was from academic references, accounting for 39% of the total.
The academic reference that appeared most in the plan was week 2’s set
reading by Shuy (1990), followed by week 1’s set reading by Crystal and
Davy (1969), and then Gibbons (2003) – the extra reading recommended by
the teacher in the first lesson. Content that was from Y2’s own analysis
accounted for about 21% of the total assignment plan, and the amount of
content that could be traced to class notes and lesson talks amounted to
about 18%.

In terms of intertextual representations, Y2’s own wording as well as
extractions from the intertextual sources each constituted 33% of the
planning notes. About 23% of the plan were in the form of direct quotations
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or direct copying from the intertextual sources. Extractions from the
intertextual sources plus Y2’s own wording constituted about 10%.

Y2 said she met with the teacher once to go through the assignment plan
with her, but she did not get a chance to let the teacher see a draft.
Nonetheless, Y2 could not recall the details of the face-to-face discussion
with the teacher.

Student Y3

Like Y1, Y3 chose to work on the analysis of warning labels from products.

Five communicative sub-events were identified at this stage:

i.

four email exchanges with the teacher;

ii.

listening to the audio-recording of lesson 2;

iii.

writing of planning notes for the assignment;

iv.

writing of reading notes on extra reading (Tiersma 2002);

v.

face-to-face discussion with the teacher.

The main purpose of Y3’s email exchange with the teacher was to clarify if
she had got the right academic reference (i.e. Gibbons 2003) for the
assignment.
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Y3 did the planning of the first assignment in point form (see Appendix 36).
The table of analysis of the planning notes is shown in Appendix 37. Y3 had
chosen to analyse the warning labels of a multi-purpose cleaner, a painkiller, and an electronic cigarette battery. In terms of intertextual sources,
about 44% of the planning notes were from the class notes, whereas about
23% could be traced to the lesson handout from week 2. Including the
proportion of the assignment plan that could be traced to the lesson talks,
lesson-related materials formed about 74% of the total in the plan.

Apparently, Y3’s planning notes that were extracted from the lesson talks
were written through listening back to the audio-recording that she took via
Sonocent (see section 5.3.3). For example, Y3’s planning notes CPs 19a
and 19b wrote:

“THIS IS THE BAD THING WHICH COULD HAPPEN”
•

Then break it down

They could be traced to the teacher’s talk when she said:

and this is the really bad thing that could happen and then you break it
down / because

One of the product warning labels (i.e. pain killers) that Y3 had chosen to
analyse was of the same type that the teacher discussed during lesson 2.
However, unlike Y1, the planning notes did not evidence Y3’s modelling of
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the arguments or analysis that the teacher demonstrated during the
discussion. Instead, Y3 tried to apply the definition of a good warning
discussed during lesson 2 to the warning labels that she was going to
analyse. For example, next to the image of the warning label of a multipurpose spray cleaner, Y3 wrote the following:

WARNING + IMAGE

1) What product is
2) Why it is dangerous
3) What to do to maintain safety
4) What to do if harm occurs
5) What not to do
6) a. contains harmful contents
b. cause this harm

Interdiscursivity (Fairclough 1992) could be detected between the planning
notes above and the definition of a warning written in the handout and
discussed by the teacher during lesson 2 (i.e. the highlighted parts):

A warning should state:

1. What the danger is
2. How to avoid it
3. Why should it be avoided
4. What to do if harm occurs
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Compared with Y1 whose planning notes focused on individual features of
the warning labels and tried to imitate the teacher’s analysis of examples
during the lesson, Y3 was more able to focus on using the tools such as the
definition of warning to analyse the warning labels.

With respect to the technique of intertextual representation, most of the
planning notes were written by extractions from the intertextual sources that
amounted to about 34% of the total. It was followed by Y3’s own wording at
about 27% and then by direct copying at 21% of the total.

Y3 did extra reading and made 41 CPs of reading notes on Tiersma’s (2002)
paper that was recommended by the teacher (see Appendix 35). The table
of analysis of the notes is shown in Appendix 36. About 32% of the reading
notes were extractions from the reference plus Y3’s own wording. About
27% of the reading notes were by direct copying the content in the academic
paper.

When she read the set readings or extra readings for the assignments, Y3
said the questions of the assignments would help her to look for what she
needed in the reading, so she would highlight anything that was related to
what she had to answer.

Y3 said she saw the teacher briefly before she started the assignment. The
purpose of the meeting was to clarify with the teacher what she was doing
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and obtain the approval from the teacher about her assignment plan.
However, Y3 said she did not discuss the first assignment with any of her
classmates or friends because it was ‘pretty straightforward’, she did not
struggle with it, and she ‘did not really need to talk about it with anyone’.

II.

Second Assignment

The second assignment was an essay of 2,000 words and had a 60%
weighting towards the final grade. The students could choose from a list of 5
topics or negotiate with the teacher a different topic or question.

Student Y1

The topic that Y1 chose to write about was the contribution of expert
witnesses or forensic linguists.

Four communicative sub-events could be identified at this stage:

i.

writing of planning notes for the assignment;

ii.

face-to-face discussion with teacher;

iii.

writing of reading notes on academic references;
a. by reading the academic references;
b. by listening to the audio-recording of lesson 6.
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Y1 wrote the planning notes in point form (see Appendix 38). The table of
analysis of the notes is shown in Appendix 39. With respect to the
intertextual sources, nearly 40% of the planning notes could be traced to the
lessons, about 32% was Y1’s own analysis, and about 26% of them came
from the set readings in lesson 6, 7, and 8. For intertextual representation,
about 36% was extractions from the intertextual sources, whilst Y1’s own
wording, as well as extractions from the intertextual sources plus Y1’s own
wording respectively constituted about 32% of the total.

Y1 recalled that she went to the teacher with her plan which the teacher
found it ‘busy and confusing’. Y1 quoted the teacher saying that ‘you don’t
need to focus on all of this’. She therefore ‘completely narrowed it down’ and
said, ‘that just set me up for my essay’.

According to the reading notes provided by Y1, she had read at least four
journal articles in preparing for the assignment. The written notes for two
journal articles – Adam & Jarvis (2006), and Coulthard (2004) – could be
traced directly to the lesson talks when they were discussed in week 6.
However, two sets of notes were found for each journal article. For example,
CP1 in the first set of notes on Adam & Jarvis (2006) wrote:

lying = violation of Grice’s maxim ‘quality’

This can be traced to lesson 6 when the teacher said:
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T1: in previous weeks about / lying / lying / and what did we say that
lying was / in / Gricean terms /
. (turns omitted)
T2: violation 10 points yes / so uh s(h)o Gricean violation / uh and
generally a violation of the / maxim of / uh quality

Then, CP1 in the second set of notes on Adam & Jarvis (2006) wrote:

Adam & Jarvis features for looking at literature on
lying

It could be traced to lesson 6 as well when the teacher said:

T1: Adam and Jarvis …
. (turns omitted)
T2: looking at research uh literature on: lying

It was believed that Y1 made some notes about Adam & Jarvis (2006) and
Coulthard (2004) during lesson 6 and made some more notes of these two
journal articles by listening to the audio-recording of the lesson when she
prepared for the second assignment. It was uncertain whether Y1 actually
read the two articles as no other written notes or highlighting were provided.
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Student Y2

The topic that Y2 chose to write about was the disadvantaged situation of
non-standard English speakers in the legal process.

One communicative event was identified at this stage, namely writing of
planning notes for the assignment. Y2’s planning notes were in point form
(see Appendix 40). The table of analysis of the notes is shown in Appendix
41. With respect to the intertextual sources, the notes were mainly made up
of the reading notes on two academic references (one set reading and one
journal article recommended by the teacher) that accounted for about 78% of
the total. About 15% of the planning notes were from the parts of the journal
articles that were not highlighted as reading notes.

Y2 said when she did her reading for the assignment, she would look at the
essay question first and ‘pick up things’ that she thought were relevant to her
arguments. Y2’s own analysis made up about 7% of the total planning
notes.

In terms of intertextual representation, the highest frequency was extraction
of key words, phrases and/or clauses from the intertextual sources plus Y2’s
own wordings, amounted to about 64% of the total. Extraction of key words,
phrases and/or clauses from the intertextual sources alone constituted about
27% of the total whereas Y2’s own wording made up about 8% only.
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In other words, Y2’s planning notes were mainly reading notes of academic
references that she made in preparing for the second assignment.

Student Y3

The topic that Y3 chose to write about was communication in the courtroom.

Five communicative sub-events could be identified at this stage:

i.

face-to-face discussion with teacher;

ii.

face-to-face discussion with father;

iii.

face-to-face discussion with classmates;

iv.

writing of planning notes for the assignment;
a. writing of reading notes on academic reference;
b. making notes by listening to the audio-recording of some of the
lessons.

Y3 met with the teacher to discuss about which question to do. She went
through the key points (not provided to the researcher) that she would write
about for each question with the teacher and decided on the question: The
courtroom is like any other communication situation. However, Y3 did not
remember how many times she met with the teacher during the planning
stage of the assignment.
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During the interview, Y3 said she discussed the assignment with her father
because he is a forensic psychiatrist, so

I got him to just fill in the gaps about um about communication in the
courtroom just from his experience because I don't get to go to the
Crown court to just observe it so he was explaining to me stuff that I
didn't quite understand about the dynamic

Y3 further said that she took notes during the discussions with her father, but
she did not keep a hard copy of them. However, she remembered ‘one of
the main things’ that he said to her was that

the difference between a police interview and a courtroom questioning
is that in a police interview you're essentially allowed to say anything
whether or not you're asked the question and how you'll answer the
question will also be taken note of because all of that says something
about where you stand whereas in the courtroom you can only answer
the questions you've been asked and so if you speak out where you're
not supposed to you can get in trouble

While she did not work on the assignment with her classmates, Y3 said she
held general discussions with them about the readings related to the
assignment because she ‘really enjoyed reading them’. Y3 recalled that the
discussions helped her to ‘also think about what I was doing’. During a
couple of those discussions, she made some notes regarding what she was
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talking about ‘in case it was useful’. She explained that those were her
‘thoughts’, her ‘mind’. Y3 found the discussions ‘very helpful’ and
‘stimulating’ for the assignment. She added that she might have used ‘one
bit or two bits’ of those notes.

Y3 did the planning of the second assignment in a mix of point form, mind
map, and table, and 20 CPs of the notes were extracted from the journal
article by Conley & O’Barr (2005). The planning notes and the table of
analysis of the notes are shown in Appendices 42 and 43 respectively. Y3
also said during the interview that

I definitely listened back to a couple lessons that were based on my
assignment

For example, planning notes CP32 wrote:

•

Open + Closed Questions
-

In loads of CS

This can be traced to the teacher’s talk in the third lesson when she said:

questions can be open and closed right and a confirmation seeking
question is generally going to be a closed question
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Although a high proportion of the content of the planning notes could be
traced to the academic references that were discussed in lessons 3, 4, and
6, it was difficult to attribute some pieces of the planning notes to a specific
academic reference, because some of them share similar topics and
terminology. For example, in the table that laid out the similarities between
police interviews and questioning in the courtroom, planning notes CP28
wrote:

•

Q + A, Structure (of specific sorts)

The structure of question and answer pair is discussed in all set readings.
Hence, the intertextual source of this type of planning notes was categorised
as ‘academic references’ rather than to a specific journal article.

For the CPs of planning notes that resembled Y3’s recount of the discussion
with her father, these were attributed to the source of ‘Discussion with father’.
Furthermore, since Y3 said her recount was only ‘one of the main things’ that
her father said, for the CPs of planning notes that involved terminology but
could not be traced to the set readings or lesson talks, or marked with
quotation marks, they were also attributed to the source of ‘Discussion with
father’. For example, in the mind map about ‘courtroom’:

Planning notes CP22: Strict rules – disobeyed + could be
found in contempt
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Planning notes CP24: a place dealing w/ ‘trouble’

Planning notes CP25: ‘Trouble which has already happened’

Planning notes CP40: - In court, the stories will/should have
been previously constructed in order to develop a case
or something.

The story is then to be assessed.

Planning notes CP57a: Court – Method & reasoning.

As a result, Y3’s planning notes for the assignment showed that about 68%
of them were from the academic references, about 17% were from Y3’s own
analysis. Discussions with Y3’s father, and class notes plus lesson talks,
each constituted 8% of the total. However, without the verbatim transcript of
the discussions between Y3 and her father, the intertextual representation of
these planning notes was uncertain and therefore the respective descriptive
statistics were not calculated.

5.3.4.3 Module P

The analytical exercise that was under study involved a given data set (a
conversation excerpt), which the students were required to analyse in 1,000
words. Together with two other analytical exercises, it counted for 50% of
the total assessment mark.
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All paralinguistic features (i.e. aspects of spoken communication that do not
involve words) in the dataset were learned during the lessons when the
teacher did the exercises and examples that included those features with the
students. For example, intonations, pauses, response tokens, louder
sounds, overlapping talk (i.e. conversation speakers speak at the same
time), stretched sounds, latching (i.e. two utterances that follow one another
without discernible pause). Teacher P did not require the students to quote
any academic references but would like to see their own analysis in the
assignment.

The informal talk with some of the students revealed that they found the class
notes and lesson handouts very helpful because the notes were taken when
the teacher went over the examples and exercises thoroughly in the lesson
handouts with them during the lessons. Although the dataset for the course
assignment was different from the examples and exercises that they
discussed during the lessons, they were still able to get help by looking at the
lesson handouts and the class notes. The students’ views diverged
regarding the relevance of the set readings in answering the questions in the
assignment. Whilst some said they were sufficiently relevant, some said they
had to supplement the set readings with additional academic references that
they looked up in the library. In terms of collaborative effort, most students
who took part in the informal talk said they discussed the assignment only
briefly and generally with their classmates in between lessons or after class
at this stage.
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Student P4

Two communicative sub-events could be identified at this stage:

i.

review of class notes and lesson handouts;

ii.

face-to-face discussion with classmates.

P4 said in the interview that the lesson talk, lesson handouts, and the class
notes helped him a lot in preparing for the assignment whilst he did not ‘use
the reading that much’ as he found some of the set readings ‘all is
confusing’.

P4 recalled that he had a 10-minute discussion with one of his classmates
about Question 1 of the analytical exercise. Specifically, he clarified the turntaking cues and their meanings with that classmate. However, P4 said he
did not have any study group or individual with whom he would discuss about
the assignments regularly. He would discuss with whoever was sitting next
to him before the lesson started. Hence, all discussions were very brief.

P4 did not provide any preparation of the assignment, therefore, no analysis
could be carried out at this stage.
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5.3.4.4 Summary

Three types of resources were utilised by the student participants from the
three modules when they planned for the assignments.

The first type was the lesson materials. For Modules X, the student
participant mainly referred to the class notes for the theme and related
arguments from the class discussions that would be written about in the
assignment. For Module P, the student participant reviewed the class notes
and class handouts in order to apply what he had learned to analyse the
dataset. For Module Y, apart from the class notes and class handouts, the
student participants had extra resources to refer to when writing the
assignment plan, that is, the lesson recordings. At this stage, the lesson
recordings were used to reprocess the lessons, to provide background
material, and to act as models of analysis for students to imitate.

The second type was advice from the teacher about the assignment plans.
Most student participants said they preferred face-to-face discussions with
the teachers to email exchanges because they did not have to wait for the
reply. They also said that follow-up questions could be posed during face-toface meetings so that more quality discussions could be achieved within a
short period of time. Some students said they liked written comments as well
because they could refer to them ‘straight away’.
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The third type was input from other people. For Module P, the course
assignment involved a common dataset and hence students could discuss
amongst themselves about it. For example, P4 clarified some of his
interpretations of the dataset with one of his classmates in-between lessons.
For Module Y, although both the first and second assignments did not
involve any common dataset or topic, students could still talk with their
classmates about the assignment or discussed with them about the
academic references they had read. For example, Y3 found those
discussions stimulating in organising her thoughts. She also had the
privilege of getting insights from her father, who is a psychiatric expert
witness, on the topic of the assignment. Apart from her classmates, X1
brainstormed for ideas of the assignment with her family and friends, which
she found very helpful in deciding which topic to work on and in
understanding the topic better.
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5.3.5 Research sub-question 5: What are the relationships between the
communicative sub-events in drafting the course assignments?

The drafting of the course assignments is a communicative event, which
consists of one to several sub-events: revisiting the set readings; consulting
extra readings; making additional reading notes; referring to the reading
notes, lesson recordings and/or class notes; discussing with teachers and/or
classmates, family, and friends. The definition of a sub-event and its
relationship with a higher communicative event is detailed in section 5.3.4.

The sub-events that occurred before, during, and after the drafting of the
assignments were identified through the analysis of the related documents
(e.g. planning notes, email exchange, notes from extra reading) and
interview recounts (e.g. face-to-face discussions with teachers, classmates,
family, and friends) provided by the student participants. The sub-events
were then analysed chronologically to see how each sub-event affect the
draft assignments through actual intertextuality or interdiscursivity (see
section 3.7 for the definitions). The analyses also reveal the different types
of resources that the student participants utilised in the planning of the
course assignments.

Each CP in the drafts was numbered and traced, where possible, to the
intertextual sources such as academic references (i.e. set readings and extra
readings), reading notes, class notes, lesson transcripts, planning notes, as
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well as interview transcripts. This revealed the processes of entextualisation
and recontextualisations.

Any one sentence in the drafts may consist of multiple CPs that can be
traced to multiple sources and made up by multiple techniques of intertextual
representation. For example, one of the sentences in X1’s draft assignment
read:

Fox claims that “home always travels with us,
preserved in some form or another” (14), and this
can be seen in Bilbo’s interactions with other homes
on his journey.

The sentence consisted of two CPs which could be traced to two sources: an
academic publication (by direct quotation); X1’s planning notes. In addition,
it has two types of intertextual representations: direct quotation (from an
academic reference); own wording. Examples and presentation conventions
of different types of intertextual representation are exhibited in Appendix 12.

A CP of a direct quotation from an intertextual source may be made up of
more than one sentence. For example, CP24d of Y3’s first assignment draft
consisted of a direct quotation from a multi-purpose cleaner warning label
that read:
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Do not ingest.

If product is ingested then seek

medical advice.

A table of four columns was created for each draft, as exemplified in Table
14.

Table 14: Sample analysis of X1’s draft assignment
CP Intertextual

1

Intertextual

source(s)

representation

3rd plan bullet point 2

Direct copying and

Comments

own wording
2

3rd plan bullet point

Extraction of key

2a

words and own
wordings

3

3rd plan bullet point 1

Own wordings

Answer to the question
in the source.

4

Extra reading –

Indirect quotation

Alston (2011)
5

Extra reading –

Indirect quotation

Carroll (2011)

The reference was
quoted in lesson
handout and
recommended by the
teacher.

6

Extra reading – Short

Direct and indirect

(1999)

quotation
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7

Extra reading – Stott

Direct and indirect

The reference was

and Francis (1993)

quotation

quoted by the teacher in
the lesson.

As with the earlier analysis, the tables were examined for patterns
(Bazerman 2004a): (a) within each student’s draft as exemplified in Tables
15 and 16; and (b) across all students’ drafts as presented in this section.

Table 15 Sample distribution of intertextual sources of X1’s draft
assignment
Intertextual sources

%

The Hobbit

37.5

Third plan

35.7

Academic references

19.0

Personal thoughts

7.1

Class notes

0.6

Total

100

Table 16 Sample distribution of intertextual representations of X1’s
draft assignment
Intertextual representation

%

Extraction and own wording

50.6

Direct quotation

14.3

Own wording

13.7
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Direct quotation and own wording

7.7

Direct and indirect quotation

8.3

Indirect quotation

3.0

Indirect quotation and own wording

1.2

Extraction only

0.6

Direct copying and own wording

0.6

Total

100

5.3.5.1 Module X

Three communicative sub-events were identified at the drafting stage:

i.

doing extra reading;

ii.

selecting quotes from the fiction book;

iii.

writing an essay draft.

According to X1, after discussing the third plan with the teacher and being
reassured that it was viable, she started to read the academic references.
She then identified relevant quotes (i.e. words extracted from the academic
reference and put in quotation marks) and wrote down the citations (i.e.
author’s name, with or without date and page number) for different sections
in the third plan. For example, in the introduction section of the third plan,
some of the quotes and citations that were put under the first bullet point are
as follows:
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•

What is meant by the word ‘home’, what makes a
home?
o “Home is a focal point in children’s lives and
therefore a concept to which they readily
relate.” (231) Stott
o “Home is sanctified because it reflects, on a
microcosmic level, the world as a whole” (19)
Carroll

While X1 did not include the year of publication in her citations when making
the notes on the extra reading, she included the information in the draft. This
shows that the communicative function of this sub-event was to note down
the relevant information for her own reference only. It is different from the
communicative function of the third event where the draft essay was to
satisfy, amongst other things, the citation requirement of academic discourse
by including the full citation details.

X1 said she also selected quotes from the fiction book by booked-marking
the relevant pages and put all the selected quotes under the relevant
sections in the third plan.

X1 then started writing the essay draft using the materials she had prepared
earlier; she added an introduction and conclusion. During the process,
several draft versions were created. Students had been given the choice of
submitting for discussing with the teacher either an A4 plan or an introduction
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with bullet points to be included in the essay. X1 chose to submit the plan of
the whole essay because she wanted to know ‘whether it flows well’ (i.e. the
third plan shown in Appendix 30).

As X1 had made no draft incorporating the teacher’s comments, only the
final (and therefore the most complete) version for submission was analysed
(see Appendix 3). The table of analysis of the final version is shown in
Appendix 44. The analysis shows that X1 included all the bullet points in the
third plan except the insight that she obtained from her friend under the
section ‘Bilbo and home’:

He recognises the importance of home – he sacrifices
his comfort to help the dwarves reclaim their home.

As shown in Fig. 15, the content from the third plan constituted about 38% of
the total in the draft, all of which could be traced to the class notes or were
derived from the class discussions. In this way, the theme of the assignment
(i.e. the representation of homes) could be traced to X1’s class notes and
class discussions.
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Furthermore, an idea in the draft assignment could be traced to class notes
CP15. In CP115 of the assignment that started the paragraph, X1 wrote

Perhaps this is why The Hobbit seems to tread a
careful line between adult and children’s fiction.

This could be traced to class notes CP15:

The book is accessible to both children and adults
by the way the narrator engages with the reader

There followed four more sentences in the paragraph, arguing that The
Hobbit is neither an adult fiction nor a children’s fiction, with three direct
quotations from different academic sources.
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Fig. 16
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The intertextual representation (Fig. 16) of more than half of the CPs (51%)
in the draft were manifested by extractions from the intertextual sources plus
X1’s own wordings. For example, bullet point 2a under the introduction
section in the third plan was:

o Fleeing from home, Searching for a new home,
Finding a way back home, A journey to protect home

In the draft, the bullet point was incorporated as follows:

Journeys are begun as a way of fleeing home,
returning home, finding a new home, and even as a
way of protecting home.
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Approximately 14% of the content in the draft was solely X1’s own wordings.
For example, the first bullet point under the section ‘The Last Homely
House and Beorn’s Home’ in the third plan wrote:

• Places where Bilbo feels happy and safe (if not at
first)

In the draft, the bullet point was incorporated as follows:

That feeling of security is echoed by the homes of
Beorn and Elrond.

References to the content of The Hobbit accounted for about 38% of the
content in the draft, of which more than half (57%) were extractions with X1’s
own wording.

The arguments that X1 included in the draft were supported by 32 citations,
amounting to about 19% of the total content. There was only one citation of
the set reading by Hollindale (2001). However, the idea of that citation:

Perhaps no journey of significant length can ever be
circular, either in life or in fiction, for
protagonist or reader.
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was discussed and elaborated in the assignment, which formed about 4% of
the total content. About 38% of the citations were in the form of direct and
indirect quotations. For example:

Hollindale goes so far as to say that a journey
changes the traveller so much that “Perhaps no
journey of significant length can ever be circular,
either in life or in fiction, for protagonist or
reader.” (2001:43)

(The part of the example that used indirect quotation is presented in blue,
while the part that used direct quotation is underlined.)

About 22% of the citations were direct quotation along with X1’s own
wordings. For example:

This is particularly significant in literature where
“the relationship between location and identity
reaches its climax in the representation of the
home” (Carroll:20)

(The underlined portion is direct quotation; the preceding words are X1’s
own.)
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When X1 was asked during the interview which type of resources (e.g. set
readings, extra readings, reading notes, lesson talks, class notes,
discussions with friends and with teachers) was most useful to her in
preparing for the assignment, she nominated the extra readings
recommended by the teachers. She said that, because there was so much
academic reference on the topic, it took

a long time to sift through these things and lots of those things were
helpful and a lot of those things were completely irrelevant

Hence, it was really helpful to have someone else describe a particular
reference as salient. In fact, citations from different academic reference
claimed the third highest proportion (19%) in the total content of the draft,
behind the content from The Hobbit and from the third plan.

5.3.5.2 Module Y

III.

First Assignment

Student Y1

Five communicative sub-events were identified at this stage.

i.

writing of the initial draft;

ii.

face-to-face discussion with the teacher on the initial draft;
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a. marked-up comments by the teacher on the initial draft;
iii.

email exchange initiated by Y1 after the discussion;

iv.

writing the final draft.

Y1 said she did not discuss the assignment with her classmates because
she did not

want to be influenced by someone else’s idea

or

want anyone else to write anything close [to her idea]

Y1 further said that if the assignments were datasets or if she was in her first
year when she did not know much about linguistics, she would have worked
in collaboration with others. Y1 said she did not discuss the assignments
with her family and friends because they did not understand the subject area.

Y1’s initial draft and the table of analysis of the draft are shown in
Appendices 45 and 46 respectively. Approximately 26% of the content
consisted of intertextual sources from Y1’s reading notes and the set
readings which are Shuy (1990) and Crystal & Davy (1969), whereas about
25% was Y1’s own analysis. About 11% of the content came from class
notes and lesson talks (including the discussion of examples). If the content
from the mind maps was included, the total amount of content that could be
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traced to the reading notes, set readings, class notes and lesson talks was
45%.

With respect to the technique of intertextual representation, nearly 40% of
the initial draft content was in Y1’s own wording, whereas about 27% of it
was extractions from the intertextual sources plus Y1’s own wording. Other
characteristics from Y1’s assignment could also be observed. In the first
paragraph, Y1 wrote:

Warnings are a form of speech act, considering they
have felicity conditions … John L. Austin
established the theory of a speech act … the title
of his book is “how to do things with words” …

This was compared to what the teacher said in the lesson (Excerpt 3) and
how it appeared in the participant’s class notes (Excerpt 4):

Excerpt 3
T1: today we're going to be talking about speech acts …
. (turns omitted)
T2: where did speech acts come from
.
T3: Austin yeah Austin yeah
.
T4: the title of Austin's book is How to Do Things with Words
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.
T5: they don't have truth conditions they have felicity conditions
.
T6: what speech acts were they concerned with
.
T7: and warnings ok

Excerpt 4
Speech Acts – How you do things with words
-Austin ‘How to do things with words’
-They don’t have truth conditions
. Felicity conditions: things have to be in place,
the right people and conditions

What Y1 wrote in the first paragraph of the initial draft more closely
recontextualised what the teacher said in the lesson than her class notes.
This suggests that Y1 might have listened to the recordings of lesson 2 while
preparing for the initial draft.

As mentioned in the analysis of sub-question 4 (section 5.3.4), Y1 planned to
model the teacher’s analysis of the examples in class, which might be the
reason why she chose the same category of products to analyse for her
assignment. In CP36 of the initial draft, Y1 was discussing the warning
labels of two medicines when she wrote:
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There is no specific terminology containing the
lexicons ‘warning’ or ‘alert’ but this is expected,
as most medicine warning leaflets do not

This was compared with the teacher’s comment made on the example of a
pain killer’s warning label during the lesson:

this is actually unusual / um / in terms of / in terms of medicine stuff that
it has warnings you very often don't get a section called warnings at all

The comment that Y1 made about warnings in medicine leaflets resembled
the comment made by the teacher during the lesson. Again, in CPs 61 and
62 of the initial draft, Y1 was discussing the warning label of the energy
efficient centrifugal fan when she wrote:

The warning belonging to the fan states ‘the product
should not be exposed to atmospheric agents (rain,
sun, snow, etc.)’. Rain and snow is rather straightforward to understand, however sun is not so simple,
how close-proximity can the sun or any other light
reach the fan?

This was compared to one of the teacher’s comments made on the shredder
example in the lesson.
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never place the shredder near water or any heat source / wha- what
does that why / like you kind of need to understand that because that
( ) can it be near a radiator can it be in the same room as a radiator /
how far / what's the pro- I don't understand what the problem is so I
don't know / whether I can put it 3 feet from the radiator or whether it
needs to be outside / I don't know

CPs 61 and 62 were structured similarly to the teacher’s analysis by first
quoting the warning, then evaluating whether the rationale of the warning is
directly communicated to the user, and lastly asking questions about what
more information is needed regarding the warning.

The lesson talks, including the discussions on examples, were related to the
initial draft in at least two ways. First, the lesson talks produced background
material that Y1 borrowed for her initial draft. Secondly, Y1’s analysis was at
least partially ‘pre-structured’ by the teacher’s discussions of the examples
during the second lesson. This exemplifies ways in which a text may be
‘modelled’ in talk and how textual relations may ‘index’ face-to-face
interactions and relations (Leander and Prior 2004, p. 214-222).

The initial draft showed that spoken and written language are inextricably
intertwined in the acquisition of disciplinary discourses. In addition, the
modelling and imitation of the teacher’s way of analysing warning labels may
be seen as a transitional phase as Y1 strove to acquire a new disciplinary
discourse and make it her own (Ivanic 1997). Furthermore, by using the

261

ideas and language she had encountered from her lessons, Y1 employed
strategies such as textual and discursive borrowing for learning disciplinary
discourse (Tardy 2009).

According to Y1, when she met with the teacher to discuss the initial draft,
the teacher talked about the comments and simultaneously made mark-ups
and written comments on the initial draft electronically (see Appendix 45a).
Nineteen CPs of written comments (including mark-ups) were made. Seven
of the comments highlighted a word, a phrase, a clause, or a sentence. Y1
understood those highlightings as an indication she should rephrase her
wording.

Two of the teacher’s deletions concerned Y1’s references to Paul Grice’s
maxims. In fact, the teacher reiterated during the discussion of the set
reading (i.e. Shuy [1990]) that the students should not use Grice to analyse
the comprehensibility of warning labels by saying

so my advice to you and I'll say this many times today if you're going to
do: the warning um the warning label thing I wouldn't even / look at
Grice / don't even don't use Grice / use Shuy … Grice won't help /
explain / why this is not a good warning Grice on its own will not help
explain why this is not a good warning … just don't don't do it / ju- just
don't do it just follow Shuy Shuy is really / Shuy is really / Shuy is really
good
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Y1 noted this point down in her class notes and highlighted it in red.

• If doing warnings don’t use Grice – use Shuy using
Grice – won’t explain

The teacher emphasised this point again when she gave the assignment talk
in lesson 2:

you can do / um a warning a warning thing … use Shuy / use Shuy’s
little box of tricks / um / together with Gibbons’ don’t just I can’t say this
enough times don’t just trying use Grice / it will not work

Y1 also noted it down as follows:

• For warnings use Shuy!

This indicates that, whilst the message of ‘use Shuy not Grice’ was
entextualised and recontextualised from the teacher’s talk into Y1’s class
notes, the point was not acted on when Y1 actually drafted the assignment.

After the face-to-face discussion with the teacher on the initial draft, Y1 sent
an email to the teacher, saying that she was ‘a bit confused’ about the
meaning of the teacher’s written comment:

don’t use flouting – use Shuy on inferring.
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The teacher clarified in her reply by emphasising her point:

Just don’t use any Grice language – like ‘flouting’
or ‘maxims, use what Shuy says about the elements
(and structure) of a warning.

It took six communicative sub-events to give Y1 the confidence to delete all
her references to Grice from the final version of the assignment. These subevents were:

a.

the discussion of Shuy’s set reading in lesson 2;

b.

the teacher’s talk about the assignment in lesson 2;

c.

class notes taken by Y1 in both sub-events;

d.

writing the initial draft;

e.

the teacher’s feedback on the initial draft;

f.

the email exchange after the discussion.

When Y1 wrote up the final version of the assignment, she responded to the
comments from the teacher by deleting about 18% of the content of the initial
draft; adding about 27% of the content of the final draft; and rewriting about
37% of the content in the final version (see Appendix 4). The table of
analysis of the final version is shown in Appendix 47. Some 36% of the
content was unchanged from the initial draft. Y1 took cognisance of all of the
teacher’s feedback, with one exception: Grice’s manner maxim appears, but
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unattributed, in the final version. This was not simply a mistake: when asked
via WhatsApp why she used Grice’s maxims despite the teacher’s reiterated
advice not to do so (also included in Y1’s class notes), she replied:

I can't remember the initial reason however it will have been because I
knew Grice well and found a reason to use Grice

There appears to have been a mismatch between the teacher’s direction to
use Shuy’s method of analysis (which is more relevant for this assignment)
and Y1’s desire to demonstrate what she knows about Grice. This is an
example of a central process in teaching and learning in Higher Education:
students seek both to consolidate and to display their understanding of their
subjects to their reader (i.e. the teacher) (Hyland 2009). Nevertheless, Y1’s
repeated use of Grice’s maxims in the analysis might also indicate that she
did not understand Shuy’s analytical framework and hence did not know how
to apply it in the assignment.

With respect to the intertextual sources, Fig. 17 shows that Y1’s own
analysis in the content of the final version had increased markedly to 31% of
the total compared to 25% in the initial draft, probably due to the teacher’s
comments for her to add more examples. The proportions of intertextual
source from the set readings and reading notes (excluding those that came
through the mind maps) increased slightly from 26% to 28%. The
percentage of intertextual sources from the lesson talks reduced to about 7%
in the final version compared to about 14% in the initial draft. This was
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probably because of the teacher’s comments for Y1 to delete or rephrase all
the analysis that had references to ‘flouting’ or ‘implicature’ which Y1
obtained from the class notes. If the content from the mind map was
included, about 39% of the content in the final version could be traced to the
set readings, reading notes, lesson talks (including the discussion of
examples), and class notes, lower than 45% in the initial draft.
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In terms of intertextual representation, Fig 18 shows that the content of the
assignment that was in Y1’s own wording increased to 47% compared to
40% in the initial draft, which was probably due to the analysis of more
examples as requested by the teacher in the face-to-face discussion.
Extraction of key words, phrases, and/or clauses from the intertextual
sources plus Y1’s own wording accounted for about 21% of the total.
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Student Y2

One communicative event was identified at this stage as Y2 did not have a
chance to show the teacher an initial draft:

i.

writing the final version of the assignment (see Appendix 5).

The table of analysis of the assignment is shown in Appendix 48. With
respect to the intertextual sources, Fig. 19 shows that the highest proportion
was from academic reference that made up about 31% of the assignment, of
which most were from Gibbons (2002), followed by Crystal & Davy (1969),
and then by Shuy (1990). The reduced reference to Shuy (1990) compared
to that in the planning notes indicates that Y2 had a better idea of the focus
of her analysis when drafting the assignment, which is analysing her
datasets in the context of legal language. As such, Gibbons (2002) and
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Crystal & Davy (1969) are more relevant academic references than Shuy
(1990).

Y2’s own analysis accounted for about 23%. The content of the final draft
that could be traced to the planning notes amounted to 12%, of which about
9% could be traced to the set readings, reading notes, class notes, and
lesson talks, making the total amount of content from lesson-related
materials and academic references at about 42%.

Fig. 19
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In addition, Y2’s assignment incorporated the input from the teacher’s email
regarding the criteria in assessing ‘comprehensibility’. In CPs 7, 10a, and
24a of the assignment, Y2 wrote the following respectively:

First assignment CP7: However, for a text to be comprehensible
it needs to be easy to understand for the audience
intended.
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First assignment CP10a: If we first look at the textual
features of the texts …

First assignment CP24a: If we look at the linguistic features
of the text …

As mentioned in the analysis of the planning stage, the teacher provided Y2
with the criteria for assessing comprehensibility in their email exchanges:

Comprehensibility generally depends on a) audience a
text is intended for b) the substance of what is
being communicated (is it straightforward or
difficult) c) textual features (structure) and d)
linguistic features – syntactic structure and
lexical choice.

Y2 had made used of the criteria that the teacher provided to assess the
comprehensibility of the subjects of analysis in her assignment.

Compared to Y1 and Y3, Y2’s assignment had the highest percentage of
using Grice’s maxims to analyse the data, at about 3% of the total.
According to Teacher Y, this was acceptable because Y2 was using Grice

to look at comprehensibility of legal language
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rather than to analyse the effectiveness of warning labels.

In terms of the intertextual representation, Fig. 20 shows that Y2’s own
wording constituted the highest percentage at about 36%, followed by
extraction of words, phrases, and/or clauses from intertextual sources plus
Y2’s own wording that accounted for about 23%. Direct quotations, mainly
from the Terms and Conditions (T&C) of the two social media websites,
amounted to about 15% of the total.
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Student Y3

Four communicative sub-events were identified at the drafting stage.

i.

writing the initial draft;

ii.

face-to-face discussion with the teacher on initial draft;
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a. marked-up comments by the teacher on the initial draft;
iii.

writing the final draft.

Y3 provided an initial draft that was very similar to the final version, and
which had a mix of marked-up comments as well as editing that were done
by the teacher and subsequently by Y3 herself. Y3 said she only worked on
one copy and did not keep copies of different versions of the assignment.
Hence, no analysis could be done on the initial draft as it was not clear how
change was done according to the comments, and which change was done
on the teacher’s comments and which one was done on Y3’s own initiative.

Y3 recalled that she brought the electronic file of the draft assignment to the
face-to-face discussion with the teacher for comments. Y3 said the teacher
gave her very positive feedback. She also gave Y3 some marked-up
comments and asked her to change only a few small things.

Y3 then wrote up the final version of the assignment. The table of analysis of
the final version is shown in Appendix 49. With respect to the intertextual
sources, Fig. 21 shows that about 33% of the content of the final version was
from the planning notes, of which 28% could be traced mainly to the lesson
talks. About 29% of the content could be traced to the extra readings
recommended by the teacher (i.e. Tiersma 2002, Gibbons 2003) and the set
reading (i.e. Shuy 1990). Y3’s own analysis made up 16% of the total
content. Including those that came through the planning notes, the total
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content in the assignment that could be traced to the set reading, extra
readings, and lesson 2 amounted to 59%.

Fig. 21
35.0
30.0
25.0

%

20.0
15.0
10.0
5.0
0.0

Distribution of intertextual sources of Y3's first assignment

In terms of intertextual representation, Fig. 22 shows that about 47% of the
assignment was extractions from the intertextual sources plus Y3’s own
wording. Approximately 27% of the assignment was in Y3’s own wording.
Direct and indirect quotations amounted to about 21% of the total content.
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Y3 seemed not able to take the heed of the teacher’s advice not to use
Grice. In CP9 of the assignment, Y3 wrote:

This creates ambiguity which essentially flouts the
maxim of Manner in terms of Shuy’s adaptation of the
maxims to work for written text (Shuy 1990:296).

Like Y1, Y3 mentioned Grice’s maxims without referring to Grice.
Nonetheless, Teacher Y found it acceptable because Y3 ‘acknowledged
that Shuy adapted Grice’. It is not sure the reason why Y3 included
Grice’s maxims though because the idea of the sentence did not appear in
the planning notes.

In addition, Y2’s and Y3’s assignment showed little modelling of the teacher’s
analysis of the examples during the lesson compared to Y1. Rather, their
assignments showed modelling of the set reading and extra readings in
analysing their data. Y2 mainly used the linguistic features of legal language
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described by Crystal & Davy (1969), as well as by Gibbons (2003) to
evaluate the unambiguousness or comprehensibility of the T&C of Instagram
and Snapchat. Y3 mainly used Shuy’s (1990) and Tiersma’s definition of
good warnings to analyse product warning labels. Furthermore, sometimes
Y3 did not attribute in the assignment the use of key terms of the readings in
analysing her data. For example, in the first paragraph, Y3 wrote:

A good warning comprises of many things.

One is a

well-structured layout which provides easy visual
guidance of what sections there are and what is
considered important.

Another is comprehensibility

of the language used and aimed at the average
layperson as well as being unambiguous and straight
to the point.

Terminology in the paragraph such as ‘good warning’, ‘layout’,
‘comprehensibility’, ‘average layperson’, ‘unambiguous’ could be found in
Shuy (1990) and/or Tiersma (2003). However, there was no citation of any
academic reference in the whole paragraph quoted above. This may explain
Y3’s highest proportion (47%) of intertextual representation in the form of
extractions from intertextual sources plus own wording in the first assignment
compared to Y1’s (21%) and Y2’s (24%). If Y3 had included the citations,
the intertextual representation of the CPs in the paragraph would have been
direct and/or indirect quotation instead of ‘extraction and own wording’.
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IV.

Second Assignment

Student Y1

Seven communicative sub-events could be identified at this stage:

i.

drafting of a paragraph for the teacher’s comments via email;

ii.

teacher’s marked-up comments on the paragraph via email;

iii.

email exchange with the teacher on referencing;

iv.

writing up of the initial draft;

v.

face-to-face discussion with the teacher on the initial draft;
a. marked-up comments provided by the teacher on the initial
draft;

vi.

writing up of the final draft;

vii.

email exchange with the teacher on essay organisation.

Y1 recalled the teacher saying in the face-to-face discussion about the
written feedback on the first assignment that she should write more clearly
and asked her to send a paragraph for comments before writing the whole
essay for the second assignment. So Y1 sent the teacher a draft paragraph
via email and asked if she was

writing along the lines of simpler and clarity.
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The paragraph and the table of analysis of the paragraphs are shown in
Appendices 50 and 51 respectively. The intertextual sources of the draft
paragraph were mainly from the set reading by Nolan (2001), taking up 87%
of the total content, whereas Y1’s own analysis constituted 13% of the total.
In terms of intertextual representation, about 57% of the content was
extractions from Nolan’s paper plus Y1’s own wording, whilst direct and
indirect quotations made up about 17% of the total. The remaining content
was equally represented by extractions from Nolan’s paper, and Y1’s own
wording at 13% respectively.

The teacher replied via email and provided marked-up comments on every
sentence of the draft paragraph, which Y1 incorporated nearly all of them in
the initial draft of the whole essay.

Y1 then wrote to the teacher asking for advice about ‘cited in’ (i.e. quotation
quoted in another scholar’s paper) as well as general referencing. A total of
four email exchanges were made between Y1 and the teacher.

Y1 then wrote up the initial draft. The initial draft and the table of analysis
are shown in Appendices 52 and 53 respectively. Academic references
(including six set readings and one extra reading) and reading notes made
up the highest proportions of the intertextual sources of Y1’s initial draft,
taking up about 37% and about 29% of the total content respectively. In
other words, the content that could be traced to academic reference-related
materials amounted to about 66% of the total. The content of the initial draft
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that could be traced to lesson-related materials such as the audio-recording
and class notes was about 16% of the total whilst Y1’s own analysis
constituted about 12% of the total. Specifically, all the content in the draft
about the journal article by Adam & Jarvis (2006) could be traced to the
lesson recording rather than to the article itself.

The three major types of intertextual representation in the initial draft were
extraction of words, phrases and/or clauses plus Y1’s own wording, direct
quotation, and Y1’s own wording, taking up about 41%, 18%, and 16% of the
total respectively.

As in the first assignment, Y1 had a face-to-face discussion with the teacher
on the initial draft. The teacher gave marked-up comments when she was
talking to Y1 about the draft (see Appendix 52). Specifically, CP37 of the
initial draft was written as follows:

It can be assumed that judges, with no linguistic
training, may think in the same way as the students
who thought there was no accusation.

The teacher corrected ‘judges’ in the first line of the sentence into
‘juries’. The intertextual source of the CP could be traced to reading notes
CP11a that Y1 made when she read Siegel (2005) in preparing for the
assignment. Reading notes CP11a was written as a bullet point:
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•

likely that judges w/out linguistics training may
think this

CP11a could in turn be traced to the original text in page 263 of Siegel’s
paper that wrote:

However, the results in the class of students with
little or no linguistics training indicated that
more jurors might not perceive the accusation.

Y1 had already made the mistake in the reading notes by writing ‘judges’
when it should be ‘jurors’ in the original text. It is possible that the reading
notes were made a while ago before the initial draft was written, and Y1
referred to the reading notes directly when she drafted the essay without
going back to the original text. As such, the mistake was transferred into the
initial draft.

In addition, the teacher deleted three CPs in the draft about ‘linguistic
fingerprinting’ where Y1 directly quoted Coulthard (2004) saying that such a
thing exists:

‘linguistic fingerprinting – the linguistic
‘impressions’ created by a given speaker/writer
should be useable, just like a signature, to
identify them’ (Coulthard 2004: 432)

278

However, in the journal article, Coulthard immediately negates the theoretical
concept in the following paragraph:

In reality, the concept of the linguistic
fingerprint is …

and for the foreseeable future

will continue to be, impractical if not impossible.

Y1 apparently missed Coulthard’s negation of the concept in that following
paragraph. In fact, the teacher also alerted and explained to the students in
week 6 that ‘it’s easy to misread’ Coulthard and ‘there is no such thing’ as
‘linguistic fingerprinting’ when she said:

it's kind of easy to misread because [Coulthard] starts off talking
about … linguistic fingerprinting … there is no such thing / and if there
is … we can't use it / yet ok so Coulthard says that … we might have
idiolect / but / that doesn't mean that you use them in a way that we
think we can use fingerprints …

Y1 noted down what the teacher said on this point as follows:

Might have idiolect → can’t use them in the way we
use fingerprints
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Similar to the message about ‘use Shuy not Grice’ in the first assignment, the
concept of ‘linguistic fingerprinting’ was entextualised and recontextualised
from the teacher’s talk into Y1’s class notes. Nonetheless, Y1 did not act on
the advice, as shown in the initial draft.

According to the teacher, the concept was quite commonly misunderstood in
the class. When asked what might have been the reason for the students’
misunderstanding regardless of her explanation, Teacher Y said:

maybe it's something about kind of fixating on that terminology and
thinking I understand that word therefore I understand the concept, but
they don't

Another possible reason for the misunderstanding might have caused by a
piece of popular writing about a TV series on ‘Unabomber’ that was put on
Moodle as some sort of reference material (Bhatia 2017). The relevant parts
of the popular writing are quoted as follows:

In other words, forensic linguists champion the
skill of developing speaker or group profiles based
on linguistic traits of the individual or group,
creating linguistic “fingerprints”.

They uncovered

the unique linguistic fingerprints of the
Unabomber’s idiosyncratic writings.
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The popular writing recognises the existence of ‘linguistic fingerprints’.
Taken together, the students might be confused by Coulthard’s theoretical
discussion and the popular writing about ‘linguistic fingerprints’, as they might
be read after the lessons. So whatever was said by the teacher was
superseded.

More discussion on these findings is provided in Chapter 6.

The final version of Y1’s assignment shows that more than half, about 53%,
of the content was unchanged from the initial draft (see Appendix 7). The
table of analysis of the final version is shown in Appendix 54. About 41% of
the content was changed according to the teacher’s comments, of which
about 20% of the content was newly added, about 17% was amended, and
about 4% was deletion by the teacher. Y1 amended or deleted about 5% of
the content on her own initiative.

With respect to intertextual sources, Fig 23 shows that the content that could
be traced to academic references was the highest, at about 35%, which is
consistent with the initial draft. If the source of the content from reading
notes was included, the content that could be traced to academic referencerelated materials increased to about 53%. The content that could be traced
to the lesson recording increased markedly to about 23%, from about 13% in
the initial draft. The surge came from the teacher’s discussion on the journal
article by Adam & Jarvis (2006), as Y1 added the findings of the article into
the essay in accordance to the teacher’s comment. If the source of the
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content from the class notes was included, the content that could be traced
to lesson-related materials amounted to about 28%.

Fig. 23
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Y1 relied totally on the lesson recording for the content about Adam & Jarvis
(2006) indicated that it was one of the strategies that students might use to
substitute the reading of the original text in preparing for the assignment.

In terms of intertextual representation, Fig. 24 shows that extraction of
words, phrases and/or clauses from the intertextual sources plus Y1’s own
wording made up nearly half of the total content of the final draft. Direct
quotations, and indirect quotations amounted to about 23% of the total
content. About 19% of the final draft was in Y1’s wording.
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Fig. 24
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Distribution of intertextual representation of Y1's second assignment

Two days before the submission of the second assignment, Y1 emailed the
teacher asking for her advice about breaking up a ‘really long
paragraph’ on a sub-topic. The teacher replied affirmatively that Y1 should
start a new paragraph for each feature that she wanted to discuss about the
journal article by Adam & Jarvis (2006).

When Y1 was asked during the interview which type of resources (e.g. the
set readings, extra readings, reading notes, the lesson talks, the class notes,
discussions with the teacher) was most useful to her in preparing for the
assignment, Y1 said ‘definitely the readings’. Y1 then qualified by saying
that in fact all was helpful, such as the face-to-face discussions with the
teacher ‘really helped’ to get her plans sorted and to help her with her writing.
Nonetheless, the analysis of the first assignment showed that Y1 seemed
unable to fully apply what she learned from the set readings in the
assignment, as she imitated the teacher’s analysis of the examples rather
than using the tools as described and explained in the set readings.

283

Student Y2

Four communicative sub-events could be identified at this stage:

i.

writing of initial draft;

ii.

face-to-face discussion with the teacher on initial draft;
a. marked-up comments by Y2 on the initial draft;

iii.

writing of final draft.

Y2’s initial draft and the table of analysis of the draft are shown in
Appendices 55 and 56 respectively. The initial draft shows that the three
major intertextual sources were academic references, reading notes, and
Y2’s own analysis, which constituted about 78%, 12%, and 5% respectively
of the total content. On the other hand, the highest proportion of intertextual
representation in the initial draft was extraction of words, phrases, and/or
clauses from the intertextual sources plus Y2’s own wording, which made up
42% of the total content, followed by indirect quotation that constituted about
26%, and then by direct and indirect quotation that made up about 12%.
Y2’s own wording amounted to about 9% of the total whereas direct
quotation constituted 5%.

Y2 said she went to the teacher with a printed copy of the initial draft. The
teacher read through it and Y2 wrote down the comments that she
mentioned. The marked-up comments were mainly deletions of words,
phrases, and/or clauses in the initial draft.
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According to Y2, she did not discuss the second assignment with her
classmates for two reasons. First, it was different from earlier years that now
they did not have similar topics for assignments anymore so that they would
not discuss or do them together. Second, being a third-year student:

we've got a lot more knowledge we're more likely to have a completely
different answer so it's harder to sort of work together

Nonetheless, Y2 remembered mentioning Rickford & King (2016) to her
friends outside the university because ‘it was interesting’ and was related
‘with race and injustice’.

Comparing Y2’s final version of the assignment with her initial draft, it was
found that more than half of the draft was amended whilst about 38% of the
total content remained unchanged (see Appendix 8). The table of analysis of
the final version is shown in Appendix 57. About 9% of the content was
added and 2.5% of it was deleted from the initial draft. However, it was
difficult to differentiate which amendment was initiated by the teacher or by
Y2, as the teacher did not give marked-up comments on the initial draft
directly.

Fig. 25 shows that the intertextual sources of the final draft were dominated
by academic references, amounted to about 81% of the total, more than
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double the first assignment. Reading notes and Y2’s analysis constituted
about 9% and 5% respectively of the total.

Fig. 25
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Distribution of intertextual sources of Y2's second assignment

In terms of intertextual representation, Fig. 26 shows that extractions from
intertextual sources plus Y2’s own wording made up about 47% of the total,
more than double the second highest proportion of indirect quotation which
formed 21% of the total. Direct and indirect quotation was the third major
type of intertextual representation, taking up about 10% of the total.
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When Y2 was asked during the interview which type of resources was most
useful to her in preparing for the assignment, she replied the readings
(including the set readings and the extra readings), which is commensurate
with the analysis of her assignments. Y2 explained that while she might get
the concepts from the lessons, she quoted examples and analysed her data
using what she learned from the readings.

Student Y3

Five communicative sub-events could be identified at this stage:

i.

writing of initial draft;

ii.

face-to-face discussion with the teacher on initial draft;
a. marked-up comments by the teacher on the initial draft;

iii.

email exchange with the teacher;
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iv.

writing of final draft.

Y3 provided an initial draft that was quite different from the final version.
Similar to the initial draft of the first assignment, the initial draft of the second
assignment also included a mix of marked-up comments as well as editing
that were done by the teacher and by Y3 herself. Y3 said she only worked
on one copy and did not keep copies of different versions of the assignment.
Hence, no analysis could be done on the initial draft as it was not clear how
change was done according to the comments, and which change was done
on the teacher’s comments and which one was done on Y3’s own initiative.

Y3 recalled during her meeting with the teacher on the initial draft that she
showed the teacher a few draft paragraphs rather than a whole draft of the
assignment. The purpose was to see whether she was ‘on the right track’
and was ‘making the right kind of argument’. Apart from giving Y3 some
marked-up comments, the teacher said she was ‘going the right direction’, so
Y3 carried on. Y3 added that she does not think she met with the teacher
too much on the second assignment because she ‘kind of had a hold on it’.

About five to six days before the submission of the assignment, Y3 emailed
the teacher asking if examples quoted from the academic references would
be counted in the word count. The teacher replied that

technically examples don’t count towards the word
count.
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Y3’s final version of the assignment and the table of analysis of the
assignment are shown in Appendices 9 and 58 respectively. With respect to
intertextual sources, Fig. 27 shows that about 66% of the content of the final
draft could be traced to academic references, five out of six of them were
discussed during lessons 3, 4, and 6 respectively. About 16% of the content
could be traced to the planning notes, and Y3’s own analysis constituted
about 11% of the total. About 7% of the content of the draft could be traced
directly or indirectly (through the planning notes) to Y3’s discussions with her
father.

Fig. 27
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Specifically, CPs 11a-b and 17 of the assignment could be compared to the
input from Y3’s father to look for intertextuality between the two.

Second assignment CPs 11a-b: While there is still a form of
control through the type of questioning by the police,
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the structuring of the questions is still more likely to
allow the interviewee to speak freely,

Second assignment CP17: The subject’s responses are free to
be however they are even if it does not answer the
question because, this in itself, develops evidence for
a case.

Y3 remembered ‘one of the main things’ that her father said to her about the
topic of the assignment was that

the difference between a police interview and a courtroom questioning
is that in a police interview you're essentially allowed to say anything
whether or not you're asked the question and how you'll answer the
question will also be taken note of because all of that says something
about where you stand whereas in the courtroom you can only answer
the questions you've been asked and so if you speak out where you're
not supposed to you can get in trouble …

However, without a transcript of the discussions between Y3 and her father,
the intertextual representations of these CPs were uncertain and therefore
the respective descriptive statistics were not calculated.

When Y3 was asked during the interview which type of resources was most
useful to her in preparing for the assignment, she said ‘going to see Teacher
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Y’ because she would like to speak to the teacher and then ‘throw around the
ideas’.

5.3.5.3 Module P

The informal talk with some of the students revealed that all of them found the
teacher’s talk on the assignment that took place in the last lesson on conversation
analysis very useful. By the time the teacher gave the talk on the assignment, they
had worked through the assignment. The discussion therefore allowed them to ask
specific questions and seek clarifications. With the teacher’s feedback, they could
go back to the assignment and finish it before the submission date.

In addition, some students said they formed a study group to meet and compare
answers before submitting assignments. It was also reported that bilateral or
multilateral WhatsApp groups were set up to see how each other was getting on
with the assignments, seek clarifications and help.

Student P4

Two communicative events were identified at this stage:

i.

teacher’s talk on the assignment during lesson;

ii.

writing up the final draft of the assignment.
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P4 agreed that the teacher’s talk on the assignment was very useful. He
himself asked some clarification questions about interruption as a technique
of turn-taking.

The final draft shows that P4 was confused about some of the paralinguistic
features (see Appendix 10). For example, in his answers to the first part of
Question 1, P4 took (0.5) as a 5-second pause rather than a half-a-second
pause. However, P4 did make class notes (CPs 31 and 32) about timed
pauses during the first lesson on conversation analysis when the teacher
talked about it as follows:

the full stop in brackets in the next line indicates a very brief but definite
pause … where the pauses are longer and normally it's about half a
second or so … we normally actually put the number of seconds in
brackets .hhh so instead of putting a three second pause it would be
bracket 3 bracket or bracket 3.0 bracket .hhh but if it's a if it's much less
than about half a second then we put it in as a full stop

Class notes CP31: “(.)” brief pause
Class notes CP32: Pause sometime put the seconds in brackets
(3)

Nonetheless, P4 did not seem to fully understand what he noted down.
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P4 was also confused about the paralinguistic feature of overlapping talk. An
excerpt (lines 17 and 18) from the data (a conversation between W and M)
was:

17

W:

18

M:

=it’s in View [Street so]
[ah right]

The aligned square brackets indicate overlapping talk, but, in his answers to
first part of Question 1, P4 wrote:

… the two brackets on [street so] shows a guess of
what might have been said.

Later, in his answers to second part of Question 1, P4 wrote:

It appears that speech overlap has occurred (line
18)

P4 misunderstood a set of square brackets that denotes overlapping talk as
two separate meanings (i.e. unclear talk in line 17 and overlapping talk in line
18) showed that he was confused about how overlapping talk was
represented in the conversation excerpt.

During the first lesson, the teacher talked about the feature of overlapping
talk that appears in the handout as follows:
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in the … 5th line you've got things in square brackets / under one:
under the other that's the indicator that they're said at the same time /
so / both are speaking / A’s saying in the day and at the same time B’s
saying oh I know it

P4 made the following class notes about it:

“[

]” means they spoke at the same time.

P4’s class notes showed that he missed the part: one under the other and
misunderstood that overlapping talk was denoted by one pair of square
brackets when in fact it is denoted by two sets of square brackets aligned
across adjacent lines.

P4’s confusion of the meaning of the square brackets in line 17 as ‘a guess
of what might have been said’ could be traced to the lesson handout
on ‘Conventions for transcribing conversation’ given out by the teacher
during the first lesson. One of the conventions in the document was as
follows:

[words]

A guess at what might have been said if

unclear
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The fact that the convention of overlapping talk was so similar to that of
unclear talk (both use square brackets) might have contributed to the
confusion.

5.3.5.4 Summary

The analyses in the previous sections show that the final version of
assignments resulted from the interactions of a constellation of
communicative events, sub-events and texts (Tardy 2009). Some of these
events and texts served as support discourses to navigate the participant
through the constellation (e.g. the assignment details put up on the module’s
Moodle site, the teacher’s assignment talk), while others served as core
discourses that helped the participant produce the core text of the
assignment itself (i.e. set readings, extra readings, reading notes, lesson
talks including discussions on examples, class notes, lesson recordings,
assignment plans) (Tardy 2009). Specifically, Module Y’s lesson recordings
were used at this stage by students to provide textual fragments that they
borrowed when drafting the assignment, and to substitute for the reading of
the original academic references.

In addition, social interactions in the form of face-to-face discussions and
email exchanges with the teachers were critical in informing work of the
student participants of Modules X and Y on the core text (Tardy 2009). This
is particularly true for Module Y, where throughout the preparation, Teacher
Y provided student participants who approached her with important guidance
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and feedback that led them to consider some issues in their work and revise
the assignment. For Module P, social interactions in the form of study
groups and WhatsApp groups formed amongst students supported their
work.

Generally speaking, for modules where the seminar element is salient (e.g.
Modules X and P), the intertextual sources of assignments were dominated
by class discussions. For Module Y, which was mainly in the format of
conventional lectures, the intertextual sources of assignments were
dominated by academic references. Furthermore, teachers of
undergraduate courses tend to provide more mentoring outside the
classroom than teachers of postgraduate courses: postgraduate students are
expected to work more independently.
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5.3.6 Research sub-question 6: What is the relationship between the
teacher’s feedback and the course assignments?

The principal communicative event at this stage is the written comments from
the teacher regarding the final version of the assignment. It may or may not
be followed up by a sub-event of face-to-face discussion between the
teacher and the students regarding the written feedback.

Feedback on the course assignments was written by the teachers online and
delivered through Moodle. There were two kinds of comments. One was
specific comments on sentences and/or sections in the assignments. The
second was general comments on the whole assignment. Since the general
comments are largely summaries of the specific comments, descriptive
statistics are reported only on the specific comments to avoid double
counting of the types of comments as laid out below.

Each written feedback usually contains either evaluative or directive
comments, or contains comments with both elements (Vehvilainen 2012 p.
36). The specific comments in the course assignments are categorised as
evaluative when they focus on the shortcomings or merits of what the
student has written without specific detail (ibid). Examples of this type of
comments in the assignments include:

•

Well observed (Module X)

•

Not following this point (Module Y)
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•

Inappropriate word! (Module P)

The specific comments are categorised as directive when they give
corrections to mistakes or details for improvement of the assignment (ibid).
Examples of this type of comments in the assignments include:

•

It would have been worth commenting directly on the
implications of such a description.

One or two

examples of such texts would have been useful.
(Module X)

•

You can tell your reader what your argument is – ie
are they good or bad texts? (Module Y)

•

It is being used for emphasis here (Module P)

Students are deemed to benefit from such comments and/or advice that are
unambiguous and provide clear directions as to where and/or how to improve
(Hyland and Hyland 2012).

Examples of specific comments in the assignments that are categorised as
containing both evaluative and directive elements include:
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•

A lovely clear map of where your essay is heading.
You might even have hinted at any conclusions you
will draw. (Module X)

•

Good – perhaps ‘application’ rather than ‘take’?
(Module Y)

•

There is good attention to detail in this section,
with some accurate observations.

Some of your

interpretations are questionable, but overall a
good answer. (Module P)

In this type of comment, the teacher’s aim may be to mitigate the criticism so
that it is easier for the student to accept it (Hyland & Hyland 2012).

Be the feedback general or specific, evaluative or directive, through
recognising students’ merits in preparing the course assignments, the
teacher help foster students’ confidence and build rapport with them, while
constructive criticisms draw their attention to areas for improvement and
encourage them to take ownership of their learning (Hyland and Hyland 2012
p.58-64).

Feedback may also refer to the student’s misunderstandings of the academic
references or the lesson talks. In order to analyse the relationship between
this type of feedback and the communicative (sub)-events that occur before
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or during the preparation of the course assignment, the content of the course
assignments that received negative comments from the teachers in this
study was traced to their intertextual sources including the academic
references (including set readings and extra readings), reading notes, class
notes (i.e. notes taken during lessons) or lesson talks and see how
misunderstanding arose.

The interviews with the student participants revealed the content of any faceto-face discussions with the teacher about the feedback. The students were
also asked about whether or how the written feedback from the course
assignment(s) were or could be applied to other assignments of the same or
different courses.

5.3.6.1 Module X

This stage comprised one communicative event: the written feedback from
the teacher. The teacher gave 44 specific comments in X1’s assignment
(see Appendix 3). About 27% of the specific comments were evaluative. All
of the evaluative comments involve merits of X1’s writing. About 7% of the
specific comments included both evaluative and directive elements. More
than 65% of the specific comments were of the directive type.
X1 said she found the written feedback, such as those on her punctuation,
that were specific enough and could be applied in other course assignments
particularly useful. X1 also said subsequently she would like to enrol on
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some sort of writing skills sessions as she had received a number of
comments that were grammar-related.

Moreover, X1 recalled how a specific written comment in her last essay of
another module helped her in this assignment. That comment asked X1

not to rely on one critical source too much.

Therefore, she said, for this assignment she was

quite careful to use lots of different ones until get them quite even
coverage.

As a result, the teacher acknowledged X1’s effort and commended her with
the following feedback:

Your knowledge and understanding of critical work on
children’s literature and ‘home’ was excellent, and
you managed to synthesise a range of ideas in order
to construct your own framework for analysis.

I am

also pleased to see some excellent close readings,
supported by your ability to make connections across
the text and beyond, to other textual examples.
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X1 did not discuss the written feedback with the teacher, as the module had
ended before the assignment was returned.
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5.3.6.2 Module Y

I.

First Assignment

Student Y1

Two sub-events were identified at this stage:

i.

the written comments from the teacher regarding the final version
of the assignment;

ii.

face-to-face discussion between the teacher and the participant
regarding the written feedback.

There were 41 specific comments, of which 63% were directive, 24% were
evaluative, and 12% consisted of both evaluative as well as directive
elements (see Appendix 4). In addition, the teacher gave a summary of clear
suggestions in the general comments regarding what the participant could
have done to write a ‘truly great paper’ and how she can improve in
future assignments. Specifically, the teacher asked the participant to go see
her and discuss about the comments.

Two specific comments were about Y1’s using of the word ‘assume’ instead
of ‘infer’ when she discussed about Shuy’s set reading saying that a good
warning should not require its reader to ‘infer the intended meaning’.
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It was found that when Y1 was doing the reading notes of the set reading,
she used ‘assume’ whenever she summarised the idea (Excerpts 5 and 6).

Excerpt 5
Original text: To be given information about TSS without
explicit association … requires the reader to INFER that
association. (Shuy 1990 p. 294)

Y1’s reading notes: The warning was not informative enough –
the consumer may have had to assume things

Excerpt 6
Original text: The Manner maxim requires that the information
be “unambiguous” … the good writer does not provide
information … and then expect the reader to infer the
connection of X and Y. (Shuy 1990 p. 296)

Y1’s reading notes: manner maxim requires info to be
unambiguous = connections shouldn’t be made or assumed
by reader.

Y1 overlooked the capitalisation of the term in the original text. She
therefore missed it as a term and summarised the idea using her own words
without realising the importance of quoting it as it is. As mentioned in the
analysis of Y1’s reading notes (section 5.3.1), there were instances in which
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Y1’s reading notes did not reflect the meaning of the set reading. In addition,
she said she was never fond of revisiting the set readings after the lessons
which, according to some students such as Y3, improves understanding of
the set readings. Yet reading notes made up about 14% of the total
intertextual sources in Y1’s assignment. Reading notes that were
imprecisely noted down or consisted of misinterpretation of the set readings
would naturally have negative impact on the assignment.

Furthermore, the teacher’s comments on CPs 71 to 82b of the assignment
show how a miscommunication during the lesson and confusion about a term
that is used in two different contexts affected Y1’s understanding of the
subject knowledge, which in turn was reflected in the course assignment.
The line of argument of the CPs involved is as follows:

a. there is a lack of punctuation in the microwave warning label;
b. Crystal & Davy (1969) argue that the deficiency of punctuation is to
avoid ambiguity;
c. the lack of punctuation in the microwave warning label therefore is to
ensure comprehensibility.

The teacher’s comment on point (b) was that

punctuation was about forgery and a convention.
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Indeed, the indirect quotation that Y1 made in point (b) could not be traced to
the set reading by Crystal & Davy (1969). Instead, it could be traced to the
first lesson when the following exchanges between the teacher and Y1 took
place:

T1: does anyone remember what Crystal & Davy said about the lack of
punctuation //
Y1: it can lead to ambiguity
T2: yeah yes so the idea was that um it might lead to ambiguity and
and it certainly can … and there have been um many court cases have
uh the placement (or non-placement) of a comma …

If Y1 had read Crystal & Davy (1969) again after the lesson, she might have
understood that the teacher meant the general relationship between the lack
of punctuation and ambiguity in the legal context rather than specifically what
Crystal & Davy (1969) said about it. However, Y1 might be overly confident
and dependent on what she heard from the lesson talks, she just transferred
it into the assignment as an indirect quotation from Crystal & Davy (1969).

The comment that the teacher gave on point (c) was: ‘Not following
this point’. This was because, whilst the term ‘ambiguity’ was discussed
in Crystal & Davy (1969) as well as in Shuy (1990), the former reading
discussed it in the context of written legal language that is directed at legal
professionals, whereas the latter discussed it in the context of warning labels
that is intended for lay people. In other words, from Crystal & Davy’s point of
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view, written legal language needs ‘to avoid ambiguity’ so that it will not be
misinterpreted even by legal professionals; whilst from Shuy’s point of view,
a warning label needs ‘to avoid ambiguity’ so that it is comprehensible to lay
people. However, Y1 seemed unable to differentiate the meaning of the
same term in the two contexts when she made the argument in point (c).

In addition, the teacher commented in the general comments that Y1 should
have set out the components of a good warning, namely:

a. what the danger is
b. how to avoid it
c. why it should be avoided
d. what to do if harm occurs

This would have facilitated her analysis of the warning labels. It was noted
that the teacher talked about the components during lesson 2, which were
also included in the lesson handout; Y1 wrote all the four components down
under ‘A good warning’ highlighted in red in class notes CPs 42-46.
Together with the example of ‘use Shuy not Grice’ discussed in the drafting
stage, they show that some students can seem to hold all of the requisite
knowledge of a subject yet fail to synthesise this knowledge in actual practice
(Tardy 2009). Some of the possible reasons for this are discussed in
Chapter 6.
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With regard to the transferability of the feedback, Y1 said the written
feedback concerning the structure of her writing and the skills of writing could
be carried over to another assignment, but the feedback on the content of
the assignment was specific and could not be used in other assignments.

According to Y1, after reading the teacher’s comments that she has the
ability to write really well, she went to see the teacher to discuss the written
feedback on her first assignment, because she wanted to do a ‘really really
good’ end-of-term assignment which carried a higher weighting in the overall
mark of the Module. The main focus of the discussion was about how Y1
could write clearly and concisely. The teacher also asked Y1 to send her a
paragraph when she wrote the second assignment, so that she could tell her
whether she was ‘on the right line’ before writing the whole essay.

Student Y2

One communicative event was identified at this stage: the written feedback
from the teacher. Y2 said she did not see the teacher to discuss about the
written feedback, but she could not explain why.

There were 24 specific comments from the teacher, of which half were
directive, about 37% were evaluative, and about 13% contained both
evaluative and directive elements (see Appendix 5). Y2 also attained a very
good grade which suggests that she had made good use of the right tools
(e.g. the definition of comprehensibility provided by Teacher Y; the
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comprehensibility criteria in the extra reading by Gibbons [2003]), and
academic references in analysing the T&C of the social media website.
According to the teacher, Y2 needed to work on the structure of the
assignment and she wrote in the general comments that

You have a good structure, but you don’t explicitly
signal it.

The transitions from one topic to the

next were sometimes a bit hard to follow.

In other words, while Y2 might have a good grasp of the subject knowledge,
she did not quite know how to write the metadiscourse so that the readers
had a clear idea of the line of development within her assignment.

Y2 said she

did not really use the comments that much to improve my work which is
probably a bad thing

Y2 added that she did not find written feedback on a lot of her essays
particularly helpful. She elaborated:

it’s more helpful if I’m confused about something when I go to a tutor
and ask them what is it that they mean that’s helpful but a lot of the time
with written feedback I don’t know if I really pick up much from written
feedback
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However, Y2 said

it might have been different if I got a lower mark because there’d more
criticism that I could use elsewhere

Student Y3

One communicative event was identified at this stage: the written feedback
from the teacher. Y3 said she did not go to the teacher and discuss the
written feedback because she was too busy working on other assignments.
Furthermore, Y3 said she did not feel the need to discuss the teacher’s
comments, as they were clear enough for her to know where she needed to
improve.

There were 38 specific comments from the teacher, of which about 54%
were evaluative, about 38% were directive, and about 8% consisted of both
evaluative as well as directive elements (see Appendix 6). Y3 received a
considerable number of positive evaluative comments. This was because
she had used correctly the analytical tools described in lesson 2 and in the
extra reading (Tiersma 2002). In other words, Y3 was able to synthesise the
knowledge she had learned from the lesson talks, and academic references,
and applied appropriately in the assignment (Tardy 2009). Y3 attained a
very high mark for the assignment. The teacher said in the general
comments that:
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The analysis is great.

You explain it extremely

well and make excellent use of the literature – both
in terms of how you cite and quote it and in terms
of how you apply it to the data.

When asked whether and how the assignment’s comments were useful to
other assignments in the same module or in other modules, Y3 replied that
when she received similar comments on assignments in other subjects, she
could see the pattern in her writing and apply it more widely. For example,
she noted her citations were usually appropriate, but sometimes lacked
explanations. However, Y3 admitted that fixing these problems were not
‘quite as easy’ and it took time to change.

II.

Second Assignment

One communicative event was identified for all three student participants: the
written feedback.

Student Y1

The teacher gave 21 specific comments on the assignment, of which about
48% were evaluative, about 43% were directive, and about 9% consisted of
both evaluative and directive comments (see Appendix 7). Recognising Y1’s
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effort put into the assignment, the teacher gave Y1 a high grade, one grade
class higher than the one Y1 got in the first assignment.

Y1 did not discuss the comments with the teacher because she was so
‘gobsmacked with how good the comments were’. She said she would have
gone to see Teacher Y if she ‘got really bad comments’, such as if the
teacher ‘was confused about’ what she had written or ‘it didn’t make sense’.

Student Y2

The teacher gave 29 specific comments on the assignment, of which
directive comments constituted the majority (48%) of the total; 28% of the
comments were both directive and evaluative; and 24% were evaluative
comments (see Appendix 8). The teacher commented that it was ‘a very
good paper’, but more details were needed to make some of the arguments
strong enough. The teacher awarded Y2 a good mark, albeit lower than
what Y2 attained in the first assignment.

In reading through the comments, Y2 admitted that she:

did not do enough drafts for it … it was a bit last minute … I should
have started earlier

Y2 also recognised that a lot of the comments were:
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kind of … I didn’t state things explicitly … or something in there not
explain what it is …

Student Y3

The teacher gave 24 specific comments on the assignment, of which about
58% were evaluative, about 38% directive, and only about 4% both
evaluative and directive (see Appendix 9). The teacher was impressed with
Y3’s ability to ‘bring together a range of sources’ and to make
correct use of the academic references in her assignment. Y3 was therefore
awarded a very high mark. Nonetheless, Y3 found the teacher’s specific
comment on her metadiscourse particularly useful, because it demonstrated
how the writing could be clearer. Although the teacher wrote in the general
comments that Y3 could go and see her if the comments did not ‘make
sense’, Y3 did not do so because the comments were clear enough for her
to understand what she had done well and where her weaknesses were.

5.3.6.3 Module P

During the informal talk, some students said they would read Teacher P’s
comments for each analytical exercise because they would be useful for the
preparation of the final assignment, which had datasets similar to those they
had in the analytical exercises. Reading the feedback as soon as the
assignments were returned would help them to remember the importance of
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specific comments. They reported that they would also read the comments
again when they prepared for the final assignment.

Student P4

The teacher gave 20 specific comments on the assignment, of which about
55% were directive, about 38% were evaluative, and about 10% consisted of
both evaluative and directive elements (see Appendix 10). The teacher’s
comments show that P4 was struggling not only in understanding the
meaning of the paralinguistic features, but also with the explanation of the
communicative functions of those features. Being a native-speaking student
did not seem to give him any advantage in learning conversation analysis.
P4 said in the interview that the lesson talks and class notes were most
useful to him in preparing for the assignment. However, the assignment
shows that P4’s misunderstanding could be traced to the lesson talks: he
either missed what the teacher said or noted down something without really
understanding it. In addition, P4 admitted that he did not make much use of
the set readings and did not make any reading notes.

During the interview, P4 said that there was not enough time to learn the
topic of conversation analysis, but he did not go to see Teacher P for more
input because he ‘[didn’t] want him to think I'm stupid’. He did not read the
teacher’s feedback from the first assignment because he was very happy
with his grade and thought the comments were too topic-specific to be useful
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for other assignments. This passive approach to learning helps to explain
why P4 obtained relatively poor result in the assignment.

5.3.6.4 Summary

Of the five student participants who submitted a total of 8 assignments, only
Y1 went to see the teacher and discuss the feedback; this was only on her
first assignment. They expressed the opinion that they would have
approached the teacher if they got poor remarks (e.g. what was written did
not make sense) about the assignment. Y2 even said that she did not find
written feedback on a lot of her essays that helpful. Nonetheless, X1 acted
on a written feedback from another module’s assignment when she prepared
for the assignment for Module X and was rewarded for it.

In summary, students found the teachers’ written feedback most useful when
it could be applied to other assignments. For Modules X and Y, this was the
case with the comments about writing skills or referencing, whereas for
Module P, all the comments on the analytical exercise were relevant,
because the same topic would come up again in the final assignment.

Most students said they prefer face-to-face discussions to written
communication (e.g. via email) because of the spontaneity of response.
Some students mentioned the advantage of written feedback is that it can be
referred to anytime.
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Part 2

5.4 Case study of Student Y1

This Part explores how different teaching and learning communicative events
interact through a case study of one person, Student Y1, who provided the
most complete set of data including reading notes, class notes, planning
notes, initial drafts, and submitted assignments. The analysis is based on
the final version of Y1’s assignments as well as the teacher’s feedback on
the assignments and traced to different documents provided by Y1, which
reveals the interactions of different discourses.

Y1 was a female native English-speaking final year student on Module Y.
The assessment of Module Y (social science) consisted of two assignments.
The first assignment of 2,000 words was a data-based analysis and the
second assignment was an essay of 2,000 words.

5.4.1 First assignment

The topic that Y1 chose was: Analyse the warning labels from
products.

In preparing for the assignment, Y1 used mind maps to plan for it, then wrote
the initial draft, discussed with the teacher, and revised the draft by
incorporating the teacher’s comments before submission. Y1’s final version
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of the first assignment and the table of its analysis are in Appendix 4 and
Appendix 47 respectively.

Y1 analysed the warning labels of two medicines (i.e. Strepsils, Amoxicillin)
and three electrical appliances (i.e. Tesco Basics Microwave, GHD Stylers,
Energy Efficient Centrifugal Fan). It was noted that Y1’s choices of products
for the warning labels were in the same categories of two of the examples
that were discussed during the second lesson (i.e. medicine and electrical
appliances). Y1 may have tried to model the analysis discussed in lesson
out of a lack of familiarity with this type of analysis.

Indeed, in CPs 61a – 62b (see section 4.6.2.3 for the definition of a CP and
how it is processed), Y1 was discussing the warning label of the energy
efficient centrifugal fan when she wrote (throughout the analysis, the
overlapping parts of related texts are highlighted in the same colour):

There are examples of this in the fan warning.

It

states ‘the product should not be exposed to
atmospheric agents (rain, sun, snow, etc.)’. Rain
and snow is rather straight-forward to understand,
because you would not wet an electrical appliance.
However sun is not so simple, how close-proximity
can the sun or any other light reach the fan?
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This was compared to one of the teacher’s comments made on the shredder
example in the lesson.

never place the shredder near water or any heat source / wha- what
does that why / like you kind of need to understand that because that
( ) can it be near a radiator can it be in the same room as a radiator /
how far / what's the pro- I don't understand what the problem is so I
don't know / whether I can put it 3 feet from the radiator or whether it
needs to be outside / I don't know

CPs 61a – 62b were structured similarly to the teacher’s analysis by first
quoting the warning, then evaluating whether the rationale of the warning is
directly communicated to the user, and lastly asking questions about what
more information is needed regarding the warning. Nevertheless, Y1 did not
make any class notes when the teacher analysed the examples during the
lesson. This suggests that Y1 might have listened to the recordings of lesson
2 while preparing for the assignment.

Another characteristic from Y1’s assignment could also be observed. In
CP1, Y1 wrote:

Warnings are a form of speech act, considering they
have felicity conditions …

This was compared to what the teacher said in the lesson (Excerpt 3):
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Excerpt 3
T1: today we're going to be talking about speech acts …
. (turns omitted)
T2: they don't have truth conditions they have felicity conditions
.
T3: what speech acts were they concerned with
.
T4: and warnings ok

The above excerpts show that lesson talks, including the discussions on
examples, were related to the assignment in at least two ways. First, the
lesson talks produced background material that Y1 borrowed for her
assignment. Secondly, Y1’s analysis was at least partially prestructured by
the teacher’s discussions of the examples during the second lesson. This
exemplifies ways in which a text may be ‘modelled’ in talk and how textual
relations may ‘index’ face-to-face interactions and relations (Leander & Prior
2004, p. 214-222).

The assignment showed that spoken and written language are inextricably
intertwined in the acquisition of disciplinary discourses. In addition, the
modelling and imitation of the teacher’s way of analysing warning labels may
be seen as a transitional phase as Y1 strove to acquire a new disciplinary
discourse and make it her own (Ivanic 1997). Furthermore, by using the
ideas and language she had encountered from her lessons, Y1 employed
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strategies such as textual and discursive borrowing for learning disciplinary
discourse (Tardy 2009).

The comparison of the final version of the assignment (Appendix 4) with the
initial draft (Appendix 45) shows that Y1 responded to the comments from
the discussion with the teacher by deleting about 18% of the content of the
initial draft; adding about 27% and rewriting about 37% of the content of the
final version. Some 36% of the content was unchanged from the initial draft.

Two of the teacher’s deletions concerned Y1’s references to Paul Grice’s
maxims. In fact, the teacher reiterated during the discussion of the set
reading (i.e. Shuy [1990]) that the students should not use Grice to analyse
the comprehensibility of warning labels by saying

so my advice to you and I'll say this many times today if you're going to
do: the warning um the warning label thing I wouldn't even / look at
Grice / don't even don't use Grice / use Shuy … Grice won't help /
explain / why this is not a good warning Grice on its own will not help
explain why this is not a good warning … just don't don't do it / ju- just
don't do it just follow Shuy Shuy is really / Shuy is really / Shuy is really
good

Y1 noted this point down in her class notes and highlighted it in red.
• If doing warnings don’t use Grice – use Shuy using
Grice – won’t explain
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The teacher emphasised this point again when she gave the assignment talk
in lesson 2:

you can do / um a warning a warning thing … use Shuy / use Shuy’s
little box of tricks / um / together with Gibbons’ don’t just I can’t say this
enough times don’t just trying use Grice / it will not work

Y1 also noted it down as follows:

• For warnings use Shuy!

This indicates that, whilst the message of ‘use Shuy not Grice’ was
entextualised and recontextualised from the teacher’s talk into Y1’s class
notes, the point was not acted on when Y1 actually drafted the assignment.

After the face-to-face discussion with the teacher on the initial draft, Y1 sent
an email to the teacher, saying that she was ‘a bit confused’ about the
meaning of the teacher’s written comment:

don’t use flouting – use Shuy on inferring.

The teacher clarified in her reply by emphasising her point:
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Just don’t use any Grice language – like ‘flouting’
or ‘maxims, use what Shuy says about the elements
(and structure) of a warning.

It took six communicative sub-events to give Y1 the confidence to delete all
her references to Grice from the final version of the assignment. These subevents were:

a. the discussion of Shuy’s set reading in lesson 2;
b. the teacher’s talk about the assignment in lesson 2;
c. class notes taken by Y1 in both sub-events;
d. writing the initial draft;
e. the teacher’s feedback on the initial draft;
f. the email exchange after the discussion.

Nonetheless, Grice’s manner maxim still appears, but unattributed, in the
final version. This was not simply a mistake: when asked via WhatsApp why
she used Grice’s maxims despite the teacher’s reiterated advice not to do so
(also included in Y1’s class notes), she replied:

I can't remember the initial reason however it will have been because I
knew Grice well and found a reason to use Grice

There appears to have been a mismatch between the teacher’s direction to
use Shuy’s method of analysis (which is more relevant for this assignment)
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and Y1’s desire to demonstrate what she knows about Grice. This is an
example of a central process in teaching and learning in Higher Education:
students seek both to consolidate and to display their understanding of their
subjects to their reader (i.e. the teacher) (Hyland 2009). Nevertheless, Y1’s
repeated use of Grice’s maxims in the analysis might also indicate that she
did not understand Shuy’s analytical framework and hence did not know how
to apply it in the assignment.

With respect to the intertextual sources, Fig 17 shows that Y1’s own analysis
took up 31% of total. The proportions of intertextual source from the set
readings and reading notes amounted to 28%. The percentage of
intertextual sources from the lesson talks came to 7%. If the content from
the mind map was included, about 39% of the content could be traced to the
set readings, reading notes, lesson talks (including the discussion of
examples), and class notes.

Fig. 17
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Distribution of intertextual sources of Y1's first assignment
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In terms of intertextual representation, Fig 18 shows that the content of the
assignment that was in Y1’s own wording amounted to 47%. Direct and
indirect quotations took up about 26%, whereas extraction of key words,
phrases, and/or clauses from the intertextual sources plus Y1’s own wording
accounted for about 21% of the total.

Fig. 18
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Distribution of intertextual representations of Y1's first assignment

Regarding the teacher’s feedback on the submitted assignment, two specific
comments concerned Y1’s use of the word ‘assume’ instead of ‘infer’
when she discussed Shuy’s set reading, saying that a good warning should
not require its reader to ‘infer the intended meaning’. It was found
that when Y1 was doing the reading notes of the set reading, she used
‘assume’ whenever she summarised the idea (Excerpts 5 and 6).
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Excerpt 5
Original text: To be given information about TSS without
explicit association … requires the reader to INFER that
association. (Shuy 1990 p. 294)

Y1’s reading notes: The warning was not informative enough –
the consumer may have had to assume things

Excerpt 6
Original text: The Manner maxim requires that the information
be “unambiguous” … the good writer does not provide
information … and then expect the reader to infer the
connection of X and Y. (Shuy 1990 p. 296)

Y1’s reading notes: manner maxim requires info to be
unambiguous = connections shouldn’t be made or assumed
by reader.

Y1 overlooked the capitalisation of the term in the original text. She
therefore missed it as a term and summarised the idea using her own words
without realising the importance of quoting it as it is. As mentioned in the
analysis of Y1’s reading notes (section 5.3.1), there were instances in which
Y1’s reading notes did not reflect the meaning of the set reading. In addition,
she said she was never fond of revisiting the set readings after the lessons
which, according to some students such as Y3, improves understanding of
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the set readings. Yet reading notes made up about 14% of the total
intertextual sources in Y1’s assignment. Reading notes that were
imprecisely noted down or consisted of misinterpretation of the set readings
would naturally have negative impact on the assignment.

Furthermore, the teacher’s comments on CPs 71 to 82b of the assignment
show how a miscommunication during the lesson and confusion about a term
that is used in two different contexts affected Y1’s understanding of the
subject knowledge, which in turn was reflected in the course assignment.
The line of argument of the CPs involved is as follows:

a. there is a lack of punctuation in the microwave warning label;
b. Crystal & Davy (1969) argue that the deficiency of punctuation is to
avoid ambiguity;
c. the lack of punctuation in the microwave warning label therefore is to
ensure comprehensibility.

The teacher’s comment on point (b) was that

punctuation was about forgery and a convention.

Indeed, the indirect quotation that Y1 made in point (b) could not be traced to
the set reading by Crystal & Davy (1969). Instead, it could be traced to the
first lesson when the following exchanges between the teacher and Y1 took
place:
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T1: does anyone remember what Crystal & Davy said about the lack of
punctuation //
Y1: it can lead to ambiguity
T2: yeah yes so the idea was that um it might lead to ambiguity and
and it certainly can … and there have been um many court cases have
uh the placement (or non-placement) of a comma …

If Y1 had read Crystal & Davy (1969) again after the lesson, she might have
understood that the teacher meant the general relationship between the lack
of punctuation and ambiguity in the legal context rather than specifically what
Crystal & Davy (1969) said about it. However, Y1 might be overly confident
and dependent on what she heard from the lesson talks, she just transferred
it into the assignment as an indirect quotation from Crystal & Davy (1969).

The comment that the teacher gave on point (c) was: ‘Not following
this point’. This was because, whilst the term ‘ambiguity’ was discussed
in Crystal & Davy (1969) as well as in Shuy (1990), the former reading
discussed it in the context of written legal language that is directed at legal
professionals, whereas the latter discussed it in the context of warning labels
that are intended for lay people. In other words, from Crystal & Davy’s point
of view, written legal language needs ‘to avoid ambiguity’ so that it will not be
misinterpreted even by legal professionals; whilst from Shuy’s point of view,
a warning label needs ‘to avoid ambiguity’ so that it is comprehensible to lay
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people. However, Y1 seemed unable to differentiate the meaning of the
same term in the two contexts when she made the argument in point (c).

In addition, the teacher commented in the general comments that Y1 should
have set out the components of a good warning, namely:

a. what the danger is
b. how to avoid it
c. why it should be avoided
d. what to do if harm occurs

This would have facilitated her analysis of the warning labels. It was noted
that the teacher talked about the components during lesson 2, which were
also included in the lesson handout; Y1 wrote all the four components down
under ‘A good warning’ highlighted in red in class notes CPs 42-46.
Together with the example of ‘use Shuy not Grice’ discussed above, they
show that some students can seem to hold all of the requisite knowledge of a
subject yet fail to synthesise this knowledge in actual practice (Tardy 2009).
Some of the possible reasons for this are discussed in Chapter 6.

According to Y1, after reading the teacher’s comments that she has the
ability to write really well, she went to see the teacher to discuss the written
feedback on her first assignment, because she wanted to do a ‘really really
good’ end-of-term assignment which carried a higher weighting in the overall
mark of the Module. The main focus of the discussion was about how Y1
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could write clearly and concisely. The teacher also asked Y1 to send her a
paragraph when she wrote the second assignment, so that she could tell her
whether she was ‘on the right line’ before writing the whole essay.

5.4.2 Second assignment

The topic that Y1 chose was: Explore and exemplify the
contribution made by those acting as expert witnesses or
forensic linguistics (broadly defined) in the field of
EITHER (a) phonetics OR (b) discourse and conversation
analysis.

To what extent can the contributions you

describe be said to offer reliable evidence?

On what

grounds might these contributions be applauded and on
what grounds might they be criticised?

Although students who chose this topic were required only to work in the field
of either (a) phonetics or (b) discourse and conversation analysis, Y1 worked
in both fields. In preparing for the assignment, Y1 made a one-page plan in
point form, then wrote a paragraph for the teacher’s comments. Upon
receiving the comments, Y1 wrote the initial draft, discussed it with the
teacher, and revised the draft by incorporating the teacher’s comments
before submission. Y1’s final version of the second assignment and the
table of its analysis are in Appendix 7 and Appendix 54 respectively.
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The comparison of the final version of the assignment (Appendix 7) with the
initial draft (Appendix 52) shows that more than half, about 53%, of the final
version’s content was unchanged from the initial draft. About 41% of the
content was changed according to the teacher’s comments, of which about
20% of the content was newly added, about 17% was amended, and about
4% was deletion by the teacher.

The teacher’s deletion in the draft included three CPs about ‘linguistic
fingerprinting’ where Y1 directly quoted Coulthard (2004) saying that such a
thing exists:

‘linguistic fingerprinting – the linguistic
‘impressions’ created by a given speaker/writer
should be useable, just like a signature, to
identify them’ (Coulthard 2004: 432)

However, in the journal article, Coulthard immediately negates the theoretical
concept in the following paragraph:

In reality, the concept of the linguistic
fingerprint is …

and for the foreseeable future

will continue to be, impractical if not impossible.

Y1 apparently missed Coulthard’s negation of the concept in that following
paragraph. In fact, the teacher also alerted and explained to the students in
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week 6 that ‘it’s easy to misread’ Coulthard and ‘there is no such thing’ as
‘linguistic fingerprinting’ when she said:

it's kind of easy to misread because [Coulthard] starts off talking
about … linguistic fingerprinting … there is no such thing / and if there
is … we can't use it / yet ok so Coulthard says that … we might have
idiolect / but / that doesn't mean that you use them in a way that we
think we can use fingerprints …

Y1 noted down what the teacher said on this point as follows:

Might have idiolect → can’t use them in the way we
use fingerprints

Similar to the message about ‘use Shuy not Grice’ in the first assignment, the
concept of ‘linguistic fingerprinting’ was entextualised and recontextualised
from the teacher’s talk into Y1’s class notes. Nonetheless, Y1 did not act on
the advice, as shown in the initial draft. Discussions on this finding are
provided in section 5.3.5.2 and Chapter 6.

With respect to intertextual sources, Fig 23 shows that the content that could
be traced to academic references was the highest, at about 35%. If the
source of the content from reading notes was included, the content that could
be traced to academic reference-related materials amounted to 53%. The
content that could be traced to the audio-recording of the lesson provided by
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the teacher was about 23%. Specifically, all the content in the assignment
about the journal article by Adam & Jarvis (2006) could be traced to the
discussion of the article made during the lesson rather than to the article
itself. If the source of the content from the class notes was included, the
content that could be traced to lesson-related materials amounted to about
28%.

Y1 relied totally on the lesson recording for the content of Adam & Jarvis
(2006), which suggests that it was one of the strategies that students might
use to substitute the reading of the original text in preparing for the
assignment.

Fig. 23
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In terms of intertextual representation, Fig. 24 shows that extraction of
words, phrases and/or clauses from the intertextual sources plus Y1’s own
wording made up nearly half of the total content of the final version. Direct
quotations and indirect quotations amounted to about 23% of the total
content. About 19% of the final version was in Y1’s wording.
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Recognising the effort Y1 put into the assignment, the teacher gave Y1 a
high grade, one grade class higher than the one Y1 received in the first
assignment. However, Y1 did not discuss the comments with the teacher
because she was so ‘gobsmacked with how good the comments were’. She
said she would have gone to see Teacher Y if she ‘got really bad comments’,
such as if the teacher ‘was confused about’ what she had written or ‘it didn’t
make sense’.

When Y1 was asked during the interview which type of resources (e.g. the
set readings, extra readings, reading notes, the lesson talks, the class notes,
discussions with the teacher) was most useful to her in preparing for the
assignment, Y1 said ‘definitely the readings’. Y1 then qualified by saying
that in fact all was helpful, such as the face-to-face discussions with the
teacher ‘really helped’ to get her plans sorted and to help her with her writing.
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5.4.3 Summary

The analysis of Y1’s first assignment showed that Y1 seemed unable to fully
apply what she learned from the set readings and lesson talks in the
assignment, as she imitated the teacher’s analysis of the examples rather
than using the tools as described and explained in the set readings and
lesson talks. In addition, her unwillingness to carry out post-class reading
did not help (i) clear up her misunderstandings in the set readings; (ii) draw
her attention to the key terms she missed in the pre-class readings; and (iii)
clarify miscommunications that took place during the lessons. More
discussion on the issues that arose in the interaction of different discourses
is provided in Chapter 6.
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6. Discussion and Implications

6.1 Introduction

The present research utilises an analytical framework developed from an
ecological perspective on learning, language and communication (Garner
2016, 2013, 2005, 2004). By using an ecological perspective on
communicative interaction, this study describes and interprets the complex
system of communication in teaching and learning events of two different
disciplinary cultures in a UK Higher Education Institution, as well as revealing
the ways in which teachers and students co-construct knowledge in these
cultures. This chapter discusses the main findings from the analyses in
Chapter 5 in terms of the following aspects:

i.

construction of knowledge in different disciplinary cultures;

ii.

problems observed in the interaction of communicative events
within constellations;

iii.

practices conducive to learning in the interaction of communicative
events within constellations.

In addition, some possible ways of addressing the problems discussed in (ii)
are recommended to facilitate more effective communication and, hence
learning.
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According to Garner’s communicative interaction framework (2016, 2013,
2005), each communicative event (e.g. a lesson) comprises a series of
related communicative acts (e.g. the teacher’s many utterances) with a
common communicative purpose (i.e. to enable the students better to
understand the materials covered by the lesson). The totality of
communicative events within a module, including the series of lessons, all the
set readings, and course assignments, forms the communicative link (see
section 3.4) in the present study, between the teacher and the students of
that module. Each module manifests a relatively coherent cycle of students’
assimilating and consolidating their knowledge, and displaying their learning
to teachers (Hyland 2009, Bazerman 2004b).

Situated between the events and the link is the communicative constellation
that consists of a series of interconnected communicative events involving
multiple media over an extended period around the same focal activity
(Garner 2016 p. 18). The teaching and learning events that occur before,
during, and after the preparation of a course assignment are an example.
Specifically, the course assignment represents the desired learning outcome
that unifies the various events in the process. The findings of the analyses
on the components of this process are discussed in detail in the following
section.
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6.2

Main findings

As mentioned before, the focus of this study is the communicative events
generated in the teaching and learning of two different disciplines within a UK
HEI. The interaction of the different discourses of these interconnected
teaching and learning events were analysed within the context of a
constellation of communicative events that occur before, during, and after the
preparation of a course assignment. These events include (in no particular
order):
1. doing pre-class reading;
2. making reading notes;
3. attending lessons;
4. taking class notes (i.e. notes taken during lessons);
5. planning the course assignment;
6. drafting the course assignment;
7. receiving written feedback from the teacher on the submitted
assignment;
8. discussing the written feedback with the teacher;
9. incorporating feedback into other assignments.
The complexity of the constellation is increased by the fact that some of
these events, 5 and 6, for example, themselves consist of communicative
sub-events, including (in no particular order):
a. re-reading the set readings;
b. reviewing class notes and/or reading notes;
c. consulting extra readings;
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d. listening back to lesson recordings;
e. making additional reading and/or class notes;
f. discussing the assignment with people inside and outside of the HEI
via face-to-face discussions, telephone conversations or electronicallymediated communications (e.g. email, WhatsApp);
g. writing planning notes;
h. discussing planning notes with the teacher;
i.

drafting the assignment;

j.

discussing initial draft with the teacher;

k. incorporating the teacher’s feedback into the final draft.
As explained in section 5.3.4, a sub-event contributes to a higher-level
communicative event that is the focus of an analysis. The main findings of
the analysis of the interaction of different communicative (sub)-event in
different disciplines in the construction of knowledge are discussed below.

6.2.1 Construction of knowledge in different disciplinary cultures

6.2.1.1 Pre-class reading

When the content of the reading notes was analysed, it was found that the
focus of those made by the students of Modules Y and P (social science) is
different from those made by the student of Module X (humanities). The
notes of the former focused on terminology and definitions, or description of
features and characteristics of topics being taught. These students tended to
summarise or highlight the content of the set readings closely and see

340

themselves as ‘receivers’ of knowledge rather than ‘contributors’ of
knowledge (Ivanic 1997 p. 143-144). They saw it as a pre-requisite to
familiarise themselves with the technical terms and concepts of the subjects
before learning how to apply their knowledge to any subject-related
exercises. By contrast, the reading notes from Module X were focused on
the linkage between the theory text and the fiction book (i.e. how to apply the
theory text in analysing the fiction book), as well as on the student’s personal
thoughts or reflection on the texts that had been read. The student seemed
to treat the reading texts as dialogic partners (Bazerman 2004a).

The different styles and foci of pre-class reading, and hence the reading
notes, reflect different modes of knowledge-construction in humanities by
comparison with social sciences (MacDonald 1994). MacDonald states that,
for humanities, the characteristic mode of knowledge-construction is
interpretative: students typically begin with a literary text, then interpret
particulars of the texts, and then move upward toward higher levels of
abstraction. By contrast, the social sciences are more conceptually driven
(i.e. inquiry is generated by conceptual questions): knowledge-construction is
manifested in ‘epistemic subjects’ (e.g. methods, conceptual tools, evidence,
findings) and ‘nominalisation’ (i.e. noun phrases) (MacDonald 1994 p. 36,
157, 173). Students are expected to fulfil the ‘text processor’ role that
focuses on summarising and synthesising before transiting into the role of
‘professional-in-training’, in which they apply methodologies being taught in
the course to specific issues or problems (MacDonald 1994 p. 180).
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6.2.1.2 Interactions in lessons

The three modules under study exhibited different pedagogical approaches.
The approach of the lessons of Modules X most resembled seminars, and
that of Module Y conventional, largely monologic, lectures. Pedagogy in
Module P was a mix of seminars and conventional lectures. These
differences are attributable to, apart from the teacher’s pedagogical style,
both the nature of the discipline itself and the specific expected learning
outcomes. For example, as mentioned above, the subject content of
humanities modules such as Module X cannot be mastered by means of
arriving at incontrovertible answers to predetermined questions (Sotomayor
2014). Such modules involve little foundational knowledge, and hence less
technical terminology: they are concerned with developing students’
processes of knowing through iterative questioning, dialogue, and critical
reflection.

The typical pedagogical approach in Module X was for the teacher to raise a
concept or a theme from the theory text or the fiction book that she would like
to explore. The students were then invited to brainstorm or reflect on the
concept or the theme based on the pre-class readings. The teacher would
then evaluate their contributions and discuss them with the students. Finally,
she would summarise them in the form of a summary or definition of the
concept or theme. As a consequence, the source of the knowledge attained
was constructed from groups of peers, rather than the disciplinary expertise
of the teacher, as is the case in conventional lectures (Sotomayor 2014;
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Anward 1997). Furthermore, when students shared their ideas during
lessons, they would expand and elaborate the main ideas that they wrote
down in the reading notes rather than using them directly. Students would
also refer to what was being said by the teacher and/or classmates in their
contribution. The elicitation-and-response format more closely resembled
that of discussions, in which interlocutors typically refer to each other’s talk.
In fact, the interactional sequences of Module X – characterised by the
teacher’s open-ended questions, multiple exchanges between the teacher
and the students, and the engagement of multiple students during the
exchanges – were ‘dialogic’ and/or ‘co-constructive’ as identified by Molinari
et al. (2013), which were found to facilitate the co-construction of knowledge
and actively engaged students during class (p. 415).

By contrast, social science modules such as Y and P need to establish
foundational knowledge, including terminology and definitions, and an
authoritative description of the features and characteristics of each topic.
The students are not expected to have the relevant subject knowledge
(Sotomayor 2014). Hence, the predominant approach in these modules was
the conventional lecture. The format consisted of long stretches of
monologue by the teacher on the topic, interspersed with elicitation questions
which different students answered with relatively short responses. Reading
notes were followed closely in the formulation of the responses. The
responses were then evaluated by the teacher in terms of their relevance,
accuracy, etc.; this at times led to further elicitation. In this approach, truths
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about each particular topic are established by the teacher and, more
indirectly, the authors of the set readings (Anward 1997 p. 136).

Nonetheless, the element of seminar in Module P is more salient than in
Module Y probably because one of Module P’s learning outcomes was

be able to undertake basic analysis of several
different kinds of discourse

Module Y’s learning outcomes did not specify an applied outcome of this
kind. Teacher P strove to achieve the learning outcome by dividing the
lessons equally between theory and practice, and discussing with the
students various examples and working with them on different exercises,
which rendered the format of those parts of the lessons more similar to
seminars.

6.2.1.3 Class notes

A comparison of the contents of class notes of the three modules shows that
those for Module X most frequently related to the discussion between the
teacher and the students on the lesson materials, and to the student’s
personal thoughts. For Module Y, the most frequent notes dealt with
terminology and definitions and with the description of features and theories
about the lesson topic. For Module P, the most frequent notes were the
labels of speech acts in, and answers to, the exercises in the lesson handout.
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Intertextual representation also varied between the modules. Of the three,
the notes for Module X had the highest proportion of the student’s own
wordings; substantially the student’s personal thoughts. By contrast, those
for Module Y had the highest proportion of direct copies, from the whiteboard
or the lesson handouts. Module P had the highest proportion of extraction of
a word from the teacher’s talk regarding the labels of speech acts or the
answers to the exercise that the teacher and the students did together.

From these comparisons, some indicative conclusions can be drawn
concerning modes of learning. The student of Module X appeared to learn
primarily through class discussions and personal reflections on the lesson
materials. In Module Y, learning appeared to take place through careful
copying of information relating to description of features and terminology of
the topics written by the teacher on the whiteboard and in lesson handouts,
and through excerpts made by the students from the teacher’s talk and/or
classmates’ contributions. In Module P, learning seems to have occurred for
the most part through the examples and exercises undertaken in the
classroom.

6.2.1.4 Planning of assignments

The planning of X1’s assignment was principally based on three sources: the
class discussions; her class notes; and her personal reflections after the
class. The theme of her assignment was dealt with specifically by the
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teacher through extensive class discussions in the second lesson. The
planning was also informed by extensive discussions between X1 and people
inside the module (i.e. the teacher) or outside it (i.e. friends, members of the
on-campus reading group, a teacher of another module, family). The
discussions with those inside were conducted by means of both email
exchanges and face-to-face meetings. The purpose was to go through and
seek approval for the assignment plans and to obtain recommendations for
relevant academic references. The discussions with those outside the
module were conducted over the telephone and in face-to-face meetings,
and were used to brainstorm ideas for the assignment. X1 did not discuss
her assignment with her classmates because she had not selected the topic
when she had chances to talk to them about it during term time.

In comparison, intertextuality in the form of academic references formed the
major component for the student participants in Module Y at this stage. In
addition, the teacher’s demonstrated analysis of the examples in class
appears to have influenced Y1’s plan of the first assignment. These students
discussed the assignment principally with the teacher; very little with others
inside or outside the module. Through email and/or face-to-face discussions,
they sought the teacher’s advice concerning definitions of terminology,
helpful academic references, the overall assignment plan, its structure, and
use of citations. There was very little discussion with their fellow-students,
probably because they were required to choose from a range of datasets for
the first, analytical, assignment, and from a range of essay topics for the
second. Such discussion as there was, was largely limited to casual talk
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rather than collaborative working. However, Y3, who discussed with
classmates the course readings for the second assignment, found that the
process stimulated and focused her ideas. This accords with previous
research findings that, when preparing for assignments, students find that
group discussions help them to clarify and develop views about the academic
references, which results in better structured arguments in the assignment
(Tang 1993).

In the planning stage, student P4 for the most part applied what was learned
during the lessons in which the class analysed the examples and exercises
together with the teacher.

6.2.1.5 Drafting of assignments

Assignments for the different modules also showed how subject knowledge
was co-constructed in each module.

For Module X, the student participant selected one of the themes that was
discussed during the lesson. She developed it with reference to the related
fiction book (The Hobbit), and supported her analysis and arguments using
the set reading by Hollindale (2001) as well as a number of additional
readings recommended by the teacher.

The first assignment for Module Y required students to apply theoretical
frameworks and appropriate tools in the analysis of data. The drafts made by
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the three participants showed that they had learned how to do this, both from
the set and extra readings, and from the teacher’s demonstrated analysis of
the examples in the lesson. In other words, whilst actual intertextuality (i.e.
both signalled and non-signalled intertextuality) was more obvious in the coconstruction of knowledge in Module X, actual intertextuality and
interdiscursivity were in evidence in the co-construction of knowledge in the
first assignment of Module Y (Ivanic 1997).

The second assignment for Module Y revealed the students’ use of different
resources and strategies. Students who had connections outside the
university that could provide them with insights into the assignment (such as
Y3’s father as a psychiatric expert); their intertextual sources were more
varied than those who had no such connections. In other words, the
‘repertoire of discoursal resources’ at each student’s disposal is not the
same: they are dependent on students’ social circumstances and
interpersonal networks (Wertsch 1991, p. 119-127; Ivanic 1997 p. 53).
Furthermore, probably because more academic references were needed in
doing the second assignment (4-7, compared with 1-3 in the first
assignment), Y1 relied totally on listening back to the audio-recording of the
lesson to gauge the content of one of the set readings, rather than reading it.
In Module P, students learned how to do conversation analysis mainly
through working on the examples and exercises together with the teacher
during lessons. However, the strategies that different students applied in the
assignment were different. Informal talks with the module’s students showed
that some of them depended solely on the set readings and class notes,
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whilst others looked for extra reading from the university library; some others
drew on discussions in the study group and Whatsapp chat groups.
Nonetheless, some students expressed the opinion that study groups were
not always beneficial to the preparation of the analytical exercises because
they might be wrongly persuaded not to apply their own analyses that were,
in fact, correct. These students also thought that the groups were useful only
to students who did not understand the assignment questions; not for those
whose understanding was relatively sophisticated. Furthermore, these
students admitted that they would not share too much about the assignment
for competitive reasons. These views seem to resonate with the findings of
Lizzio & Wilson (2005) that diversified background (e.g. in terms of academic
sophistication), and a lack of confidence in fellow-students may constrain
rather than facilitate learning in study groups.

6.2.1.6 Feedback from teacher

The analyses in sections 5.3.4 and 5.3.5 show that the teachers’ manner of
providing feedback did not depend so much on disciplinary culture: rather it
was a matter of personal preference. Amongst the three modules under
study, the teacher of the undergraduate Module Y provided the most
mentoring outside the classroom, by means of email exchanges, face-to-face
meetings on assignment plans and drafts, marked-up comments on whole
assignment drafts, and later, by means of face-to-face meetings to discuss
written feedback on the assignment. By contrast, teachers of graduate
Modules X and P expected the students to be more independent. For
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example, Teacher X provided mentoring in the form of email exchanges,
face-to-face meetings on assignment plans, and marked-up comments on
only the introduction of the draft assignment; not on the whole draft. Teacher
P did not set up any scheduled tutorials (i.e. one-to-one discussions outside
classes) for the analytical exercise but provided mentoring via email
exchange and face-to-face meetings when the students perceived the need.

Generally speaking, students found the teachers’ written feedback on the
assignments useful when it was specific and could be carried over to other
assignments. This view is well supported in academic literature (e.g. Bailey
& Garner 2010; Sendziuk 2010; Vardi 2009; Mutch 2003; Ashwell 2000;
Sweeney 1999; Lea & Street 1998; Sitko 1993). For the modules under
study, X1 found the feedback on writing skills and referencing in her
assignment very useful as they could be used in other modules’
assignments. She also adopted in her assignment for Module X a comment
about academic references made on an assignment in another module.

Carrying over comments between assignments is not always possible,
however. There were two assignments in Module Y, but the first was an
analysis of data and the second was an essay, which meant that some of the
feedback on the former was inapplicable to the latter. Like X1, the student
participants in Module Y generally found the feedback about writing skills and
referencing more widely applicable. In addition, Y2 realised from the
feedback on the second assignment the general point that she had not
started working on it early enough, which adversely affected its quality. In
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Module P, the analytical exercise was only one of the four assignments and
carried less weight than the final assignment: all the comments on it were
relevant because the topic of the analytical exercise – conversation analysis
– would be offered as one of the topic choices in the final assignment.

According to published research, such formative feedback on assignments
provides the most support for the students’ learning process, as it gives them
the opportunity to review their work and identify learning deficits of particular
aspects prior to moving on to the next assignment (Owen 2016). From this
perspective, Modules Y and P were more able to provide formative support to
the students by working through examples and exercises during lessons,
and/or by setting more than one marked written assignment during the term.

Student participants in all the modules under study expressed a preference
for face-to-face discussions over written communication (e.g. email
exchanges), because of the spontaneity of response. Some said in the
interview that face-to-face discussions allow them to ‘throw ideas around’ and
obtain immediate feedback from the teacher. Budge (2011) argues that
students greatly appreciate the ‘personal experience and connection’ that
face-to-face verbal feedback provides (p. 346). They see feedback as a ‘twoway communication’ where the teaching staff and the students learn together
from the interactions (loc. cit.). By contrast, electronic feedback is viewed as
‘static, one way, and not alive’ (Budge 2011 p. 347). Bailey & Garner (2010)
also state that, although standardised feedback forms may provide more
timely feedback on assignments, students found the comments too formulaic
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to be useful. Nevertheless, some student participants in the present study
said that there is an advantage in written communication and feedback: it can
be referred to at any time.

6.2.2 The interaction of communicative events within constellations

6.2.2.1 Post-class reading

As shown in section 5.3.1, pre-class reading as well as the notes created
have multiple communicative purposes (Garner & Johnson 2013 p. 38),
including to obtain background information of the lesson and record the main
points that facilitate the preparation of course assignments. However, the
analysis also shows that post-class reading is likely to be equally, if not more,
important. Some student participants stated that they found it hard to
understand the content of the set readings before the lesson: they might, for
instance, fail to notice or understand key terms, and/or misinterpret the
meaning for the whole. For example, Y1’s reading notes showed that at
times she oversimplified and missed the gist of the pre-class readings. One
of her misunderstandings was caused by not being able to differentiate the
purposes of two set readings that use the same lexical item – ‘ambiguity’.
The misunderstanding was subsequently revealed in a wrong line of
argument in the first assignment, which was commented on by the teacher in
the written feedback as ‘Not following the point’.

352

Another misunderstanding occurred when Y1 made the reading notes for the
main academic reference set for the first assignment. She failed to notice that
‘infer’ is capitalised in this reading, which indicates that it is a technical term:
she paraphrased it as ‘assume’ in her reading notes. Y1 did not write down
any class notes when the teacher discussed this reading during the lesson.
Had she done so, she might have noticed that the teacher repeatedly used
‘infer’, and realised it was part of the terminology. Moreover, Y1 said she
was ‘never fond of’ revisiting the set readings after the lessons, which,
according to some student participants, improves their understanding.
Rereading might have made her aware of the capitalisation of the ‘infer’,
hence its status as a technical term. The problem was exacerbated by her
using the reading notes as one of her intertextual sources for the
assignments. The teacher commented, in the written feedback on the
assignment, that the student should have used ‘infer’ instead of ‘assume’.

By contrast, both Y2 and Y3 read the set readings again after the lesson
when preparing for the assignments. Subsequently, they did not miss and
were not confused with the definitions of the key terms. Some students in
Module P also said during the informal talks that they understand the reading
differently when they reread it in preparation for the course assignment, as
several weeks have passed and they have worked more on the topic during
the period.

Although the present study found that post-class reading is important in
improving students’ understanding of and/or clearing up their confusions
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about the set readings, the students may not be aware of its importance.
Under such circumstances, the teacher may help to promote post-class
reading by explaining to the students that when they do the course
assignments, they should revisit any related pre-class reading instead of
relying on the reading notes they made before the lesson, as it will help them
to understand the reading better, catch information they missed, or correct
any misunderstanding that may have occurred during the pre-class reading.

6.2.2.2 Ineffective reading

Students’ misinterpretation of or missing the gist of the set readings as
reflected in the reading notes might arise from ineffective reading (Tomasek
2009). Alternative approaches have therefore been proposed by researchers
to improve the effectiveness of reading:

i.

Reading questions: students are required to pose reading questions
to the teacher after completing the assigned reading (Henderson &
Rosenthal 2006). By posing reading questions, students are
assessing their own understanding, rather than the teachers doing it
through reading quizzes (Henderson & Rosenthal 2006 p. 47). Smith
et al. (2010) found that if students were intermittently posed
questions about statements in a text during the course of reading,
their comprehension of the text was markedly improved even when
the text was longer and more difficult than those they usually read.
Van Blerkom et al. (2006) also found that ‘generative strategies’ (i.e.
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read, highlight, and generate questions) that required students
actively to think through the assigned reading in order to generate
the information enabled them to engage in more effective reading
and hence to perform better in subsequent tests. The students who
adopted passive strategies of ‘reading and copying’, ‘reading and
highlighting’, or ‘reading, highlighting, and taking notes’ fared worse
in comparison (p. 12).

ii.

Critical reading: the teacher devises reading prompts to help
students to synthesise and respond to the concepts or ideas laid out
in the set readings as opposed to focusing on mining facts or details
by using the ‘information processing’ approach (Tomasek 2009, p.
128; McDonald 2004). Six categories of prompts that aim to connect
the students personally with the text are identified by Tomasek
(2009) with sample prompts provided as follows:

a.

Identification of problem or issue

• For whom is this topic important and why?

b.

Making connections

• What connections can I make between this set reading and
what has been discussed in this course so far?
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c.

Interpretation of evidence

• What inferences can I make from the evidence given in the
set reading?

d.

Challenging assumptions made by the students themselves as
well as those made by the author based on the evidence given

• If the opportunity arose, what questions would I pose to the
author?

e.

Making applications

• How did this set reading help me to build my professional
knowledge (or skill)?

f.

Taking a different point of view

• What would I point out as important about this topic to others
who either question or disagree with my point of view?

Tomasek (2009) proposes that only one prompt be used for each pre-class
reading and the mode of response be varied (e.g. read them out during class,
email them to another classmate and make clarifications with each other) to
avoid the activity becoming routine. From the students’ responses, the
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teacher will have better ideas about how the set readings are processed and
whether ‘confusions or misconceptions might be emerging’ (Tomasek 2009,
p. 130).

In relation to the current study, if Module Y’s students had been given
prompts for the first two set readings of the course, Y1 might better have
been able to discern the purposes of the two articles, either by herself or with
the help of the teacher. She could have then recognised that some lexical
items used in both readings, such as ‘ambiguity’, are used with different
meanings in different articles.

Tomasek (2009) suggests that, as a result of the reading prompts, the
students develop more thought-through views about the pre-class reading,
are more engaged in intellectual discussions during class, and are more able
to transfer what they have learned to other contexts.

6.2.2.3 Missing parts of class notes

The collected data show that, whilst not all student participants did pre-class
reading and made reading notes, all of them wrote class notes. This is
consistent with the observations in the existing research literature on notetaking: that most college students take class notes (Palmatier & Bennet
1974). It is also noted in the current study that students of all modules
referred to the class notes when preparing for the assignments. However,
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there were instances in which the use of class notes impacted negatively
rather than positively on the course assignments.

If some of the class notes were only partially written down, they might record
a misunderstanding of what was discussed and be carried over as a mistake
in the student’s assignment. Weigand (1999) defines one of the constitutive
features of misunderstanding as:

a form of understanding which is partially or totally deviant from what
the speaker intended to communicate (p. 769)

As mentioned in section 5.3.3, students are engaged in at least two parallel
communicative events when they are taking class notes: listening to the
teacher and taking notes. The need to concentrate increases with the
complexity of and/or the amount of new information consisted in the lesson
material (Jansen et al. 2017). In such circumstances, students might fail to
note down important ideas in the lesson, which leads to incomplete class
notes (Titsworth & Kiewra 2004). For example, when the paralinguistic
feature of overlapping talk that appears in the handout was discussed in
Module P, the teacher said (identical elements of the teacher’s words and the
class notes are highlighted in green):

in the … 5th line you've got things in square brackets / under one: under
the other that's the indicator that they're said at the same time / so /
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both are speaking / A’s saying in the day and at the same time B’s
saying oh I know it

P4 made the following note on this point:

“[

]” means they spoke at the same time.

This note appears to overlook the crucial words one under the other. P4’s
misunderstanding was that overlapping talk is denoted by one pair of square
brackets when in fact it is denoted by two sets of square brackets aligned
across adjacent lines. As a result, P4 did not link it to the representation of
overlapping talk that appears in the example of the lesson handout being
commented on by the teacher. The misunderstanding was manifested in
P4’s analytical exercise as a mistake when he analysed overlapping speech
in the dataset.

One way of avoiding such misunderstanding might be to single out the
feature, present and explain it with visual aids (e.g. writing on the
whiteboard). During the lesson talks, simultaneously comprehending,
selecting the main points to transcribe or paraphrase, and noting them down
might be impracticable (Jansen et al. 2017, p. 4). If the paralinguistic feature
had been presented with visual aids, P4 could have copied it down without
missing the ‘one under the other’ method of representing overlapping talk
and focused on understanding the teacher’s explanation of the feature
(Jansen et al. 2017, p.1). Research indicates that selection cues such as
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presenting lesson materials with visual aids increase both the quantity and
the quality of note-taking, which in turn enhances academic achievement
(Titsworth & Kiewra 2004; Locke 1977).

6.2.2.4 Insufficient information in class notes

There were occasions on which the students did not note down sufficient
information for the class notes to be useful for the assignment. One such
example was observed in Module Y. During the second lesson, the teacher
introduced the components of a good warning that were included in the
lesson handout. Y1 copied them as class notes in her own notebook:

A good warning:

a. what the danger is
b. how to avoid it
c. why it should be avoided
d. what to do if harm occurs

Nevertheless, Y1 did not apply them in her assignment. The teacher
commented in the general comments of Y1’s assignment that she should
have set out the components of a good warning to facilitate her analysis of
the warning labels. One probable reason for Y1 not using the components
that she had noted down was because she did not have sufficient information
to apply them when she reviewed the class notes in preparing for the
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assignment. It was noted that she did not make any notes during the
assignment talk when the teacher asked them ‘to set up what a good warning
is’ before analysing the warning labels:

for the warning labels yeah / focus on the setting whether these are
good warnings / so / what you need to do / is um / you need to set up
what a good warning is you can't tell us something is a good warning if
you haven't defined what a good warning

Consequently, Y1 was not aware of the relevance of the good warning
components to the assignment. A possible way of tackling such deficiencies
in note-taking might be for the teacher to provide some contextualisation
cues (Titsworth & Kiewra 2004) to the students during the assignment talk by
explicitly advising the students to use the components in defining a good
warning.

Another such example was observed in Module Y. During lesson 6, in the
context of a set reading by Coulthard (2004), the teacher alerted the students
that ‘it’s easy to misread’ Coulthard and explained why ‘there is no such
thing’ as ‘linguistic fingerprinting’ when she said (overlapping parts of the
teacher’s speech and the class notes are highlighted in aqua):

it's kind of easy to misread because [Coulthard] starts off talking about
the um / about linguistic fingerprinting and idiolect / that there is no
there is no such thing / and if there is we can't we can't use it / yet ok so
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Coulthard says that we might have idiolect we might have these
distinctive ways of speaking / but / that doesn't mean that you use them
in a way that we think we can use fingerprints / ok so if anyone's ever
talking about idiolects or linguistic fingerprinting / they're either talking
about it in a metaphorical way or / they're saying this is something we
can't quite do

Y1 noted down the relevant class notes as follows:

Might have idiolect → can’t use them in the way we
use fingerprints

However, she did not note down the elements that would help her to make
sense of the class notes when she reviewed them in preparing for the
assignment. For example, she omitted: it's kind of easy to misread; the point
that there is no linguistic fingerprinting: there is no such thing; the definition of
‘idiolect’: distinctive ways of speaking. She ended up misreading Coulthard
(2004) and in three places in the initial draft of the second assignment wrote
that Coulthard ‘confirms’ there is ‘linguistic fingerprinting’.

The fact that Y1 did not take adequate class notes in this example was not
surprising: as the lesson material was highly complex, and the density of
information was high. Students needed to comprehend more, but appeared
to have missed, information while taking notes (Jansen et al. 2017). The
teacher rightly pointed out that it is easy to misread Coulthard (2004), but if
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the student misses this alert, the set reading is likely to be misinterpreted.
One possible way of tackling this problem is for the teacher to refer directly to
the parts in the set reading about ‘linguistic fingerprinting’ that could be easily
misread, so that the students had the opportunity to see immediately what
the teacher meant. If the explanation is an interactive process, students will
gain a better understanding of the subject knowledge (Owen 2016; Hyland
and Hyland 2012).

6.2.2.5 Ineffective class notes

There were instances in the data in which the teacher’s talk relating to
specific subject knowledge or advice on the assignment was written down as
class notes without omissions, yet the students failed to act on or apply them
when they wrote their assignments.

In second lesson in Module Y, the teacher reiterated, during the discussion of
the set reading (i.e. Shuy 1990) as well as when she talked about the first
assignment, that the students should use Shuy but not Grice to analyse the
comprehensibility of warning labels. The reason is that, whilst Shuy (1990)
uses three of the four maxims of Grice’s Cooperative Principles (i.e. Quantity,
Relation and Manner) to operationalise his analytical framework of warning
labels, it is irrelevant to apply Grice’s maxims directly because the maxims
are devised for the purpose of analysing conversations and not written texts
such as warning labels.
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Y1 wrote down the advice of ‘use Shuy not Grice’ in both
communicative events. However, she made several references to Grice
when she wrote the initial draft of the assignment. It took another two
communicative sub-events (i.e. the teacher’s written comments on the initial
draft, and clarification by means of email exchanges initiated by Y1 with the
teacher), which made a total of six communicative (sub-)events, to convince
Y1 to delete all her references to Grice in the assignment. Y1 explained to
the researcher that she had used Grice in the assignment because she knew
his theory well and ‘found a reason’ to use it.

Nonetheless, it was also possible that the meaning of the teacher’s advice
‘use Shuy not Grice’ is more complicated than it appears to be (Kohler 2015).
In fact, the advice has three elements:

i.

the need to understand Shuy’s analytical framework of warning
labels as laid out in the set reading;

ii.

the differences between Shuy’s framework and Grice’s maxims;
and

iii.

students’ misuse of Gricean maxims in past assignments.

If Y1 did not understand the first notion that was embedded in the advice, she
would not have been able to act on the advice in the assignment even though
she had noted down ‘use Shuy not Grice’ on both occasions during the
second lesson. One way of overcoming this problem would be to lay out
Shuy’s analytical framework for analysing warning labels in such a way that
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the students could apply it directly when doing the analysis in the
assignment. The description of the framework in the set reading was
complicated by the way in which Shuy operationalises Grice’s maxims. In
other words, how the framework is described in the set reading is not in itself
‘the discourse of practice’ (Lave & Wenger 1991 p. 107-108). Students might
understand better how to apply the analytical framework in analysis if it were
summarised in written form (either in lesson handout or on the whiteboard)
as follows:

Shuy’s analytical framework of warnings:

Order of information – whether the main idea is made early (i.e. textual
placement)

Structure of information – whether the next point is built on the
information given in the previous point (i.e. given-new contract)

Unambiguousness of information – whether warning is stated directly
and explicitly (including appropriate lexical choice)

By filtering out Shuy’s operationalisation of Grice’s maxims in the summary of
the framework after the set reading had been fully discussed, the students
might be able to concentrate more on the application of the framework.
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Another example was observed in Module P. When the paralinguistic feature
of timed pause was discussed during the lesson, the teacher said

the full stop in brackets in the next line indicates a very brief but definite
pau:se … where the pauses are longer and normally it's about half a
second or so … we normally actually put the number of seconds in
brackets .hhh so instead of putting a three second pause it would be
bracket 3 bracket or bracket 3.0 bracket .hhh but if it's a if it's much less
than about half a second then we put it in as a full stop …

P4 wrote class notes about both the brief pause and the longer pause:

Class notes constituent part 31: “(.)” brief pause
Class notes constituent part 32: Pause sometime put the seconds in
brackets (3)

Unlike the example of overlapping talk mentioned in section 6.2.2.3, P4
basically did not miss the points made by the teacher about the brief pause
and longer pause in his class notes. However, in the analytical exercise, he
mistook (0.5) as a 5-second pause rather than a half-a-second pause. P4
did not really understand the convention of representing pause length,
therefore, he made the mistake even though he had written class notes about
the feature. One possible solution to this problem was to provide more
examples of longer timed pauses in written form (e.g. in lesson handout or on
whiteboard), so that when the students were copying from the written text on

366

the whiteboard or being referred to the examples in the lesson handout, no
new information was presented (Jansen et al. 2017). For example, the
following could be put on the whiteboard or in the lesson handout:

Three-second-pause = (3) or (3.0)
Half-a-second-pause = (0.5)

Students could then devote more attention to comprehending by focusing on
listening to the teacher’s explanation of the examples (Jansen et al. 2017).
The examples also served to illustrate to the students how longer timed
pauses with different durations can be represented.

6.2.2.6 Conflicting or confusing supplementary course materials

In section 5.3.5, the analysis of Y1’s draft of the second assignment shows
that she was mistaken in thinking there was such a thing as ‘linguistic
fingerprinting’: this, according to Teacher Y, was a common mistake among
students. Section 6.2.2.4 attempted to interpret the phenomenon from the
points of view of insufficient information in the class notes and complexity of
course materials. However, as mentioned in section 5.3.5, it was also
possible because of the conflicting information provided by a piece of popular
writing that was put up on Moodle, in which it affirmed the existence of
‘linguistic fingerprinting’. When the students read it after the lesson, the
content in the article might make a stronger impression than what the teacher
said during the lesson, particularly when the students did not really
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understand the concept. One probable way of addressing this problem is for
the teacher to alert the students about the contradictory information
mentioned in the popular writing during the lesson by displaying the article
through the overhead projector and highlighted the parts that include
contradictions to the set reading.

The analysis of P4’s assignment in section 5.3.5 also shows that he mistook
the representation of a couple of square brackets in the dataset to mean ‘a
guess of what might have been said’ instead of overlapping talk.
P4’s confusion could have been caused by the same representation of
transcription of unclear utterances (both use square brackets) as denoted in
the lesson handout on ‘Conventions for transcribing conversation’. In
order to avoid such confusion, the convention for transcribing unclear
utterances can be denoted by round brackets rather than square brackets.

6.2.2.7 Lesson recordings and course assignments

For lessons that are primarily monologues (such as Module Y), lesson
recordings, if available, can be a major source of reference when the
students prepare for the assignment. Students tend to listen back to the
recordings and take additional notes about the lessons (see section 5.3.4.2
for evidence found in the data). The recordings and the additional notes
were observed to be used by the students for the following purposes:
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i.

to reprocess the lesson so that they have a better understanding of
the lesson materials;

ii.

to substitute for the reading of the original academic reference.
This happened when the reference was discussed during the
lesson. The student would take notes of the discussion during the
lesson and again when listening to the recording. They then relied
on those notes instead of reading the original article while writing
the assignment;

iii.

to provide background material or textual fragments that students
borrowed when planning and/or drafting the assignment. For
example, some of Y3’s planning notes and parts of a paragraph in
Y1’s initial draft in the first assignment closely recontextualised
what the teacher said in the lesson;

iv.

to act as models of analysis for students to imitate. For example,
when the students in Module Y conducted their own analysis of
warning labels in the assignment, they could have followed the
teacher’s sample analyses performed during lessons by using the
same category of product warning labels, analysing similar
features, and using similar lines of argument as done by the
teacher.
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The problem with students’ using lesson recordings and additional notes as
described in (ii) was that, if miscommunication took place during the lesson, it
might negatively affect a student’s work in the assignment. According to
Weigand (1999), miscommunication refers to ‘an interactive phenomenon’ in
which misunderstanding between the hearer and the speaker is not
recognised and corrected. Under such circumstances,

Communication continues without the interlocutors being aware of the
fact that they are no longer addressing each other, the hearer without
knowing that he has misunderstood, the speaker not identifying the
misunderstanding clearly … miscommunication cannot serve the
purpose of coming to an understanding. (Weigand 1999, p. 770)

For example, during the first lesson of Module Y, the following exchanges
took place between the teacher and Y1:

T1: does anyone remember what Crystal & Davy said about the lack of
punctuation //
Y1: it can lead to ambiguity
T2: yeah yes so the idea was that um it might lead to ambiguity and and
it certainly can … and there have been um many court cases have uh
the placement (or non-placement) of a comma

While ‘ambiguity’ is a main theme in Crystal & Davy (1969), they postulate
that the lack of punctuation in legal documents is a convention to prevent
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forgery (p. 197, 200). Hence, Y1’s reply to the teacher’s question was a
mistake in the first place. The teacher then responded in terms of general
legal context that punctuation ‘might lead to ambiguity’. Since Y1 and the
teacher were not aware of the miscommunication, there was no attempt to
correct it. Furthermore, Y1 transformed her exchanges with the teacher into
an indirect quotation in the assignment:

Crystal and Davy argue the deficiency of punctuation
is to avoid ambiguity.

It was pointed out by the teacher in the written feedback on the assignment
that the content of the indirect quotation was incorrect. This example further
illustrates the importance of post-class reading, and that knowledge and
understanding can only be constructed iteratively.

A problem indicated by the students’ use of lesson recordings and additional
notes as described in (iv) was that, they might be unable to learn effectively
and actually practise what they had learned. Instead, they acquired the
‘structure’ or the ‘schema’ of a specific aspect of the subject knowledge (Lave
& Wenger 1991 p. 20). In the example given in (iv), Y1 transferred the
schema of analysing the warning labels of a medicine and an electrical
appliance, which, the teacher demonstrated during lessons, into other
medicines and electrical appliances in her assignment. However, she may
not have grasped how to analyse product warning labels for other entities
(e.g. a cleaning agent). One solution might be to explain to the students how
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an understanding of the framework and analytical tools will enable them to
develop the skill to analyse different types of warning labels. By contrast,
replicating the details of application simply expands their ‘repertoire of
participation schemata’, which results in much lower portability of the learned
skills (Lave & Wenger 1991, p. 20). Another option is to encourage students
to analyse product warning labels of different categories from those in the
sample analysis during the lesson. If the strategy of imitation was no longer
available, the students would have to work out how to apply the Shuy’s
analytical framework to the analysis of a range of warning labels.

6.2.2.8 Written feedback on assignments

Amongst the 5 student participants who submitted a total of 8 assignments,
only Y1 went to see the teacher and discuss the written feedback on her first
assignment. In general, the data show that the students judged the relative
importance and value of the feedback based on the overall mark.
Specifically, when students were awarded high mark such as 70 or above
(distinction) for their assignments, it was more probable that they would pay
little attention to, or even not read, the written feedback. For example, when
P4 was asked how useful he found the comments from the first analytical
exercise which he was awarded 70+, he said:

I didn't really read the comments cause … I was so happy I didn't read it
I read a little bit, but I didn't really read that much to be honest I guess I
was too excited
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Similarly, when Y2 was asked whether she could apply any of the comments
from the first assignment when she prepared for the second assignment, she
said:

I don't think so I think um I think it might have been different if I got a
lower mark because there'd be more criticism that I could use
elsewhere

These observations resonate with Vardi’s (2009) finding that there is strong
relationship between the grade and how well feedback is incorporated.
Students who attained a lower mark in the first draft in Vardi’s study made
considerable changes in the subsequent drafts. Conversely, for students
who attained a high mark, few changes were observed in the subsequent
draft, and many of the problems highlighted in the first draft persisted in the
second draft.

One solution might be to follow Sendziuk (2010) by carrying out a selfassessment activity in which teachers provide written feedback but withhold
grades on assignments until the students have responded to the feedback.
In Sendziuk’s (2010) study, students were given the assessment criteria and
grade descriptors, and then required to respond by awarding themselves a
grade along with a justification. The instructor then gave the students the
grade that had been withheld from them, for comparison. After the activity,
the students were reported to be more interested in reading and following up
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the feedback they received from the instructor, as well as to have a better
idea how their work can be improved.

6.2.3 Learning supporting practices observed in the interaction of
communicative events within constellations

Several communicative events within the constellation of course assignment
preparation were observed to lead to good grades or positive written
feedback from the teacher. Of the 5 (out of a total of 8) assignments under
study that were awarded a distinction and positive written feedback, it was
observed that the students had engaged in one or more all of the following
communicative events.

6.2.3.1 Discussions with people inside and/or outside the module

It was observed that student participants who attained good grades and/or
positive written feedback for their assignments engaged in discussions with
insiders (the teacher of the module, classmates) or outsiders (e.g. teacher of
a different module, friends, relatives) at the planning and/or drafting stage(s)
of the assignments. For example, all student participants from Modules X
and Y discussed their assignment plans and/or reference recommendations
with the teacher through email and/or in face-to-face meetings.

X1 also reported having chatted with a few friends and some members of a
reading group on campus, who had nothing to do with the Module, while she
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was planning the assignment and found this helpful in brainstorming ideas for
the assignment. Webb (1990) asserts that group discussion provides
opportunities for the students to talk on an equal basis that encourages
participation, and participation promotes learning (Lave & Wenger 1991).

Y3 recalled she held general discussions, which she found very helpful and
stimulating, with classmates about the readings related to the second
assignment. Tang (1993) states that after reading the academic references,
group discussion helped students to clear up confusion or misunderstandings
relating to the reference materials. By clarifying the article content, and
sharing ideas, students are unconsciously espousing ‘a deep approach to
learning’, in which they take ownership of the learning, and genuinely want to
comprehend the meaning of the article content (Tang 1993 p. 116).

All of the above evidence supports the notion that learning is augmented by
social interactions (Resta & Laferriere 2007). The findings of this study
further concur with published studies that ‘active learning’ is promoted
through ‘meaningful and extensive contact’ between teachers and students
as well as between students (Orndorff III 2015 p. 340).

6.2.3.2 Extra reading and post-class reading

Student participants who attained high marks and positive written feedback
on the assignments were observed to consult from one to twelve readings in
addition to the set readings when preparing for the assignments. There
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appears to be no research on how extra reading benefits students in doing
assignments. Published studies on referencing state that the ‘informationsearching process’ conducted by students in preparing for their course
assignments allows them to engage more in, and to understand better, the
topic they are working on (Ellis et al. 2008 p. 84). This process also furthers
students’ scholarly development by helping them in ‘forming a point of view
and gaining a personal perspective of the topic’ (loc. cit.).

In addition, section 6.2.2.1 illustrated that post-class reading is equally
important as, if not more important than, pre-class reading. This is because it
may help students to understand the course readings better after the teacher
has discussed them, and to identify important terminology that they missed or
to correct some misunderstandings of the pre-class reading. Post-class
reading may even help to correct misunderstandings of the set readings that
take place during the lessons. For example, Y2 and Y3 revisited the course
readings when they prepared for the first assignment. In their assignments,
they did not overlook any items of terminology or show confusion about any
concept. By contrast, both shortcomings were evident in Y1’s assignment,
who said she was ‘never fond of’ revisiting the set readings.

6.2.3.3 Follow-up on written feedback

X1 acted on a comment in the written feedback on her last essay in another
module: it advised her not to rely on a single academic reference for the
assignment. She used many different references in Module X’s assignment
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and devoted an equal amount of coverage to them throughout. The teacher
acknowledged X1’s effort and awarded her a distinction, along with very
positive written feedback.

Y1 went to see and discuss with the teacher the written feedback on her first
assignment; she was particularly interested in learning how she could write
more concisely and clearly. The teacher offered to comment on Y1’s drafting
of a paragraph of the second assignment to see whether she was on the right
track before writing the whole essay. Y1 submitted the paragraph and
incorporated the teacher’s written comments before continuing to write the
complete essay. Consequently, she demonstrated that she was able to
write, as the teacher commented, a ‘well-structured’ and ‘wellwritten’ essay. Her second assignment was awarded a distinction, one
grade class higher than in the first assignment.

Analysis of interconnected communicative events shows that the knowledge
that students acquire from pre-class readings and/or lesson talks is relatively
fragmented and nascent (Tardy 2009). They move toward more integrated
expertise through mentoring and/or legitimate peripheral participation such as
repeated practice (Tardy 2009, Lave & Wenger 1991). Oral and/or written
feedback from the teacher, including feedback on assignments, is very
important to the development of students’ understanding of subject
knowledge and its related discourse (Tardy 2009).
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6.3 Conclusion

The research outcomes of this study have implications for teachers and
learners by revealing how knowledge is constructed in two disciplinary
cultures. The findings from the analyses also suggest how specific
communication problems that appear in the constellation of teaching-learning
events around the preparation of course assignments might be addressed in
order to facilitate learning. Finally, the research identifies the learning
supporting practices that students can avail themselves of to enhance their
learning.
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7. Summary and Conclusions

7.1 Summary of findings

The function of academic communication is the construction of knowledge
through teaching and learning, but it presents considerable difficulties for
many students (Hyland 2009). Substantial empirical evidence of how this
form of communication works is therefore vital to understanding, and
ultimately improving, higher education. This is the focus of a number of
published studies which have analysed the discourses created in teaching
and learning events.

The ecological perspective on learning, language and communication
(Garner 2016, 2013, 2005, 2004) adopted by the present study views
learning in a HEI module as complex and integrated, involving a constellation
of interrelated communicative events that take place over an extended period
with a specific intended outcome, namely, a course assignment. By
systematically describing and analysing different forms of discourse created
from those teaching and learning communicative events within two different
disciplines in a UK HEI, this study helps to interpret their role in the
construction of knowledge.

Intertextual analysis was carried out to investigate the relationship between:
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1. pre-class reading and the students’ reading notes;

2. students’ reading notes and lesson talks;

3. students’ class notes (i.e. notes taken during lessons) and lesson talks;

4. the set readings, reading notes, lesson talks, class notes, extra
readings, discussions with people inside or outside the module cohort,
and (a) the planning and (b) the drafting of the course assignment;

5. the teacher’s feedback and course assignments.

The analyses show that the interactions of different teaching and learning
communicative events are determined by the norms of discourse within a
discipline, and also by the expected learning outcomes, the students’
academic levels, and the nature of the course assignment.

In the humanities subject, Module X, the characteristic mode of knowledgemaking is interpretative. Students tended to treat course readings as
dialogic partners and responded with personal thoughts in their reading
notes. Classes largely took the form of seminar, in which the content was
constructed through discussions between the teacher and the students on a
topic set by the teacher. A considerable amount of students’ class notes
were contributions to the discussions by the teacher and the students. With
respect to the course assignment, students were free to select their own
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topic to write about in consultation with the teacher. The theme and the
content of the student participant’s (i.e. X1’s) assignment were markedly
influenced by the class discussions. Resources available for the preparation
of the course assignment were relatively abundant. Apart from academic
references, students could brainstorm ideas or discuss the assignment with
people inside (i.e. the teacher, classmates) or outside the module (e.g.
teachers of other modules, family, friends).

In the social science subjects Modules Y and P, the characteristic mode of
knowledge-making is conceptually driven. It is characterised by epistemic
subjects (e.g. methods, conceptual tools, evidence, findings), which are
typically expressed by nominalisation (i.e. noun phrases). The students
tended to perceive themselves as receivers of, rather than contributors to,
knowledge, for example, when doing the pre-class reading. Their reading
notes reflected an ‘information-processing’ approach to the reading
materials, summarising the content and defining terminology and salient
elements of the topics (McDonald 2004 p. p. 18). The pedagogical approach
was most frequently that of a conventional lecture, in which foundational
knowledge such as theoretical concepts and their associated terminology are
established, with the aim of enabling the students to apply the knowledge
acquired to a range of problems.

There were, however, differences between the two modules in terms of the
modes of teaching within the lessons, arising from different expected
learning outcomes. In Module P, students were required to undertake basic
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analysis of several different kinds of discourse. The lessons were therefore
equally divided between theory and practice: the teacher worked through a
substantial number of examples and exercises with the students after
introducing the theoretical concepts underpinning the analyses. The classes
were a mix of conventional lecture and interactive seminar. A considerable
amount of the students’ class notes consisted of answers to the
demonstrated examples and the discussed exercises. As for the course
assignment, students were asked to analyse a given dataset using the
knowledge acquired and skills developed in the lessons. Citations and
referencing were not required for the assignment, because the focus was on
application rather than on the theoretical concepts behind it.

In Module Y, data analysis took up a relatively small part of the syllabus and
hence the lessons were delivered mainly in conventional format, with long
stretches of monologues by the teacher. When the teacher attempted to
elicit responses from the students relating to the course readings, students
typically responded with relatively short turns, which were followed by the
teacher’s evaluation and successive elicitation. Most of the students’ class
notes were copied from the materials that the teacher wrote on the
whiteboard regarding the conceptual frames of the topic and the definition of
terms. In the course assignments, students had a choice of between two or
more topics offered by the teacher. In addition to the lesson talks, academic
references were important resources in preparing the assignments, as the
students were required to explain the theoretical concepts when they applied
them to analyse any issue or problem. Nevertheless, compared to the
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humanities subject Module X, students of social science subjects Modules P
and Y had relatively fewer resources to resort to when preparing course
assignments. They could only discuss their assignments with people inside
the module (i.e. the teacher and classmates) because the knowledge of the
social science subjects is too specific for people outside the module to
understand; they were unable to provide useful input. In other words,
Modules Y and P exhibited a narrower classroom intertextuality than Module
X, as Module X’s students could discuss a topic with more people outside the
module when preparing for the course assignment (Bazerman 2004a).

With respect to the amount and format of feedback provided, the findings of
the present study show that they did not seem to vary according to
disciplines. Rather, they were personal preferences of the teachers.
However, it is evident that Module Y, which was an undergraduate course,
provided more mentoring outside lessons, whereas the postgraduate
students of Modules X and P were expected to work more independently. In
addition, all student participants who were asked about their preferences
said they prefer face-to-face meetings and specific comments that can be
used in other assignments, irrespective of the discipline.

In terms of the problems observed in the interaction of communicative events
within constellations, eight types of communication problems have been
identified in the analyses. Most of them are related to taking class notes;
others are related to reading course materials, to the conflicting or confusing
course materials, to the use of lesson recordings, and to the written feedback
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on assignments. Possible pedagogical strategies for addressing the
problems have been recommended on the basis of the evidence obtained in
the research.

Specifically, many of the class notes include incomplete or insufficient
information taken, which was shown in places to lead to students’
misunderstanding of course materials or being unable to use the class notes
when they prepared for the course assignments (sections 6.2.2.3-6.2.2.5).
Written (e.g. on a whiteboard) and/or spoken organisational cues may help
students to select important ideas for noting down, which facilitates the
reviewing of class notes when they prepare for the course assignments.
Organisational cues in the form of visual aids may also help students to
better concentrate on the teacher’s explanation without diverting their
attention to simultaneously selecting, organising, and writing down the
‘uncued’ lesson materials. However, when lesson materials are highly
complex, the benefits of organisational cues diminish. In such
circumstances, going through the lesson materials interactively may help
students to understand better (e.g. if some parts of a set reading is easy to
misread, the teacher may go through the parts concerned with the students
together, so that they can see right away the intricacy that the teacher is
talking about).

In addition, the findings of the present study show that misinterpretation or
missing the gist of the set readings may be caused by ineffective reading
(section 6.2.2.2). The problem is exacerbated if the student does not
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conduct post-class reading, which is supposed to improve understanding of
the readings by raising awareness to points missed and/or correcting any
misunderstanding occurred during pre-class reading (section 6.2.2.1).
Consequently, the quality of course assignments may be adversely affected.
Possible options in tackling these issues include encouraging students to
carry out post-class reading, as well as using reading prompts to engage the
students better in the course readings.

Furthermore, it was discovered that some misunderstanding of the lesson
topic or mistakes made in the assignment might be caused by conflicting or
confusing supplementary course materials (section 6.2.2.6). It is suggested
that teachers alert and explain to the students when contradictory information
appeared in supplementary course materials such as popular writing or avoid
using the same notation to represent different meanings.

Moreover, the study found that one of the students’ strategies in preparing
the type of assignment that involves dataset analysis was to listen to the
lesson recordings and replicate the sample analysis demonstrated by the
teacher (section 6.2.2.7). Although the students may acquire the ‘schema’ of
a specific aspect of the subject knowledge using this strategy, it may not be
transferable to other contexts. One possible solution may be encouraging
the students not to replicate the sample analysis. By taking away the option
of replication, the students will have to work out how to apply the learned
skills to a totally different dataset and improve the effectiveness of learning.
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It was also found that students’ attention to the written feedback on their
assignments was inversely correlated with the grades they obtained (section
6.2.2.8). It is suggested that teachers give written feedback first and then the
grade after the students have responded to the feedback. Prior research
shows that in this way, students are motivated to read and hence take heed
of the written feedback on their assignments.

Nonetheless, it is noted that the humanities module (i.e. Module X) had no
instances of misunderstanding of lesson materials. As was mentioned
above, the theme and content of X1’s course assignment were noticeably
influenced by the class discussions. Teacher X was not aware of any
misunderstanding of the lesson materials in X1’s assignment. This may be
because, as mentioned before, the characteristic mode of knowledge-making
of humanities subjects is interpretative, so that the lesson content could be
co-created by the discussions between the teacher and the students,
meanings were negotiated, and any miscommunication or misunderstanding
might have been resolved through the mediation of different perspectives
during the discussions (Molinari et al. 2013; MacDonald 1994). However, for
social science modules which the characteristic mode of knowledge-making
being conceptually driven and compact with epistemic subjects and
nominalisation, miscommunication and misunderstanding may appear in the
process of delivering foundational knowledge, which may eventually be
transferred as mistakes in the course assignments. This type of courses
needs various strategies to handle the communication problems that may
arise in order to facilitate learning.
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Finally, the strategies that students used to enhance their performance in the
course assignments have been identified to include brainstorming ideas
about the assignments or discussing the academic references that have
been read with people outside and/or inside the modules (section 6.2.3.1).
Such group discussions encourage participation that promotes learning and
help clarify confusion as well as misunderstanding of the academic
references that leads to better structured arguments in the assignments.
Another strategy is to consult extra reading and carry out post-class reading
(section 6.2.3.2). This strategy allows students to engage more and
understand better the topic they are working on. The third strategy identified
is following-up the written feedback on previous assignments by discussing it
with the teacher after the feedback has been received and/or acting on the
written feedback (section 6.2.3.3).

7.2 Limitations of the study

There are limitations to this study. First, all the transcriptions of lessons in
the Modules and of interviews with the teachers and student participants,
and the coding for the reading notes and class notes were made by the
researcher only. The importance of establishing the reliability of coding to
ensure that they do not reflect the biases of the researcher is well noted, as
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the validity of any inferences and conclusions that may be drawn from
the analysis of the coded data depends on achieving a satisfactory
level of encoder reliability (Green 1998, p. 93).

However, owing to resource constraints, no second independent coding of
the reading notes and class notes could be undertaken. Nonetheless,
following Miles et al. (2014), intra-coder reliability was calculated by coding
the data more than once, after an interval of between three weeks and three
months. The intra-coder reliability rates of all the reading notes and class
notes (except for Y2’s) ranged between 85% to 92%, which was slightly
better than the minimal benchmark of 80% to 90% range recommended by
Saldana (2015). The intra-coder reliability rates of Y2’s reading notes and
class notes were 100% and 95% respectively.

Second, the present study was entirely dependent on the participation and
consent of the module teachers and the student participants. Although the
student participants were remunerated, the researcher found it difficult to
place too many demands on their time as they had busy schedules.
Therefore, some data sources that may have been enormously insightful
(such as more frequent follow-ups with the student participants at the stage
of analysis) were not pursued.

Third, as mentioned in section 4.3.2, Module Y was offered before the
research project commenced. The data for this module was collected some
two months after the end of the module. Hence, the data that involved
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recollection of memories (e.g. of face-to-face discussions with classmates,
family and friends, and/or teachers about the assignments) might be
influenced retrospectively by the fact that the assignment had already been
completed. Two months had passed between the completion of assignment
and the recollection of its preparation, which means that the narration may
include an element of ‘conventionalisation and simplification’ (e.g. ‘details
drop out and new ones added’) (Prior 2004 p. 185).

Fourth, the communication problems identified in the present study are not
necessarily exhaustive for any specific module in a HEI. A different cohort of
student participants, even from the same module, may present different
communication problems: learning is interactive, situated, and dynamic, as
explained in Chapter 3. In addition, while the options recommended in
Chapter 6 should prima facie help address the communication problems
identified, they need to be evaluated through further research.

7.3 Contributions of the study

Despite the above limitations, by adopting an ecological perspective on
communicative interaction developed from an ecological perspective on
learning, language and communication, learning in a HEI module is viewed
as complex and integrated involving a constellation of interrelated
communicative events. Such a perspective develops an alternative
approach that builds on and provides an overarching framework for all
previous studies that focused on individual components of communication,
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such as pre-class reading, classroom discourse, note-taking, collaborative
activities outside classroom, feedback, etc., rather than on the interactions of
all those components. This study thus contributes to filling a gap in the
research into discourse and learning, as well as offering a detailed
methodology for this new line of investigation. Specifically, labour-intensive
intertextual analyses were carried out to trace reading notes to the set
readings, class notes to the lesson talks, and the interactions of
communicative (sub)-events that occurred in the constellation of preparation
of the course assignments.

In terms of findings, this study reveals important, but not immediately
obvious, aspects of the communication processes, including communication
problems that can be systematically addressed to facilitate learning. The
identification of such problems in the communication process enables certain
possible strategies to be pointed to that may help at specific junctures in
addressing them. Specifically, mistakes or misunderstanding of subject
knowledge in the course assignments pointed out by the teachers in the
written feedback were traced to the set readings, reading notes, lesson talks,
and/or class notes, thus empirically demonstrating the complexity of the
communication process in teaching and learning.

Published research demonstrates that class notes (i.e. notes taken during
lessons) that are incomplete or missed have negative impact on academic
achievements, the present study shows that even if the students have taken
down the complete notes for specific advice, they may not be able to act on
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them because a seemingly simple piece of advice on the preparation of the
course assignment can in fact be embedded with more than one element,
which the students do not understand. As the present research shows, it is
also possible that miscommunication took place during the lesson talks. If
the students were not aware of it and recorded the miscommunicated
content in the class notes, it might appear as a mistake in the course
assignment if the students relied on the class notes rather than revisiting the
set reading when preparing for the assignment.

In addition, whilst there is some published research into the benefit of preclass reading and how to promote it to students, there is none investigating
post-class reading. As the present study shows, this is as important as, if not
more important than, pre-class reading. Furthermore, this study illustrates
that not only academic references or lesson talks are important to students’
learning, supplementary course materials such as popular writing that
includes conflicting information about the lesson topic or a certain convention
of conversation transcription that overlaps with the representation of a
conversation analysis paralinguistic feature can create so much confusion
that can constraint students’ understanding of the topic or feature. The lack
of relevant studies on post-class reading or the lack of awareness of the
importance of supplementary course materials is likely to be due to the lack
of a comprehensive analytical framework within which to examine the
teaching and learning events before, during, and after the preparation of
course assignments as a constellation of interrelated communicative events.
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This framework, and its application to actual practice, have been presented
in the preceding chapters.

By adopting this holistic, ecological framework, the research reported here
revealed the ‘structure of participation’ (Prior 2004, p. 170) in the production
of the course assignments, through analyses of the communicative events
occurring before, during, and after their completion. For example, the
analysis of the intertextual sources of the assignments demonstrates how the
students incorporated the input and comments that they obtained from the
teachers, classmates, friends and/or family members. It also illustrates that
‘repertoire of discoursal resources’ at each student’s disposal is not the
same: some are larger than others and are dependent on students’ social
circumstances such as interpersonal networks. For example, discussion with
Y3’s father, a psychiatric expert, enabled her to gain more insights into the
assignment topic.

7.4 Future research

The analytical framework used in this study that sees learning as holistic,
dynamic, situated, and interactive, is a relatively new approach in the
research into discourse and learning. More studies like the present research
would contribute to a better understanding of academic communication
processes in a wide range of disciplines and identification of communication
problems that can be handled to facilitate learning in these other disciplines.
For example, performance arts programmes in drama requires discourse
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other than the Initiation-Response-Feedback pattern, as it involves ‘out-ofrole talk’ and ‘in-role talk’ (Freebody 2013 p. 70). In addition, performance
arts programmes assess students through production projects which are
usually multimodal. As another example, science programmes typically
include a separate laboratory component that requires students to apply
knowledge through experiments (Regassa & Morrison-Shetlar 2007). Such
activity-based lessons and assessments are prepared, presented, and
evaluated differently from those in the humanities or social science modules
studied here. They could profitably be investigated using the alternative
approach introduced in this study.

Whilst this study has chosen to compare and contrast the interactions of
communicative (sub-)events of two different disciplines (i.e. social sciences
and humanities), it is equally constructive to investigate those of the subjects
in the same discipline. For example, what are the similarities and differences
of interactions of communicative (sub)-events in Philosophy and Literature,
both of which are humanities disciplines; or between Economics and Political
Science, both of which are social science disciplines.

Furthermore, as mentioned in section 7.2, the options recommended in
Chapter 6 may help address the communication problems identified, but they
need to be evaluated through further research. For example, to what extent
post-class reading benefit students in clearing up misunderstandings and
confusion arose in pre-class reading and manifested in course assignments
can be found out by empirical studies.
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Finally, it may be of value to replicate the present study in the future using
the same modules to investigate the differences and additional insights that a
different cohort of students can provide to the existing research findings.
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8. Appendices

8.1

Appendix 1: Participant consent form (For students)
(adapted from consent form provided by the Graduate School)

Title of Research Project: An ecological perspective of communicative interactions
within two different disciplinary programme modules
Brief Description of Research Project, and What Participation Involves:
Dear Student,
I am a student on the PhD programme of Applied Linguistics. I would like to invite
3-4 students of the module ‘[Name of Module]’ to participate in my research. At
least one student participant of the module will be involved as a case study in my
thesis. The lecturer of this module will participate too. It is a project using an
ecological perspective of communicative interaction to describe and explain the
complex system of communication in teaching and learning events of two different
disciplinary discourses at postgraduate level in a UK higher education institution.
The study provides you with an opportunity to participate in a research study, in
which you may gain experience that is relevant to your own research project for the
dissertation. I can share my research results with you if you are interested. As a
token of appreciation, an Amazon gift card worth GBP100 will be given to each
participant who completes the study (i.e. provides all materials, submits related
assignments, and participates in two 20-minute interviews). It represents my
appreciation of your commitment, compensation for your time spent in sending the
required materials to the researcher, as well as taking part in both interviews.
By agreeing to participate in the research, you are agreeing to provide the following
information during the period from January to May 2018:
1. the reading notes you make for the pre-lecture reading(s) that are related to
your course assignment(s).
2. the lecture notes you make that are related to your course assignment(s).
3. notes and/or drafts you make in preparing for the course assignment(s).
4. electronic-mediated communications with classmates and/or the lecturer on
the discussion of the course assignment(s).
5. written notes on any face-to-face discussion about preparation of the course
assignment(s) with classmates or with the lecturer.
6. the marked course assignment(s) with written feedback from the lecturer.
7. written notes on any face-to-face discussions of the written feedback with
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the lecturer.
You are also agreeing:
8. not to discuss your participation in the research project with the lecturer or
other participants even if your identity is revealed to these individuals by
coincidence or inadvertently.
9. to take part in two 20-minute semi-structured interviews that will be
conducted in the Roehampton library on a date and at a time that are agreed
between you and the researcher. The interviews will be audio-recorded.
The interview schedule will cover, among other things, participants’ face-toface discussions with classmates and lecturer about the preparation of the
interim or final assignment; how the comments and suggestions from
classmates and lecturer are incorporated to the assignments; views about
various aspects of the course; as well as follow-up questions on the previous
interview (please see attachment).
All collected data will be kept for at least 10 years. Below is the information on how
and where the raw and processed data will be stored and how they will be kept
secure:

1. Audio-recorded files of the lectures will be duplicated and stored on a
password-protected iCloud drive and encrypted, as well as backed up on the
Roehampton system. The original files on recorders will be deleted.
2. Audio-recorded files of the interviews will be duplicated and stored on a
password-protected iCloud drive and encrypted, as well as backed up on the
Roehampton system. The original files on recorders will be deleted.
3. All written notes will be photocopied digitally and stored on a passwordprotected iCloud drive and encrypted, as well as backed up on the
Roehampton system. The originals will be kept in password protected
electronic device and encrypted.
4. All electronic-mediated communications will be stored on a passwordprotected computer drive and encrypted, as well as backed up on the
Roehampton system.
5. All electronic copies of transcriptions will be stored on a password-protected
iCloud drive and encrypted, as well as backed up on the Roehampton
system.
6. All printed copies of written notes, electronic-mediated communications,
transcriptions will be kept securely in locked box files at the researcher’s
home.
If you agree to participate in my research, please write your name and contact
details, and sign in the space provided below. Even after you have signed the
consent form, you have the right to withdraw at anytime. Should you subsequently
withdraw, your course marks will be not be adversely affected. However, you will
not be given the GBP100-Amazon-gift card. You may also contact me if you have
any questions or reservations about this research. My contact details are as
follows:
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Investigator Contact Details:
Name: Ida Liu
Department: Media, Culture, and Language
Address: University of Roehampton, Erasmus House, Roehampton Ln, London
Postcode: SW15 5PU
Email: liuk@roehampton.ac.uk
Telephone: 07988 479520
Consent Statement:

I agree to take part in this research, and am aware that I am free to withdraw
at any point without giving a reason, although if I do so I understand that my
data might still be used in a collated form. I understand that the information I
provide will be treated in confidence by the investigator and that my identity
will be protected from the lecturer and other participants, as well as in the
publication of any findings, and that data will be collected and processed in
accordance with the Data Protection Act 1998 and with the University’s Data
Protection Policy.
Name ………………………………….
Signature ………………………………
Date ……………………………………
Please note: if you have a concern about any aspect of your participation or any
other queries please raise this with the investigator (or if the researcher is a student
you can also contact the Director of Studies). However, if you would like to contact
an independent party please contact the Head of Department.
Director of Studies Contact Details:
Name: Rev Dr Mark Garner
Department: MCL
University Address: Holybourne Ave.
Postcode: SW15 4JD
Email: Mark.Garner@roehampton.ac.uk
Telephone: 020 8392 3501

Head of Department Contact Details:
Name: Lourdes Melcion
Department: MCL
University Address: Roehampton Lane
Postcode: SW15 5PU
Email: l.melcion@roehampton.ac.uk
Telephone: 020 8392 3596
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Interview Schedules for the two 20-minute semi-structured
interviews with student participant
First interview
1. When you made the reading notes, what were the criteria of choosing
something from the reading texts and noting them down?
2. Did the assigned readings help when you attended the lectures? If
so, how? If not, why?
3. When you made the lecture notes, what were the criteria of choosing
something to note down?
4. Did you do any face-to-face discussion about the interim or final
assignment with your classmates? If so, what was the content of the
discussion? If not, why?
5. Did your discussions (face-to-face and/or electronic-mediated
communications) with the classmates affect how you prepare the
assignment? If so, how? If not, why?
6. Did you do any face-to-face discussion about the interim or final
assignment with the lecturer? If so, what was the content of the
discussion?
7. Did your discussions (face-to-face and/or electronic-mediated
communications) with the lecturer affect how you prepare the
assignment? If so, how? If not, why?
8. Did you discuss the course assignment with people other than your
classmates or lecturer, such as friends? If so, what was the content of
the discussion? How did the discussion affect how you prepare the
assignment?
9. How did the pre-assigned readings, reading notes, lectures, and
lecture notes help you in preparing the assignment? Did you consult
other sources? Which source was most useful?
Second interview
1. Did you do any face-to-face discussion about the feedback of the
interim assignment with the lecturer? If so, what was the content of
the discussion?
2. Did your discussions (face-to-face and/or electronic-mediated
communications) with the lecturer affect how you prepare the final
assignment? If so, how? If not, why?
3. [Follow-up queries from the first interview].
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8.2

Appendix 2: Participant consent form (For teachers)
(adapted from consent form provided by the Graduate School)

Title of Research Project: An ecological perspective of communicative interactions
within two different postgraduate programme modules
Brief Description of Research Project, and What Participation Involves:
Dear [Name of Lecturer],
I am a student on the PhD programme of Applied Linguistics. I would like to ask if
you, as lecturer of [Name of Module], would help me with my research. I will also
invite 3-4 students in your module to participate in it. It is a project using an
ecological perspective of communicative interaction to describe and explain the
complex system of communication in teaching and learning events of two different
disciplinary discourses at postgraduate level in a UK higher education institution.
The study provides your students with an opportunity to participate in a research
study, in which they may gain experience that is relevant to their own research
project for the dissertation.
By agreeing to participate in the research, you are agreeing to provide the following
information regarding the course:
1. the course handbook or outline.
2. each week’s assigned reading text(s).
3. the lecture notes that you disseminate for each week.
You are also agreeing:
4. to provide the audio-recordings of the lectures.
5. to provide the power-point presentations of the lectures.
6. to take part in one 40-minute semi-structured interview that will be
conducted at your office on a date and at a time agreed between you and
the researcher. The interview will be audio-recorded. The interview
schedule will include views about various aspects of the module (please see
attachment).
While your comments may be quoted in the results and discussion sections of my
thesis, your identity will not be revealed.
Below is the information on how and where the raw and processed data will be
stored and how they will be kept secure:
1. Audio-recorded files of the lectures will be duplicated and stored on a
password-protected iCloud drive and encrypted, as well as backed up on the
Roehampton system. The original files on recorders will be deleted.
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2. Audio-recorded files of the interviews will be duplicated and stored on a
password-protected iCloud drive and encrypted, as well as backed up on the
Roehampton system. The original files on recorders will be deleted.
3. All electronic copies of transcriptions will be stored on a password-protected
iCloud drive and encrypted, as well as backed up on the Roehampton
system.
4. All printed copies of written notes, electronic-mediated communications,
transcriptions will be kept securely in locked box files at the researcher’s
home.
If you agree to participate in my research, please write your name and sign in the
space provided below. Even after you have signed the consent form, you have the
right to withdraw at anytime. You may also contact me if you have any questions or
reservations about this research. My contact details are as follows:
Investigator Contact Details:
Name: Ida Liu
Department: Media, Culture, and Language
University Address: University of Roehampton, Erasmus House, Roehampton Ln,
London
Postcode: SW15 5PU
Email: liuk@roehampton.ac.uk
Telephone: 07988 479520
Consent Statement:

I agree to take part in this research, and am aware that I am free to withdraw
at any point without giving a reason, although if I do so I understand that my
data might still be used in a collated form. I understand that the information I
provide will be treated in confidence by the investigator and that my identity
will be protected in the publication of any findings, and that data will be
collected and processed in accordance with the Data Protection Act 1998
and with the University’s Data Protection Policy.
Name ………………………………….
Signature ………………………………
Date ……………………………………
Please note: if you have a concern about any aspect of your participation or any
other queries please raise this with the investigator (or if the researcher is a student
you can also contact the Director of Studies). However, if you would like to contact
an independent party please contact the Head of Department.
Director of Studies Contact Details:
Name: Rev Dr Mark Garner
Department: MCL
University Address: Holybourne Ave.
Postcode: SW15 4JD
Email: Mark.Garner@roehampton.ac.uk
Telephone: 020 8392 3501

Head of Department Contact Details:
Name: Ms Lourdes Melcion
Department: MCL
University Address: Roehampton Lane
Postcode: SW15 5PU
Email: l.melcion@roehampton.ac.uk
Telephone: 020 8392 3596
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Interview Schedule for the 40-minute semi-structured
interview with the lecturer after the marking of the final
assignment
1. Do you think you’ve taught what you set out in the course outline to
the students?
2. From the final assignment, how much do you think the students have
learnt from the course? Are there any contents that you’d like them to
learn but they miss? What are the possible reasons for that?
3. What factors (e.g. assigned readings, lectures, class discussions,
one-to-one discussions with students) do you think support or
constrain the co-construction of knowledge with students in the
course?
4. From hindsight, is there anything about the course that can be done to
provide more supportive factors for learning?
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8.3

Appendix 3: X1’s assignment
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Appendix 4: Y1’s first assignment
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Appendix 5: Y2’s first assignment
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Appendix 6: Y3’s first assignment
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Appendix 7: Y1’s second assignment
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Appendix 8: Y2’s second assignment
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Appendix 9: Y3’s second assignment
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8.11 Appendix 11: Data presentation conventions

Conventions for presenting excerpts from written documents

All texts originated in written form appear in a font-sized 12 of normal
Courier type. The student researcher has as far as possible reproduced
spelling, punctuation, capitalization and highlighting as in the original
documents.

Throughout this analysis, identical wording between written texts or between
written and spoken texts is highlighted. In addition, excerpts of sentences
from the student participants’ assignment that include indirect quotation of
academic references are in blue, whereas those that include direct quotation
of academic references are underlined, and those that include the student
participants’ own wordings are in normal font type.

Conventions for presenting excerpts from spoken texts

The recordings from lessons and interviews were transcribed verbatim by
adapting the CA conventions (ten Have 2007, Hutchby and Wooffitt 2008). A
list of orthographic transcription is in Appendix 11a. However, the lengths of
pauses were not transcribed for the interviews as they are not relevant to the
research questions. With respect to the lessons, lengths of pauses were not
timed but indicated by slash (short pauses) or double-slashes (longer
pauses). Each excerpt from the lessons or interviews appear in a font-sized
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12 of slanted Arial type. However, conventions for prosody such as louder
sounds (i.e. underlined sounds) and intonation (i.e. upward and/or down
arrows) are not presented to keep the excerpts easy to read and avoid
confusion with other underlined texts in the analysis. Each excerpt from the
lessons starts with the notation for the teacher (e.g. T, T1, T2, etc.) or the
students (e.g. A1, A2, B1, B2, etc.). In an attempt to facilitate the
communication of the meaning from the interview excerpts, hesitations,
repetitions, false starts, and pauses are omitted as they are not the primary
interests (Ivanic 1998, Brinkmann and Kvale 2015). Conventional punctuation
(commas, question marks) have also been added if it makes the quotation
easier to follow (Ivanic 1997).

Below is a key to the symbols used in presenting the spoken text quotations:

…

indicates that a part of the turn which is not relevant to the

point under discussion is omitted

.

indicates that several turns of utterances that are not relevant

to the point under discussion are omitted
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8.12 Appendix 11a: Data transcription conventions
(adapted from ten Have 2007, Hutchby and Wooffitt 2008)

Sequencing

[

A single left bracket indicates the point of overlap onset.

=

The ‘equals’ sign indicates ‘latching’ between utterances.

Timed intervals

/

A slash indicates a tiny ‘gap’ within or between utterances.

//

Double slashes indicate a longer pause between utterances.

Characteristics of speech production

word

Underlined fragments indicate speaker emphasis.

::

Colons indicate that the speaker has stretched the preceding
sound or letter.

-

A dash indicates a cut-off.

.hh

A dot before an ‘h’ indicates speaker in-breath. The more h’s, the
longer the in-breath.
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hh

An ‘h’ indicates an out-breath. The more h’s the longer the breath.

↑↓

Pointed arrows indicate a marked falling or rising intonational shift.
They are placed immediately before the onset of the shift.

WORD

Upper case indicates especially loud sounds relative to the
surrounding talk.

°

Utterances or utterance-parts bracketed by degree signs are
relatively quieter than the surrounding talk.

w(h)ord

A parenthesized ‘h’, or a row of h’s within a word, indicates
breathiness, as in laughter, crying, etc.

Transcriber’s doubts and comments

()

Empty parentheses indicate the transcriber’s inability to hear what
was said.

(word)

The words within a single bracket indicate the transcriber’s best
guess at an unclear utterance.

(( ))

Double brackets contain transcriber’s descriptions rather than, or
in addition to, transcriptions.
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8.13 Appendix 12: Types, examples, and presentation
conventions of intertextual representations

1. Extraction of key words, phrases and/or clauses from intertextual
sources (e.g. academic references, reading notes, class notes (i.e.
notes taken during lessons), lesson talks, planning notes) plus student
participants’ own wording (abbreviated as ‘Extraction and own
wording’ in tables and graphs)

Example:

Module X, student X1 – bullet point 2a under the introduction section in the
third plan wrote:

o Fleeing from home, Searching for a new home,
Finding a way back home, A journey to protect home

In the draft, the bullet point was incorporated as follows:

Journeys are begun as a way of fleeing home,
returning home, finding a new home, and even as a
way of protecting home.

Identical wording in the two texts is highlighted.
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2. Own wording only (abbreviated as ‘Own wording’ in graphs) cannot be
traced to academic references, reading notes, lesson talks, or class
notes.

Example:

Module Y, constituent part 63 in Y3’s first assignment:

The data analysed have their strengths and
weaknesses.

3. Direct quotation only (abbreviated as ‘Direct quotation’ in graphs) are
exact wording quoted from an academic reference and put in
quotation marks.

Example:

Module Y, constituent part 73 in Y1’s first assignment:

‘Commas, periods and so on had no part to play in
legal writing’ (Crystal & Davy, 1060:200)

The direct quotation is underlined.
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4. Indirect quotation only (abbreviated as ‘Indirect quotation’ in graphs)
are quotations that are not put in quotation marks and use indirect
speech such as ‘Author X argues …’ or ‘Author Y lists …’ etc.

Example:

Module X, constituent part 5 in X1’s assignment:

Carroll in her book Landscapes in Children’s
Literature (2011), argues that this is the case
because home represents the wider word; it is where
a child begins to understand themselves, where they
first interact with the outside world.

The indirect quotation is in blue.

5. ‘Direct and indirect quotation’ includes both direct quotation and
indirect quotation in the same constituent part.

Example:

Module Y, constituent part 42 in Y2’s first assignment:
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Crystal and Davy note that whoever composes a legal
document must ‘give(s) no opportunities for
misinterpretation’ (1969:193)

The section of the example from indirect quotation is in blue and the section
from direct quotation is underlined.

6. ‘Direct quotation with own wording’ is a constituent part that includes
direct quotation and the student participants’ own wording.

Example: Module X, constituent part 9 in X1’s assignment:

It is unsurprising, therefore, that the concept of
home has become “central to children’s literature.”
(Alston: 69)

The section of the example in X1’s own wording is presented in normal
Courier font, and the direct quotation is underlined.

7. ‘Indirect quotation with own wording’ is a constituent part that includes
indirect quotation and the student participant’s own wording.

Example: Module Y, constituent part 54 in Y3’s first assignment:
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While the information included is useful, for an
electric device that aids in the oral consumption of
nicotine, it lacks any true structure of a warning
and uses a higher level of vocabulary which is a
major issue in warning information for the average
person (Tiersma 2003: 56).

The indirect quotation is in blue.
8. ‘Direct copying and own wording’ contains a section that is directly
copied from an intertextual source (e.g. whiteboard, lesson handouts,
set readings, own notes), and another section that is in the student
participants’ own wording.

Example:

Module X, the second bullet point under the introduction section in the third
plan of X1’s assignment wrote:

o Nearly all journeys revolve around the concept of
home

In the draft, the bullet point was incorporated as follows:

Nearly all journeys, however great or small, revolve
around the concept of ‘home’.
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Identical wording in the two texts is highlighted.

9. Extraction of key words, phrases, and/or clauses from intertextual
sources (e.g. academic references, reading notes, class notes, lesson
talks, planning notes) only (abbreviated as ‘Extraction only’ in graphs).

Example:

Module Y, the teacher said in the lesson:

T: … second kind of speech act that he talks about are performatives
and performatives are the things that where we're really interested in
um speech acts that that do something so / in performatives he
includes things like and I'm going to take um uh pause / he includes
things like um I promise so promises I hereby marry you …

The relevant class notes that Y1 wrote

-

Performatives (speech acts that do something – promises)

Identical wording in the two texts is highlighted.
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8.14 Appendix 13: X1’s personal thoughts about The Hobbit
(upper half of the page)
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8.15 Appendix 14: Table of analysis of X1’s reading notes
The Hobbit

CP
1

Intertextual
Intertextual
source(s)
representation
Hollindale 27 Own wording

2

Personal
thoughts

Own wording

3

Personal
thoughts

Own wording

4

Personal
Own wording
thoughts
shared
during
lecture
(transcription
p. 24)
Personal
Own wording
thoughts

5

6

Personal
thoughts

Own wording

Codes of notes
Personal
thoughts that
resonate
Hollindale 26
Personal
thoughts about
the ending of
the book
Personal
thoughts about
the whole book
Personal
thoughts about
the protagonist

Comments/ no. of
words
16

Personal
thoughts about
the structure of
the book
Personal
thoughts about
the protagonist

14

31

12

6

4

Hollindale (2001)

CP
1

Intertextual
source(s)
p. 29

2

p. 29

Intertextual
Codes of notes
representation
By
One of the two
highlighting
main points of
the article in the
introduction
(journey)
By
One of the two
highlighting
main points of
the article in the

Comments/
no. of words
14

4

509

3

p. 30

By
highlighting
By
highlighting
By
highlighting

4

p. 30

5

p. 30

6

p. 31

By
highlighting

7

p.32

By
highlighting

8

p. 32

Own wording

9

p. 33

By
highlighting

10-10a

p. 34

By
highlighting

11

p. 34

By
highlighting

12

p. 35

By
highlighting

13

p. 35/shared
during lecture

Own wording

main section –
life as journey
Elaboration of 2

11

Elaboration of 3

36

General
components of
definition of
childness
(second main
point of the
article)
Specific
components of
definition of
childness
Description of
interaction
between
childness in text
and the child
reader.
Personal
thoughts about
childness.
Analysis of
sample text on
childness – a
poem.
Analysis and
comparison of
the sample text
with other texts
on childness.
Description of
similarities of
characteristics
between
journey- and
real lifenarrative
Description of
basic journey
pattern in
children’s
literature
(circular)
Personal
thoughts in

21

24

77

15

25

40

19

7

6

510

(transcription
p. 14)

14

p. 35

By
highlighting

15

p. 36

By
highlighting

16

p. 37

By
highlighting

17

p. 38

18

p. 38

By
highlighting
Own wording

19

p. 39

By sidelining

20

p. 39

21

p. 39

22

p. 41

By
highlighting
By
highlighting
By
highlighting

23

p. 41

By
highlighting

24

p. 42

By
highlighting

25

p. 43

By
highlighting

question form
about
importance of
return home
Direct quotation
of alternate
journey pattern
in children’s
literature (linear)
Analysis of
sample texts of
12 and 14
respectively
Analysis of
sample texts of
two classic
journey
narratives on
childness
Sample text (a
sentence)
Personal
thoughts about
the relationship
between selfidentity and own
experience
Sample text
(two
paragraphs)
Sample text (a
sentence)
Sample text (a
sentence)
Question of
Impact of own
experience on
childness in
question form
Sample text
(half a
sentence)
Different
descriptions
about pivotal
age.
Analysis of the
ending of a
circular journeynarrative

23

157

46

5
15

84

7
7
19

24

20

32
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26

p. 43

By
highlighting

27

p. 43/The
Hobbit 1

Own wording

28

p. 44

Actual – By
highlighting

29

p. 44

30

p. 44/shared
during lecture
(transcription
p. 14)

By
highlighting
Own wording

sample text
which isn’t
happy
Conclusion
about journeynarratives
Personal
thoughts about
circular journey
narratives
Direct quotation
of an interview
utterance
Sample text
Personal
thoughts on
other sample
texts on return

20

18

6

15
22
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8.16 Appendix 15: Y1’s reading notes

513

514

515

8.17 Appendix 16: Table of analysis of Y1’s reading notes
Crystal and Davy (1969)

CP
1

Intertextual
source(s)
p. 193

Intertextual
representation
Extraction of
words and own
wordings

2

p. 193

3-3a

p. 194

4-4a

p. 194

5

p. 194

6

p. 194-195

7

p. 195

Extraction of
Description of
words and own characteristics
wordings
of legal
documents
Extraction of
Terminology
words, own
and
wordings
explanation of
its use
Extraction of
Elaboration of
words, own
3 with
wordings
terminology
Extraction of
Description of
words and own characteristics
wordings
of legal writing
Extraction of
Description of
words and own the
wordings
development
of legal
language
Extraction of
examples of
words
legal language

Excerpts (examples)
1
p. 197

Extraction of
word and own
wordings

Codes of notes Comments/no.
of words
Description of
Replaced ‘no
characteristics opportunities’
of legal
by ‘minimal
documents
chance’;
‘attention will
be paid …
appears
actually to
declare’ by
‘literal’; ‘it says
exactly …
wants it to say’
by
‘unambiguous’

Description of
characteristics

12
20

12

4

7

15

10
Replaced ‘few
concessions’

516

of legal
documents

2

p. 197

3-3a

p. 197

4

p. 197

5

p. 197

6

p. 197

7-7a

p. 198

8

p. 198

9-9a

p. 199

10a-10b

p. 199

11-11b

p. 199

Extraction of
Description of
words and own characteristics
wording
of legal
documents
Extraction of
Description
words,
and
extraction of
explanation of
words and own characteristics
wording
of legal
documents
Extraction of
words

Description of
characteristics
of legal
documents
Extraction of
Description of
key words and characteristics
own wordings
of legal
documents
Extraction of
Description of
words and own characteristics
wordings
of today’s legal
documents

Extraction of
Description
words and own and
wording (x2)
explanation of
characteristics
in excerpt 1
Extraction of
Description of
words and own characteristics
wordings
in excerpt 2
Extraction of
Description of
words (x2)
characteristics
and examples
in excerpt 1
Extraction of
Description of
words and own characteristics
wordings,
in excerpt 1
extraction of
with examples
words
Extraction of
Description of
words (x2),
characteristics
extraction of
in excerpt 1

by ‘little
consideration
4
5

Replaced
‘fraudulent
deletions and
additions’ with
‘deception’
8
2

2

Replaced
‘much written
legal English’
by ‘some
English’
9
17

3

9

7

11 – 10

517

12

p. 199

13-13a

p. 199

words and own with
wordings
terminology
and example
Extraction of
Description of
words and own characteristics
wordings
in excerpt 2

Extraction of
words and own
wording,
extraction of
words

Description of
exception to
12 with
examples

Replaced
‘sections’ by
‘clauses’
6
The
paraphrase
does not seem
to reflect the
meaning of the
original
sentences in
the reading
16

14

15

16

p. 199

p.200

p. 201

Own wordings

Elaboration of
13

Extraction of
Explanation of
words and own characteristics
wordings
of legal
language

Extraction of
Elaboration of
words and own 15
wordings

The
paraphrase
does not seem
to reflect the
meaning of the
original
sentences in
the reading
9
Replaced
‘language’ by
‘documents’.
The way the
piece of notes
was written
was not
coherent.
Result –
cannot relate it
to the meaning
of the original
sentences in
the reading
14
Replaced
‘writing’ by
‘documents’;
‘interpretation
of meaning’ by
‘analysed’
518

17

p. 201

Extraction of
clauses and
own wordings

18

p. 202

Extraction of
Description of
words and own characteristics
wordings
of legal writing

19

p. 202

20-20a

p. 203

Extraction of
words and own
wordings
Extraction of
words,
extraction of
words and own
wordings

21

p. 203-4

22

p. 204

23a-23b

p. 204

Extraction of
clauses and
own wordings
extraction of
words and own
wordings

Description of
characteristics
of legal
sentences

Exception to
17, 18 by
example
Description of
characteristics
of legal writing
with example

Description of
characteristics
of legal writing
Description of
characteristics
of clauses in
legal
documents
extraction of
Description
words and own and
wording (x2)
explanation of
characteristics
of adverbial
usage in legal
writing

18
The way the
piece of notes
was written
was
incomplete
meaning of the
original
sentences.
13
Replaced
‘tiresome’ by
‘boring’
14
18

The piece of
notes seemed
to have
misinterpreted
the meaning of
the original
sentences.
20 – 5
20a – 5
16
Replaced ‘are
very likely to’
by ‘usually’
7
The student
didn’t mention
clearly ‘order’
was about
adverbials,
may create
confusion
without
referring back
to the original
reading.

519

24

p. 205-6

25-25a

p. 206

26-26a

p. 206

27-27a

p. 207

28-28a

p. 208

29

p. 208-9

30

p. 209

extraction of
Description of
words and own effect of legal
wording
writing
characteristics
on lay people.
extraction of
Description of
words and own characteristics
wording,
of legal
extraction of
language with
words
examples
extraction of
Description of
words and own characteristics
wording,
of legal
extraction of
language with
words
examples
extraction of
Description of
words and own characteristics
wording,
of legal
extraction of
language with
words
example
extraction of
Description of
words and own characteristics
wording,
of legal
extraction of
language with
words
terminology
extraction of
Description of
words and own characteristics
wordings
of legal
language
extraction of
Elaboration of
words and own 29
wordings

23a – 7
23b – 3
14

25 – 9
25a – 3

26 – 9
26a - 9

6

Replaced
‘touch’ by
‘sense’
6
10

The student
misunderstood
the reading
when she
wrote ‘some
are used just
by property
lawyers’ when
the reading
said,
‘Locutions of
this kind have
remained
largely the
property of
lawyers.
20

520

31-31a

p. 210

extraction of
words,
extraction of
words and own
wording

Terminology
and
description of
its
characteristic

32-32a

p. 211

Description of
Examples:
exceptions to
31

33-33a

p. 211

34

p. 211

extraction of
words and own
wordings,
extraction of
words
extraction of
words and own
wordings,
extraction of
words
extraction of
words and own
wordings

35

p. 212

own wording

The student
omitted the
key words of
the
terminology (ie
words,
phrases,
meaning). The
sentence is
incomplete
and may
cause
confusion
10
12

Description of
Examples:
Opposite of 31

9

Description of
characteristics
of legal writing

The student
seemed to
have missed
the point that
lexicon is
chosen by
lawyers not
only for
precision but
for the benefits
of judicious
vagueness as
well

Description of
how legal
writing is
treated

6
Replaced
‘anything they
write, and
much of what
they say’ by
‘lexicon’;
‘examined with
an acuity’ by
‘scrutinised
nearly’

521

36

37

p. 213

p.213-4

extraction of
Description of
words and own lawyers are
wording
used to the
distinctive way
of writing in the
field

extraction of
Description of
words and own legal writing
wording
nowadays that
is changed
from the past.

5
The way the
student wrote
this piece of
notes does not
reflect the
meaning of the
original
sentences in
the reading.
14
Replaced
‘changed’ by
‘improved’;
‘single term’ by
‘particular
word’; ‘to stand
in place of’ by
‘for’; ‘a whole
string of’ by
‘many’;
‘indicate’ by
‘replace’;
‘lines’ by
‘sentences’

38-38a

p. 214

extraction of
words, direct
copying and
own wording

Terminology
and definition
– semantic
principles

21
Replaced ‘the
final item …
may be a
place’ by
‘wrong’

39-39a

p. 214

extraction of
words, direct
copying and
own wording

Terminology
and definition
– semantic
principles

30
Replaced ‘all
other things
being implicitly’
by ‘everything
else is’

40-40a

p. 214

extraction of
words (x2)

41-41a

p. 215

extraction of
words, direct

Terminology
and definition
– semantic
principles
Terminology
and definition

31
22

Replaced ‘is to
be’ by ‘must
be’; ‘unless
522

copying and
own wording

– semantic
principles

that would …
the words may
be’ by ‘if
necessary’
34

523

8.18 Appendix 17: Table of analysis of Y2’s reading notes
Crystal & Davy (1969)

CP
1-1a

Intertextual Intertextual
source(s)
representation
p. 193
by highlighting
a clause

2

p. 193

by highlighting
key words and
a clause
by highlighting
key words

3

p. 193

4

p. 193

by highlighting
clauses

5

p. 194

by highlighting
a clause

6

p. 194

by highlighting
key words and
a clause

7

p. 194

8

p. 197

by highlighting
a clause
by highlighting
a clause

9-11

p. 199

by highlighting
a clause

12-12a

p. 199

by highlighting
clauses

13

p. 199

by highlighting
a phrase

14

p. 199

15

p. 212

by highlighting
clauses
by highlighting
clauses

Codes of notes
Description of
characteristics of
legal documents
Description of
characteristics of
legal documents
Description of
characteristics of
legal documents
Description of
characteristics of
legal documents
Description of
characteristics of
legal documents
Description of
characteristics of
legal documents
with terminology
Elaboration of 6

Comments/No.
of words
6
5
6

2

6

14

9

6

Description of
characteristics of
legal documents
Description of
characteristics of
legal documents
Description of
characteristics of
legal documents
Description of
characteristics of
legal documents
in excerpt
Elaboration of 13

11

Description of
characteristics of
legal writing

50

6
6
6
17

7

21

524

16-16a

p. 212

by highlighting
a clause and a
key word

17-17a

p. 212

by highlighting
clauses

18-18a

p. 213

by highlighting
a phrase and a
clause

19

p. 213

by highlighting
a clause

20

p. 214

by highlighting
clauses

21

p. 214

by highlighting
clauses

22-23

p. 214

by highlighting
clauses

Description of
characteristics of
legal documents
with examples
Description and
explanation of
characteristics of
legal documents
Description and
explanation of
characteristics of
legal documents
Description of
characteristics of
legal writing
Description of
legal writing
nowadays
Description of
legal writing
nowadays
Definition of
terminology (x2)

13

12

9

11

28

20

The student did
not highlight the
terminology
28
30

525

8.19 Appendix 18: X1’s class notes

526

527

528

8.20 Appendix 19: Table of analysis of X1’s class notes
Class notes on lesson talks

CP
1-1a

Intertextual
source(s)
Teacher’s
talk

1b-c

Personal
thoughts

1d

Personal
thoughts

1e

Personal
thoughts

2-3

Teacher’s
talk

4

Teacher’s
talk

Intertextual
representation
extraction of
words and own
wording, own
wording

Codes of notes

Description of
category of The
Hobbit –
children book or
not (x2)
Own wording
Personal
(x2)
thoughts of the
content of the
book (x2)
Own wording
Personal
thoughts of
children novels
that The Hobbit
does not have
Own wording
Personal
thoughts about
whether the
personality of
the main
character
enough to make
it a children’s
novel.
extraction of
Activity of the
words and own student-student
wording
discussion
about own
experience of
telling narratives

extraction of
Question posed
words and own by the teacher
wording
to stimulate
discussion
about links
between
journeying and
story as
described in

Comments/
no. of words
9

7

d – 20

8

The student
changed what
the teacher
said into
questions.
2–7
3–6
8

529

5

Teacher’s
talk

extraction of
words

5a

Teacher’s
talk,
classmate’s
contribution

extraction of
words and own
wording

6

Teacher’s
talk

direct copying

7

Teacher’s
talk

extraction of
words and own
wording

8

Personal
thoughts

Own wording

9

Teacher’s
talk,
classmate’s
contribution
Teacher’s
talk,
classmate’s
contribution

extraction of
words and own
wording

11

Teacher’s
talk

extraction of
words and own
wording

12

Teacher’s
talk,
classmate’s
contribution

extraction of
words and own
wording

10

extraction of
words and own
wording

other texts or
contexts
Activity – the
6
chapter of the
book that the
teacher recited
– A Short Rest
Discussion of
16
the recited part
– story needs
movements to
be interesting
Direct quotation
9
from ‘Short
Rest’, p. 70
Analysis of the
19
recited part –
story needs
movements to
be interesting
Personal
29
thoughts if 5a-7
apply to all
stories
Discussion of
17
difference
between identity
and subjectivity
Discussion that
31
The Hobbit is no
real circular, as
manifested by
Bilbo’s evolution
of identity
throughout the
journey.
Question posed The student
by the teacher
underlined the
to stimulate
question.
discussion
about clues of
10
The Hobbit
being a
children’s
literature
Discussion
11
about clues of
The Hobbit
being a

530

13-14

Teacher’s
talk,
classmate’s
contribution

extraction of
words and own
wording (x2)

15

Teacher’s
talk

extraction of
words and own
wording

16

Teacher’s
talk,
classmate’s
contribution
Teacher’s
talk

extraction of
words and own
wording

16a

extraction of
words and own
wording

17

Teacher’s
talk

own wording

17a-18

Teacher’s
talk

extraction of
words and own
wording

19

Teacher’s
talk

extraction of
words and own
wording

20-21

Teacher’s
talk

extraction of
words and own
wording

children’s
literature
Discussion
about clues of
The Hobbit
being a
children’s
literature (x2)
Analysis about
The Hobbit
being a
children’s as
well as an adult
literature
Description
about the
personality of
the protagonist
Indirect
quotation of
analysis of the
protagonist’s
childlike
elements
Sample
presentation
and its gist
Sample
presentation –
illustrated
overlapping
between the
protagonist’s
personality /
characteristic
and the theory
and the reason
behind the
childlike picture
Sample
presentation –
how The Hobbit
exhibits circular
travel narrative
Sample
presentation –
analysis of the
protagonist’s
personality from

13 – 14
14 – 14

18

The student
underlined the
description.
16
8

8

11

21

531

22

Teacher’s
talk, reader

23

Teacher’s
talk,
classmate’s
contribution

24
25

26-27
28
29

30-32

33
34

Teacher’s
talk
Teacher’s
talk

35

38a

38b-c

Teacher’s
talk

39a-b

Personal
thoughts/sh
ared during
lesson
Teacher’s
talk

40

his life in Bag
End
extraction of
Sample
19
words and own presentation –
wording
analysis of
Gandalf as the
parental figure
extraction of
Discussion – the
6
words and own evidence of the
wording
protagonist’s (i)
childness, (ii)
extraction of
1
entering into
words
childness rather
extraction of
2
words and own than away from
it (x9)
wording
extraction of
8
words and own
wording (x2)
extraction of
The student
words
highlighted a
word ‘into’.

extraction of
words and own
wording (x3)
extraction of
words
extraction of
words and own
wording
extraction of
words and own
wording
extraction of
words and own
wording

11
30, 31 – 8
32 – 5
Analysis of the
complexity / coexistence of
becoming more
or less childlike
during the
journey (x3)

Question to
stimulate
discussion
about what the
protagonist’s
quest was
extraction of
Discussion –
words and own views towards
wording (x2)
38a (x2)
Own wording
Discussion –
(x2)
views towards
38a (x2)
extraction of
Explanation –
words and own metaphor of the
wording
barrels

5
4

3

4

6
39a – 11
39b – 2

8

532

41

Teacher’s
talk

42

Personal
thoughts,
Teacher’s
talk,
classmate’s
contribution/
shared
during
lesson
Teacher’s
talk

43

44

Teacher’s
talk

45

Teacher’s
talk

extraction of
Question to
words and own stimulate
wording
discussion
about different
types of homes
in the fiction
book
extraction of a Discussion –
words and own sharing of
wording
thoughts
towards 41

5

extraction of
Analysis –
words and own relationship
wording
between home
and hospitality
extraction of
Analysis –
words and own rhythm of the
wording
tale = journey +
rest points
extraction of
Metadiscourse –
words and own content of next
wording
lesson about
The Hobbit

5

8

10

9

Class notes on quotations about Quests

CP
15a

15b

36

Intertextual
source(s)
Teacher’s
talk, lesson
handout
Teacher’s
talk

Teacher’s
talk

Intertextual
representation
Actual –
underlining
Actual –
extraction of
words and own
wording
Actual –
extraction of
words and own
wording

Codes of notes
Quotation from
a sample text by
Tolkien
Elaboration of
15a

Question to
stimulate
discussion if
The Hobbit is
circular or linear
hero quest

Comments/ no.
of words
12

8

9

533

37

46
47

48

49

50

51

52

53

Teacher’s
talk,
classmate’s
contribution
Quotation 5
Teacher’s
talk

Actual –
extraction of
words and own
wording
Actual –
underlining
Actual –
extraction of
words and own
wording

Discussion
about 36 in
question form

9

Quotations

2

Elaboration of
the fifth quote –
journeying
makes the
protagonist a
stranger in new
land
Classmates’ Actual –
Discussion –
contribution extraction of
views made
words and own towards 47
wording
Classmates’ Actual –
Discussion –
contribution extraction of
views made
words
towards 47
Teacher’s
Actual –
Discussion –
talk,
extraction of
views made
classmate’s words and own towards 47
contribution wording
Teacher’s
Actual –
Elaboration of
talk
extraction of
50
words and own
wording
Teacher’s
Actual –
Elaboration of
talk
extraction of
50
words and own
wording
Teacher’s
Actual –
Elaboration of
talk
extraction of
50
words and own
wording

14

9

12

5

5

11
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8.21 Appendix 20: Y1’s class notes

535

536

537

8.22 Appendix 21: Table of analysis of Y1’s class notes

CP
1a-1b

2
3

Intertextual
source(s)
Teacher’s
talk

Intertextual
representation
extraction of
words (x2)

Teacher’s
talk
Teacher’s
talk

extraction of
words
extraction of
words

4-7

Teacher’s
talk

8-9

Teacher’s
talk/ lesson
handout

10
11

12-13
14

15a-c
16-17
18-19
20-20a
21

Teacher’s
talk
Teacher’s
talk/ lesson
handout
Teacher’s
talk
Teacher’s
talk/ lesson
handout
writing on
whiteboard
writing on
whiteboard
writing on
whiteboard
writing on
whiteboard
Teacher’s
talk

Codes of notes
Terminology
and definition of
a theory

Academic
reference
Description of
the
characteristics
of a theory
extraction of
Example of
words and own speech act for
wording
threatening
direct copying
Terminology
(x2)
(x2)

Comments /
no. of words
‘speech acts’
highlighted
8
7
5

10
‘Austin’s initial
categories’
highlighted

extraction of
words
direct copying

Example of 9

8–3
9–1
10 – 1

Terminology

1

extraction of
words (x2)
direct copying

Definition of 11
and example
Terminology

6

direct copying
(x3)
direct copying
(x2)
direct copying
(x2)
direct copying
(x2)
extraction of
words and own
wordings

Terminology
(x3)
Definition of 15a
and example
Definition of 15b
and example
Definition of 15c
and example
Explanation of
relationship
between the
three types of
speech acts

3

2

7
12
19
The notes
reflected that
the student
may have
misunderstood
the teacher.

538

22

Teacher’s
talk

25

Teacher’s
talk, lesson
handout

extraction of
Description of
words and own usage of speech
wordings
acts in court of
law (can be
used to
prosecute
someone)
direct copying
Terminology of
speech act
theory
extraction of
Definition of 23
words and own
wording
extraction of
Indirect
words
quotation of
Storey

23

writing on
whiteboard

24

Teacher’s
talk

25a-c

writing on
whiteboard

direct copying
(x3)

Terminology –
three kinds of
threat (x3)

13
11

‘felicity
conditions’
highlighted.
13
‘Storey says’
highlighted
2
‘warning’, ‘pure
threat’,
‘frightening
type’
highlighted.
25a – 1
25b – 1
25c – 1

26

Teacher’s
talk

extraction of
key words and
own wording

Description of
characteristics
of 25a

27

Teacher’s
talk

extraction of
words

28

Teacher’s
talk

extraction of
key words and
own wording

Description of
characteristics
of 25b
Description of
characteristics
of 25c

The student
made a
mistake by
writing
‘speaker’
instead of
‘hearer’ to
replace
‘person being
warned’.
4
6
Used ‘speaker’
to replace ‘the
person making
the threat’.
5
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29

Teacher’s
talk
Teacher’s
talk

extraction of
word
extraction of
word

Example of 25c

1

Example of 25b

The student
missed the
word ‘taker’
after ‘hostage’
in the
example.

31

Teacher’s
talk

32a-e

writing on
whiteboard

Extraction of
word and own
wording
direct copying
(x5)

Description of
characteristics
of 25a
Description of
factors
considered for
legality of 25a-c
(x5)

33-33a

writing on
whiteboard

direct copying
(x2)

Terminology – 2
types of threats
(x2)

30

1
2
a–3
b–3
c–6
d–4
e–1
‘successful
threat’,
‘felicitous
threat’
highlighted
33 – 2
33a – 2

34

Teacher’s
talk, set
reading

35

Teacher’s
talk, set
reading,
classmate’s
contribution
writing on
whiteboard

36a-c

37

38

writing on
whiteboard

Teacher’s
and
classmates’
talk

Extraction of
words

Description of
conditions of
successful
threat
Extraction of
Elaboration of
words and own 34
wording

direct copying
(x3)

direct copying

Description of
conditions of
felicitous threat
(x3)
Terminology

extraction of
Description of
words and own characteristics
wording
of 37

3

13

36a – 7
36b – 8
36c – 6
‘Grice maxims’
highlighted
2
5
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39

40

41

42

Teacher’s
talk, writing
on
whiteboard
Teacher’s
talk, writing
on
whiteboard
Teacher’s
talk

Teacher’s
talk

extraction of
words and
direct copying

Terminology – if
maxims not
abided by

3

extraction of
key words and
direct copying

Terminology –
consequence
when maxims
not abided by
Advice for
Assignment 1

5

extraction of
words

extraction of
words

43-46

Lesson
handout

direct copying
(x4)

47-48

Teacher’s
talk

extraction of
words (x2)

Terminology

‘If doing
warning’
highlighted
12
‘a good
warning’
highlighted

3
Description of
43 – 4
conditions for 42
44 – 4
(x4)
45 – 5
46 – 6
Advice for
It’s believed
assignments –
that the
explanation of
student’s notes
requirements
on this part of
(x12)
the teacher’s
talk were taken
by listening to
the recording
of the lessons
and by
referring to the
assessment
guidelines. In
addition, class
notes no. 56ae were from
the third
lesson rather
than from the
second lesson.
47 – 2
48 – 3
1st assignment
56a – 7
56b – 5
56c – 16
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49
50-51

Assignment
guidelines
Teacher’s
talk

52-53

Teacher’s
talk

54

Teacher’s
talk

55

Teacher’s
talk
Teacher’s
talk
Assignment
guidelines

56-57
58

59

Teacher’s
talk

direct copying
extraction of
words and own
wording
extraction of
words and own
wording,
extraction of
words
extraction of
words and own
wording
extraction of
words
extraction of
words (x2)
extraction of
words and own
wording
extraction of
words

56d – 11
56e – 2
3
4
52 – 3
53 – 5

6

4
56 – 2
57 – 3
3

2
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543

544

545

546

547

8.24 Appendix 23: Table of analysis of Y2’s class notes

CP
1
1b

2

Intertextual
source(s)
Teacher’s
talk
Teacher’s
talk, lesson
handout
Teacher’s
talk

Intertextual
representation
Extraction of
words
Extraction of
words

Codes of notes
Terminology – a
theory
Academic
reference

6b-e

Teacher’s
talk, lesson
handout

Extraction of
Description of
words and own characteristics
wording
of speech act
theory
Extraction of
Example of a
words and own specific type of
wording
speech act
Extraction of
counterwords
example of a
specific type of
speech act
Extraction of
Terminology
words
direct copying
Different
categories of
speech acts
(terminology)
direct copying
Terminology
(x2), extraction (x2), definitions
of words (x2)
(x2)

7-9

writing on
whiteboard

direct copying
(x10)

10

Teacher’s
talk

Extraction of
words

11

Teacher’s
talk

3

Teacher’s
talk

4

Classmate’s
contribution

5

Teacher’s
talk
Lesson
handout

6a

Different types
of speech acts
(terminology)
(x4), definitions
(x3), and
examples (x3)

Examples of
perlocutionary
act –
performative
verbs
Extraction of
Description of
words and own relationship
wording
between the
three types of
speech acts

Comments/no.
of words
2
8

6

5

5

2
3

6b – 1
6c – 3
6d – 1
6e – 5
7–2
7a-b – 7
7c – 1
8a-c – 18
9a-b – 11
9c – 10
4

Used ‘can use’
to replace
‘requires some
kind of’. The
notes reflected
that the

548

student may
have
misunderstood
the lecturer.
4
12-12a

Teacher’s
talk

13

writing on
whiteboard

14

Teacher’s
talk, lesson
handout

15

Extraction of
Example of
words and own perlocutionary
wording (x2)
act – complete
sentence, and
its interpretation
direct copying
Terminology of
speech act
theory
Extraction of
Academic
word
reference

Teacher’s
talk, lesson
handout
writing on
whiteboard

Extraction of a
word

17-19

Teacher’s
talk

17- extraction
Description of
of words
characteristics
18-19 –
of 16b-c (x3)
extraction of
words and own
wording (x2)

20-24

writing on
whiteboard

direct copying
(x5)

25-25a

writing on
whiteboard

direct copying
(x2)

26-28

writing on
whiteboard

direct copying
(x3)

16a-c

direct copying
(x3)

Terminology of
the content of
Storey’s article
Terminology
(x3) – three
kinds of threat

Description of
factors to be
considered for
legality of 16a-c
(x5)
Terminology – a
type of threats,
and description
of characteristic
of felicitous
threat
Description of
conditions of
felicitous threat
(x3)

12 – 9
12a – 4

2

The student
underlined the
author’s name.
1
1
16a – 1
16b – 2
16c – 3
17 – 3
18 – 3
19 – 6

20 – 3
21 – 3
22 – 5
23-24 – 6
25-25a – 3

26 – 5
27 – 10
28 – 4
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29

Extraction of
words
direct copying
(x4)

Teacher’s
talk
Teacher’s
talk

extraction of
word
extraction of
key words

35-35a

writing on
whiteboard

direct copying

36a-d

writing on
whiteboard

direct copying
(x4)

37

Teacher’s
talk, writing
on
whiteboard

extraction of
words, direct
copying

Description of
operation of
cooperative
principle with
terminology

38

Teacher’s
talk

Elaboration of
37

15

39

Teacher’s
talk, set
reading

Extraction of
words and own
wordings
Extraction of
words

4

40

Set reading

direct copying

40a

Set reading

direct copying
of fig. 1

41-41b

Teacher’s
talk, writing
on
whiteboard,
set reading

41 – direct
copying,
41a –
extraction of
key words and
own wording

Terminology –
US government
requirement on
warning
Terminology –
semantic
network for 39
Description of
39 and 40 in
figure form
Description of
issue of the set
reading and the
2 main
questions (x2)
of the warning
label in the
article

30-33

34
34a

Academic
reference
Description of
factors to
consider when
determining
whether a threat
is made (x4)
Academic
reference
Question about
the most
important
characteristic of
a good warning
Terminology –
Grice maxims
cooperative
principle
Terminology –
Grice’s four
maxims (x4)

29 – 5

Teacher’s
talk
writing on
whiteboard

30 – 4
31 – 4
32 – 2
33 – 2

1
6

35-35a – 4

36a – 1
36b – 1
36c – 1
36d – 1
4

2

17
41 – 3
41a – 3
41b – 3

550

41b extraction of
words
42a –
Extraction of
words and own
wordings
42b –
Extraction of
words
extraction of
words

Analysis –
problem of the
warning label
was about
ordering of info
with terminology

42a-b

Teacher’s
talk,
classmate’s
contribution,
set reading

43

Teacher’s
talk

44

Teacher’s
talk

45-45a

Teacher’s
talk

46

Teacher’s
talk

47

Teacher’s
talk

48

Teacher’s
talk

Description of
the cardinal
principle of
comprehension
extraction of
Explanation of
words
using the quality
maxim to
analyse the
tampon warning
label
extraction of
Explanation of
words and own using the
wordings,
quantity maxim
extraction of
to analyse the
words
tampon warning
label with
terminology
extraction of
Explanation of
words and own using the
wording
relevance
maxim to
analyse the
tampon warning
label
extraction of
Explanation of
words,
using the
extraction of
manner maxim
words and own to analyse the
wording
tampon warning
label with
example
Extraction of
Terminology –
words
given and new

49

Teacher’s
talk

Extraction of
words

Definition of 48

42a – 11
42b – 2

9

4

45 – 6
45a – 2

8

5

The student
underlined the
term.
3
7
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50

Teacher’s
talk

51

writing on
whiteboard

52

Teacher’s
talk

53

Teacher’s
talk

52,
54a-d

Lesson
handout

55-63

Teacher’s
talk,
assignment
guidelines

extraction of
Description of
words and own how 48 works
wording
direct copying
Description of
characteristics
of a good
warning
Extraction of
Explanation of
words and own 51
wording
Extraction of
Description of
words and own the
wording
characteristic of
a good warning
direct copying
Description (x4)
(x5)
of
characteristics
of a good
warning with
terminology
55 – direct
Assignments –
copying
explanation of
56, 60 –
requirements,
extraction of
advice (x9)
words (x2)
57, 58, 59, 61,
62, 63 extraction of
words and own
wording (x6)

7

5

4

9

54 – 3
54a – 3
54b – 4
54c – 5
54d – 6
55 – 3
56 – 5
57 – 5
58 – 7 (the
student
misheard
‘tools’ as
‘rules’)
59 – 7
60 – 1
61 – 4
61a – 2
62 – 5
63 – 4
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553

554

555

556

557

558

8.26 Appendix 25: Table of analysis of Y3’s class notes
CP

8.3-8.5

writing on
whiteboard

Intertextual
representation
written,
extraction of
words and own
wording
written, direct
copying (x3)

8.7-8.11

writing on
whiteboard

written, direct
copying (x5)

9

Teacher’s
talk
writing on
whiteboard

highlighting

9.3-9.5

writing on
whiteboard

written, direct
copying (x3)

10

Teacher’s
talk

highlighting

11.111.5

Own notes
(in
Sononet),
lesson
handout

11.1 – Own
wording
11.2 – own
wording
11.3-5 direct
copying (x3)

11a

Teacher’s
talk
Teacher’s
talk
Teacher’s
talk
Teacher’s
talk

highlighting

8.1-8.2

9.1-9.2,
9.2a

12
13
14

Intertextual
Source(s)
Teacher’s
talk

written, direct
copying (x3)

Codes of notes
Explanation –
usage of
Storey’s article

Comments /
no. of words
9

Terminology
(x3) – three
kinds of threats
Description (x5)
– factors to
consider for
legality of 8.48.6.

8.4 – 1
8.5 – 2
8.6 – 2
8.7 – 1
8.8 – 3
8.9 – 5
8.10 – 4
8.11 – 1

Terminology
(x2) and
description – 2
types of threats
under Fraser
Description (x3)
– conditions of
felicitous threat
Contents of
some parts
overlapped with
9.3-9.5
Self-reminder
(x2),
terminology,
academic
reference (x2) –
About what the
highlighting in
11a, 12, and 13
was about

9.1 – 3
9.2 – 5

9.3 – 7
9.4 – 7
9.5 – 6

11.1 – 6
11.2 – 2
11.3 – 2
11.4 – 3
11.5 – 3

highlighting
highlighting
highlighting
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15
15.115.4

16
17
17.1

Teacher’s
talk
writing on
whiteboard

written, own
wording
written, direct
copying (x4)

Teacher’s
talk
Teacher’s
talk
Teacher’s
talk

highlighting

17.217.3

writing on
whiteboard,
set reading

17.417.6

Teacher’s
talk

written,
extraction of
words and own
wording
written, direct
copying (x2)

written, direct
copying (x3)

Teacher’s
talk, writing
on
whiteboard

written,
extraction of
words, direct
copying

19

Teacher’s
talk
Teacher’s
talk
Teacher’s
talk
Teacher’s
talk
Teacher’s
talk

highlighting

21
22
22a

3
15.1 – 4
15.2 – 4
15.3 – 2
15.4 – 2

highlighting

18

20

Self-reminder –
the first table
Description (x4)
– factors to
consider when
determining
whether a
threat is made

Description –
What Shuy did
in the article

3

Terminology
(x2) – Grice
maxims
cooperative
principle
Terminology
(x3) – Grice’s
three principles

17.2 – 2
17.3 – 1
17.3a - 2

Description of
operation of
cooperative
principle with
terminology

Missed
‘manner’ and
used
question
mark
17.4 – 1
17.5 – 1
17.6 – 1
4

highlighting
highlighting
highlighting
written,
extraction of
words

Terminology –
textual
placement

Only two key
words were
noted down
rendered the
piece of
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notes
incomplete

22b

Teacher’s
talk

written,
extraction of
word

Terminology relation

2
Only one key
word was
noted down
rendered the
piece of
notes
incomplete
1

Teacher’s
talk
Teacher’s
talk
Teacher’s
talk
writing on
whiteboard

highlighting

26

Lesson
handout

own wording

27

Own notes
(in Sononet)
Own notes
(in Sononet)

Own wording

23
24
25
25a

28

highlighting
highlighting
Actual –
written, direct
copying

Own wording

Description of
characteristics
of a good
warning
Self-reminder –
About
description of
good warning
assignment talk

3

Assignment
advice on
second
assignment

5

3

5

561
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562

563

564

565

566

567

8.28 Appendix 27: Table of analysis of P4’s class notes
CP
1

2

3a-3c

4a-4e

Intertextual
source(s)
Teacher’s
talk, lesson
handout
Teacher’s
talk,
classmate’s
contribution
Teacher’s
talk, lesson
handout,
classmate’s
contributions
Lesson
handout

5

Teacher’s
talk, lesson
handout

6

Teacher’s
talk, lesson
handout

7

Teacher’s
talk, lesson
handout

8

Teacher’s
talk, lesson
handout,
classmate’s
contribution
Teacher’s
talk,
classmate’s
contribution
Teacher’s
talk,
classmate’s
contribution

9

10

Intertextual
representation
Actual –
bracketing

Code of notes

Description of
elements in
the meaning of
an utterance
Actual –
Description of
extraction of
constitutive
key words and rules for a
own wording
promise
Actual –
Explanation of
extraction of
example – why
key clauses
the utterance
(x3)
can’t be a
promise (x3)
Actual –
Terminology
underlining
(x5) – different
(x5)
broad
categories of
speech acts
Actual –
Label of
extraction of a specific
key word
speech act command
Actual –
Label of a
extraction of
broad category
key words
of directives
with special
feature
Actual –
Implication of
extraction of
an example in
words and own directives
wording
Actual –
Answer to
extraction of a exercise 1a in
key word
handout – type
of speech act
Actual –
extraction of a
key word
Actual –
extraction of a
key word

Label of broad
category of
speech act in
1a
Label of
specific
speech act in
1st part of 1a

Comments /
no. of words
79

13

3a – 6
3b – 5
3c – 5
4a – 1
4b – 1
4c – 1
4d – 1
4e – 1
1

2

10

1

1

Missed the
labelling /
classification
of specific

568

speech act in
2nd part of 1a –
promise

11

12

13

14

15

16

17

18

19

1
1

Teacher’s
talk, lesson
handout,
classmate’s
contribution
Teacher’s
talk, lesson
handout,
classmate’s
contribution
Teacher’s
talk, lesson
handout,
classmate’s
contribution
Teacher’s
talk, lesson
handout, own
inference
Teacher’s
talk, lesson
handout

Actual –
extraction of a
key word

Answer to
exercise 1b in
handout – type
of speech act

Actual –
extraction of a
key word

Label of broad
category of
speech act in
1b

1

Actual –
extraction of a
key word

Label of
specific
speech act in
1b

1

Actual –
extraction of a
key word

1

Teacher’s
talk, lesson
handout,
classmates’
contribution

Actual –
extraction of a
key word

Answer to
exercise 1c in
handout – type
of speech act
Label of broad
category of
speech act in
1c
Answer to
exercise 1d in
handout – type
of speech act

Teacher’s
talk, lesson
handout,
classmates’
contribution
Teacher’s
talk, lesson
handout,
classmates’
contribution
Teacher’s
talk

Actual –
extraction of a
key word

1

Missed
labelling /
classification
of speech act
in 1d in
Austin’s terms
– performative
1
1

Actual –
extraction of a
key word

Answer to
exercise 1e in
handout – type
of speech act

Actual –
extraction of a
key word

Label of
specific
speech act in
1e

1

Actual –
extraction of a
key word

Label of broad
category of

1
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20

21

22

23

24

24a

25

26

Teacher’s
talk, lesson
handout,
classmates’
contribution
Teacher’s
talk, lesson
handout,
classmates’
contribution
Teacher’s
talk

Actual –
extraction of a
key word

Teacher’s
talk, lesson
handout,
classmates’
contribution
Teacher’s
talk, lesson
handout,
classmates’
contribution
Own
inference

Actual –
extraction of a
key word

Teacher’s
talk, lesson
handout,
classmates’
contribution
Teacher’s
talk, lesson
handout,
classmate’s
contribution

Actual –
extraction of a
key word

speech act in
1e
Answer to
exercise 1f in
handout – type
of speech act

1

Actual –
extraction of
key words

Label of
specific
speech act in
1f

2

Actual –
extraction of a
key word

Label of broad
category of
speech act in
1f
Answer to
exercise 1g in
handout – type
of speech act

1

Actual –
extraction of a
key word

Label of
specific
speech act in
1g

1

Own wording

Label of broad
category of
speech act in
1g
Answer to
exercise 1h in
handout – type
of speech act

1

Actual –
extraction of
key words

26a

Own
inference

Own wording

27

Teacher’s
talk, lesson
handout, own
inference

Actual –
extraction of a
key word

Label of
specific
speech act in
1h

Label of broad
category of
speech act in
1h
Answer to
exercise 1i in
handout – type
of speech act

1

1

Replaced
‘instructing’
using
‘command’
3
1

1
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27a

Teacher’s
talk, lesson
handout

Actual –
extraction of a
key word

27b

Own
inference

Own wording

28

Teacher’s
talk, lesson
handout,
classmates’
contribution
Teacher’s
talk, lesson
handout,
classmate’s
contribution
Own
inference

Actual –
extraction of a
key word

Teacher’s
talk, lesson
handout
Teacher’s
talk

Actual –
extraction of a
key word
Actual –
extraction of
words and own
wording
Actual –
extraction of
key words (x2)

29

29a

30

31a-b

32a-b

32c

Teacher’s
talk

Own notes

Label of
specific
speech act in
1i
Label of broad
category of
speech act in
1i
Answer to
exercise 1k in
handout – type
of speech act

1

Actual –
extraction of a
key word

Label of
specific
speech act in
1k

1

Own wording

Label of broad
category of
speech act in
1k
Terminology

1

Description of
functions of
the politeness
maxims
Elaboration of
operation of
the maxims
(x2)

6

Own wording

Self-reminder
to read the
table.

1

1

1

The student
seemed
misunderstood
when he wrote
‘to yourself’
following
‘Minimise’, and
‘to others’
following
‘maximise’
because which
one to use
depends on
the maxim
32a – 2
32b – 2
4
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33

Teacher’s
talk, lesson
handout, own
inference

Actual –
extraction of
key words

34

Teacher’s
talk

35

Teacher’s
talk, lesson
handout,
classmate’s
contribution
Lesson
handout
Teacher’s
talk

Actual –
extraction of
words and own
wording
Actual –
Answer to
extraction of
exercise 2 on
key words
last page in
handout politeness
Actual –
Key word
underlining
Actual –
explanation of
extraction of
35
words and own
wording
Actual – own
Answer to
wording
exercise 3 on
last page in
handout politeness
Actual –
Key word
underlining
Actual – own
Answer to
wording
exercise 4 on
last page in
handout politeness
Actual –
Terminology
extraction of
and definition
words and own of main point
wording
about
pragmatics
Actual –
Academic
extraction of
Reference of
key words
speech act
theory
Actual –
Description of
extraction of
constitutive
words and own rules of a
wording
promise
Actual –
Description of
extraction of
constitutive
words and own rules of a
wording
threat

35a
36

37

38
39

Teacher’s
talk, lesson
handout,
classmate’s
contribution
Lesson
handout
Teacher’s
talk, lesson
handout, own
inference

40

Teacher’s
talk

41

Teacher’s
talk, lesson
handout

42a

Teacher’s
talk, lesson
handout

42b

Teacher’s
talk, lesson
handout

Answer to
exercise 1 on
last page in
handout politeness
Explanation of
33

2

3

2

1
5

2

1
2

Written on
separate sheet
of paper
40 – 9
41 – 4
42a – 13
42b – 9
43 – 5
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43

Teacher’s
talk, lesson
handout

Actual –
extraction of
words

44

Teacher’s
talk, lesson
handout

Actual –
extraction of
key words

45

Own notes

Own wording

46

Teacher’s
talk, lesson
handout
Teacher’s
talk, lesson
handout

47

Description of
constitutive
rules of a
threat
Description of
elements of
warning

Self-reminder
to read section
on politeness
Actual –
Question
extraction of
about
key words
politeness
Actual –
Description of
extraction of
characteristics
words and own about
wording
politeness

48

Own notes

Own wording

49-50

Lesson
handout

Actual – direct
copying (x2)

Marker of
assignment
talk
Topics of the
lesson

Replaced
‘advising’ by
‘advice’,
written on
separate sheet
of paper
44 – 2
4

7
Replaced ‘that
really does
matter’ by
‘very important
7
3
49 – 2
50 – 3
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574

8.30 Appendix 29: X1’s second plan of assignment

575

576

577

8.31 Appendix 30: X1’s third plan of assignment

578

8.32 Appendix 31: Tables of analysis of X1’s three plans
First plan

CP
1-2
3

4
5
6

Intertextual
source(s)
Own ideas
Sample essay about
‘The White
Darkness’ put up by
the teacher on
Moodle
Own ideas
Class notes 30, 31
Reading notes 13;
lesson transcription
p. 23

Intertextual
representation
Own wording
extraction of words
and own wording

Comments

Own wording
direct copying of
the class notes (x2)
extraction of key
words and own
wordings (x2)

Second plan (mind maps)

CP
1

2

3

Intertextual
source(s)
Sample essay
about ‘The White
Darkness’ put up by
the teacher on
Moodle
Discussion with a
friend; Hollindale’s
‘Odysseys: the
Childness of
Journeying
Children’
Teacher’s talk, p.
22-23 - week 2
lesson transcription

Intertextual
representation
extraction of words
and own wording

Comments

extraction of
words, extraction
of words and own
wording

fiction book ‘Miss
Bilberry’s New
House’ and ideas
recommended by a
friend; title of the
theory text
Extraction of the
theme – home –
and the teacher’s
talk about it.
‘there are different
types of homes
represented’; ‘the
effects of
environment on a
child’; ‘there is
symbiosis between

extraction of key
word and own
wording

579

4

Personal thoughts
shared in lesson, p.
10, class notes 20;
class discussion, p.
23 – week 2 lesson
transcription

own wording (x2),
Extraction of key
words and own
wordings (x1)

5

Personal thoughts
shared in lesson –
p. 23, week 2
lesson transcription

own wording

6

Class notes 42,
class discussion –
p. 23, week 2
lesson transcription

Extraction of key
words, own
wordings

7
8
9

Personal thoughts
Personal thoughts
Personal thoughts

Own wording
Own wording
Own wording

environment and
character’
‘we definitely have
Bag End’ (teacher,
p. 23); ‘it’s nothing
that is going to
make me
comfortable again’
(classmate’s, p. 9);
‘when he returns
his own home he’s
completely
different’ (personal
thoughts shared in
lesson, p. 10)
‘Bilbo's home …
has all of the
comforts that you
might expect from
a middle-aged man
who is quite welloff … Bag End is
also a cozy den of
a home … it has a
very sort of
comforting feel’
(p.2 postcard
presentation)
‘Gollum ... it’s down
and it’s wet and it’s
dark’ (personal
thoughts); ‘even
the goblins don’t
like going down
there (personal
thoughts)
‘it's like a rustic
B&B rather than a
posh hotel like the
elves’ (teacher’s
talk); ‘there's as
you're saying that
sense of hospitality
that Beorn and the
elves’

580

Third plan

CP

Intertextual
source(s)
Personal thoughts
based on lesson
Class discussion –
p. 3 week 2 lesson
transcription
Personal thoughts
(x2); class
discussion, p. 18 week 2 lesson
transcription;
lesson talks

Intertextual
representation
Own wording

3
4
4a

Personal thoughts
Class notes 19 (p.
2, postcard
presentation)

Own wording
Own wording
Extraction of key
words and own
wording

5

Teacher’s talk, p.
22-23 - week 2
lesson transcription

Own wording

1
2

2a

Comments

Own wording

own wording (x2),
extraction of words
and own wording
(x2)

‘there is the object of
the quest and for
some that object is
return home’ (p. 18
lesson transcription);
‘I was thinking the
other book when
Frodo is with one of
his friends and he
wants to go back
home after their
adventures’ (p. 18
lesson transcription);
‘Bilbo displays the
other side … his
desire to escape
from home to explore
the wide world’ (p. 2
presentation)
‘so Bilbo travels he
matures but like a
cautious child …
constantly has an
eye on … home that
he has in mind
throughout the
journey’; ‘as he
travelled away from
Bag End Bilbo
constantly looks back
and his refrain of I
wish I was safe back
home has a ring of
an anxious child’
‘there are different
types of homes
represented’; ‘the
effects of
environment on a
581

child’; ‘there is
symbiosis between
environment and
character’
6

Class notes 20 (p.
2, postcard
presentation),
fiction book p. 1

own wording,
extraction of words

7
8

Personal thoughts
Friend’s idea

Own wording
unknown

9

Class notes 19

extraction of words
and own wording

9a

Personal thoughts,
p. 214 fiction book
– Barrels Out of
Bond
Personal thoughts
Personal thoughts
based on class
discussion (x2)

Own wording (x2)

Class notes 44, p.
24 lesson
transcription

Extraction of key
words and own
wording

10
11-12

13

Bilbo's home … has
all of the comforts
that you might expect
from a middle-aged
man who is quite
well-off … Bag End
is also a cozy den of
a home … it has a
very sort of
comforting feel
From interview
transcript
‘so Bilbo travels he
matures but like a
cautious child …
constantly has an
eye on … home that
he has in mind
throughout the
journey’; ‘as he
travelled away from
Bag End Bilbo
constantly looks back
and his refrain of I
wish I was safe back
home has a ring of
an anxious child’

Own wording
Extraction of key
words and own
wording (x2)
‘the homes that the
travellers stop off on
also add to that pace
and rhythm of the
narrative so it does
have this picaresque
momentum … and
there are these
582

14,
14a

personal thoughts
shared in lesson –
p. 23, week 2
lesson transcription
(x2)

Own wording (x2)

15

Personal thoughts
based on fiction
Personal thoughts
based on mind map
6
Personal thoughts;
Mind map 3

Own wording

16

17

extraction of key
words and own
wording
extraction of key
words and own
wording, own
wording

moments of pause
whether they are
stagnation at the
Elvenking's palace or
just times of rest as
in The Homely
House and Beorn's
house / they mix up
the trajectory of the
story give the reader
a better ( ) as well
rather than just
moving on
relentlessly through
energetic episodes’
‘Gollum ... it’s down
and it’s wet and it’s
dark’ (personal
thoughts); ‘even the
goblins don’t like
going down there
(personal thoughts)

‘we definitely have
Bag End’ (teacher, p.
23); ‘it’s nothing that
is going to make me
comfortable again’
(classmate’s, p. 9);
‘when he returns his
own home he’s
completely different’
(personal thoughts
shared in lesson, p.
10)
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585
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8.34 Appendix 33: Table of analysis of Y1’s planning notes
for first assignment

CP

Intertextual
source(s)

1
a

2

Product label
Analysis based
on Shuy p. 291
para 1
Product label

a

Product label

b

Product label

c

Product label

d

Product label

e

Product label

3
a
b

Product label
Product label
Product label

c

d

Teacher’s talk
p. 26
transcription
lesson 2
Product label

4

Product label

a

Product label

b

Product label

5

Product label

Intertextual
representation
Strepsils
extraction of words
extraction of key
word and own
wording
extraction of a key
word and own
wording
extraction of a key
word
extraction of a key
word
extraction of a key
word
extraction of key
words
extraction of a key
word
extraction of words
own wording
extraction of key
words and own
wording
own wording

extraction of key
words
extraction of key
words
extraction of a key
word and own
wording
extraction of a key
word and own
wording
extraction of key
words

Comments / no. of words

4
12

2

1
1
1
11
1
4
3
5

3

3
2
2

2

3

587

6
7

8
9

10
11

12

13
14

Product label

extraction of key
words
Analysis based direct quotation,
on
extraction of key
reading notes 9, words (x3)
10, 15, 20
Own analysis
Own wording
Analysis based extraction of key
on teacher’s
words and own
analysis of
wording
example p. 27
lesson
transcription
Own opinion
Own wording
Analysis based extraction of key
on Shuy
words and own
wording
Analysis based extraction of key
on teacher’s
words and own
analysis of
wording
example p. 2728 lesson
transcription
Shuy
Own wording
Grice maxims
extraction of key
words

1

Product label

a
b

Product label
Product label

2

Product label

a

Product label

b

Product label

c

Product label

d

Product label,
analysis based on
Shuy

e

own analysis

Amoxicillin
extraction of key
words
Own wording
extraction of key
words and own
wording
extraction of key
words
extraction of key
words and own
wording
extraction of key
words and own
wording
extraction of key
word
direct quotation,
extraction of key
words and own
wording
own wording

4
12

2
13

4
2

13

5
6

4
3
2

2
3

5

1
3

6

588

3

Product label

a
b

Product label
Product label

c
d

Product label
Product label

e

Product label

f
g

Product label
Product label

h

Product label

4

Product label

a

Product label

b

Product label, own
analysis
Product label

5
6

7

8

9
10

1

Own analysis –
compare with
Strepsils
Own analysis –
compare with
Strepsils
Product label

extraction of key
words
Own wording
extraction of key
words and own
wording
Own wording
extraction of key
words and own
wording
extraction of key
words and own
wording
Own wording
extraction of key
words and own
wording
extraction of key
words and own
wording
extraction of key
words
extraction of key
words and own
wording
direct quotation,
own wording
extraction of key
words
Own wording

3

Own wording

11

1
3

3
3

6

2
4

2

2
9

4
3
6

extraction of key
5
words and own
wording
Shuy
Extraction of key
2
word
Product label
extraction of key
3
words
Tesco Basics Microwave
Crystal & Davy
extraction of key
The student was confused
reading notes 5,
words (x3); No
about the concept of
lesson 1 p. 13-14
punctuation =
unambiguousness as
transcription, Shuy unambiguous in
discussed in Crystal &
reading notes 15
Shuy
Davy with that in Shuy.
While the former concept

589

is characteristic of legal
documents that are used
by legal professionals, the
latter concept is discussed
in terms of
comprehensibility from
laymen’s point of view.

2

a
b

c

d
e
3

a
b

4

5

6
7
8
9

Analysis based on
class discussion p.
27-28 transcription
of lesson 2
Product label, own
analysis
Analysis based on
Discussion p. 2728 transcription of
lesson 2
Analysis based on
Shuy
Product label, own
analysis
Product label, own
analysis
Analysis based on
Shuy
Product label
Shuy reading
notes 18, analysis
based on reading
notes 23
Teacher’s talk p.
28 transcription of
lesson 2
Product label

Product label, own
opinion
Product label, own
analysis
Shuy
Analysis based on
Shuy and Grice
maxims

extraction of key
word and own
wording

14
5

direct quotation,
own wording
extraction of key
word and own
wording

7

extraction of key
word and own
wording
extraction of key
word, own wording
extraction of key
word, own wording
extraction of key
word and own
wording
direct quotation
extraction of key
words, own
wording

6

5

10

6
4

extraction of key
words

4

extraction of key
words and own
wording
direct quotation,
own wording
direct quotation,
own wording
Own wording
extraction of key
words and own
wording

10

3
12

The analysis using the
maxim manner showed
confusion about the
concept of ‘unambiguous’

590

in Shuy and Crystal &
Davy
7

1
a

Product label
Product label

b

2

Analysis based on
class discussion p.
27-28 transcription
of lesson 2
Product label

3

Product label

4
5

Product label
Analysis based on
teacher’s talk p.
27-28 transcription
of lesson 2
Product label

a

6

GHD stylers
direct quotation
direct quotation
and own wording
extraction of key
word and own
wording

7

extraction of words
and clauses
direct quotation
and own wording
direct quotation
Own wording

11

extraction of key
word and own
wording
extraction of key
words, own
wording

7

extraction of key
word and own
wording
extraction of key
word and own
wording
extraction of key
word
extraction of key
words, own
wording

4

a

Product label,
analysis based on
teacher’s talk p. 20
transcription of
lesson 2
Product label

7

Product label

8

Shuy

9

Product label,
analysis based on
teacher’s talk p. 20
transcription of
lesson 2, class
discussion p. 27-28
lesson 2
Analysis based on Own wording
teacher talk p. 20
transcription of
lesson 2

a

5
10

7
2
8

4

6

1
9

8

591

1

2
3

4
a

5
a

b

6
7

8
1

2

Energy Efficient Centrifugal Fan
Product label,
extraction of key
12
analysis based on
words, own
discussion p. 27-28 wording
transcription of
lesson 2
own analysis
Own wording
3
Analysis based on extraction of key
8
Shuy, teacher’s
words, own
talk p. 28
wording
transcription of
lesson 2
Product label
direct quotation
6
Shuy
extraction of key
2
words and own
wording
Product label
direct quotation
4
Analysis based on Own wording
6
teacher’s talk p. 28
transcription of
lesson 2
Shuy
extraction of key
2
words and own
wording
Product label, own direct quotation,
5
analysis
own wording
Analysis based on Own wording
5
class discussion p.
27-28 transcription
of lesson 2
Own analysis
Own wording
6
General
Teacher’s format – interdiscursivity
The student confirmed in
mind maps
the follow-up questions
that her use of mind maps
was partially based on the
teacher’s format of using
mind maps sometimes.
Examples
interdiscursivity
The student chose
discussed during
warning labels of two
lesson 2 –
medicine related products
categories of
and three electrical
warning labels
appliances. The
categories resembled the
examples discussed
during lesson (i.e.
medicine and electrical
appliance)

592

3

Examples
interdiscursivity
discussed during
lesson 2 –
analysis/arguments
whether the
warning label is
comprehensible
and unambiguous

4

Grice maxims:
quality, quantity,
relation and
manner

5

Crystal & Davy,
Shuy

The student asked similar
questions about the
warning label of the
energy efficient centrifugal
fan. 1st example: not
exposed to sun – why not?
(p. xx in transcription of
lesson 2) 2nd example:
how close to light? (p. xx
in transcription of lesson
2)
The student used Grice
rather than Shuy. It
showed that she did not
understand how Shuy
operationalized Grice’s
maxims.

No punctuation =
unambiguous in
Shuy

593
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8.36 Appendix 35: Table of analysis of Y2’s planning notes
for first assignment
CP

Intertextual source(s)

Intertextual representation

1-3

Shuy (x3)

4a

product label, lesson
1 notes 30a, 31

4b
4c
4d

Lesson 1 notes 30d
Gibbons
C&D reading notes
14 p. 199
Own analysis
Class notes 26
C&D p. 212, Gibbons
summary (p. 168)
Own analysis based
on Gibbons
Product label, own
analysis
Lesson 1 notes 30a
C&D
Gibbons
Shuy
Product label, own
analysis based on
C&D
Lesosn 1 notes 26,
C&D p. 212
Shuy
Product label
2nd lesson, own
analysis
Shuy
Product label
Product label, own
analysis
Product label, own
analysis
Product label, own
analysis
Product label, own
analysis
Own analysis

Extraction of key words and
own wording (x3)
extraction of key word, class
notes 30 – direct copying
Class notes 31 – extraction of a
key word
extraction of key word
Extraction of a key word
extraction of a key word

4e
4f
4g
4h
5a
5b
5c
5d
6a
6b

6c
6d
6e
6f
7a
7b
7c
7d
8a
9a
9b

Comments

Own wording
direct copying
Own wording (x2)
Extraction of key word and
Own wording
Extraction of key word, own
wording
extraction of key words
Own wording
Extraction of key word
extraction of key words
direct quotation, own wording

direct copying, own wording
Extraction of key words
Extraction of key words
Extraction of key words, own
wording
Extraction of a key word
direct quotation
direct quotation, own wording
direct quotation, own wording
direct quotation, own wording
direct quotation, own wording
Own wording

595

8.37 Appendix 36: Y3’s planning notes and extra reading
notes for first assignment

596

597

598

599

600

601

602

603

604

605

606

607

608

609

610

8.38 Appendix 37: Table of analysis of Y3’s planning notes
and extra reading notes for first assignment
CP
1
2

3
4

5
6
7a-c

8
9
10
11a-b
12
13
14
15
16
17
18

18a

Intertextual
source(s)
2nd lesson class
notes 17.1
2nd lesson class
notes 20, 21
(x2)
2nd lesson class
notes 18
2nd lesson
teacher’s talk p.
20
2nd lesson
teacher’s talk
2nd lesson
teacher’s talk
Set reading p.
293 (x3)

Intertextuality
representation
Actual - written

Comments / no. of words

Actual - written

Own wording (x2)

Actual - written

Direct copying / 12

Actual - written

Extraction of key clauses

Actual - written

Extraction of key words

Actual - written

Extraction of key words

Actual - written

2nd lesson class
notes 19
2nd lesson class
notes 22a
2nd lesson class
notes 19
2nd lesson class
notes 19 (x2)
2nd lesson class
notes 20
2nd lesson class
notes 20
2nd lesson class
notes 20
2nd lesson class
notes 20
2nd lesson class
notes 20, 21
2nd lesson class
notes 23
2nd lesson class
notes 23, set
reading p. 296
2nd lesson class
notes 24

Actual – written

a – Own wording
b-c – Extraction of key
words and clauses (x2)
Extraction of key term and
highlighted / 1
Direct copying and
highlighted / 2
Extraction of key term / 4

Actual – written
Actual – written
Actual – written
Actual – written
Actual – written
Actual – written
Actual – written
Actual – written
Actual – written

Direct copying / 4

extraction of key phrase and
clause (x2) / 6
Direct copying
extraction of key clauses /
11
Extraction of key word and
own wording / 4
Extraction of key word and
own wording / 6
Extraction of key word and
own wording (x2) / 13
Own wording

Actual – written

Extraction of key words,
own wording

Actual – written

Extraction of key phrase and
clause

611

19a-b

2nd lesson
transcription p.
23 (x2)

Actual – written

Extraction of key phrase and
clause (x2)
19a – 8
19b - 4
Extraction of key words and
own wording
a–8
Extraction of key words (x6)
b–1
c–3
d–5
e–3
f–6
g–7

20a-g

2nd lesson class Actual – written
notes 26 (x7)

21

2nd lesson class
notes 26
Lesson
handout
Lesson
handout
Lesson
handout (x4)
Own analysis
(x6)
2nd lesson class
notes 26, Shuy
Product label

Actual – written

Extraction of key words / 3

Actual – written

Actual – written

Extraction of key words and
own wording
Extraction of key words and
own wording
Direct copying (x4)

Actual – written

Own wording (x6)

Actual – written

Lesson
handout (x4)
Product label

Actual – written

Extraction of key words and
own wording (x2)
Extraction of key words and
own wording
Direct copying (x4)

Own analysis
Lesson
handout (x4)
26g
Own analysis
27a
Product label
27b
Own analysis
28
Product
Product label
29
Product label
Extra reading
30
Tiersma
31
Tiersma p. 55
32
Tiersma p. 55

Actual – written
Actual – written,
interdiscursivity
Actual – written
Actual – written

22
23a
23b-e
24a,
c-g
24b
25a
25b-e
26a
26b
26c-f

Actual – written

Actual – written

Actual – written

Extraction of key words and
own wording
Own wording
Own wording (x4)
Own wording
Direct copying
Own wording

Image
Image
Actual – written
Actual – written
Actual – written

Direct copying
Direct copying
Extraction of key words and
own wording

612

33

Tiersma p. 55

Actual – written

34
35
36a-c
37
38

Tiersma p. 55
Tiersma p. 55
Tiersma p. 55
Tiersma p. 55
Tiersma p. 56

Actual – written
Actual – written
Actual – written
Actual – written
Actual – written

39

Tiersma p. 56

Actual – written

40

Tiersma p. 56

Actual – written

41
42a-c
43
44a-d

Actual – written

45a
45b-c

Tiersma p. 57
Own analysis
Tiersma p. 57
Own analysis
based on Shuy
and Tiersma
Tiersma p. 57
Tiersma p. 57

46
47

Tiersma p. 57
Tiersma p. 57

Actual – written
Actual – written,
Interdiscursivity
Actual – written
Actual – written

48
49

Tiersma p. 57
Tiersma p. 58

Actual – written
Actual – written

50
51

Tiersma p. 58
Tiersma p. 58

Actual – written
Actual – written

52a
52b
53a

Tiersma p. 58
Tiersma p. 58
Tiersma p. 62

Actual – written
Actual – written
Actual – written

53b
54
55

Tiersma p. 62
Tiersma p. 63
Tiersma p. 63

Actual – written
Actual – written
Actual – written

56
57

Own analysis
Tiersma p. 63

Actual – written

58
59

Tiersma p. 64
Tiersma p. 64

Actual – written
Actual – written

60
61

Tiersma p. 65
Tiersma p. 66

Actual – written
Actual – written

Actual – written

Direct copying and own
wording
Direct copying
Direct copying
Direct copying
Direct copying
Direct copying and own
wording
Extraction of key words and
own wording
Extraction of key words and
own wording
Direct copying
Own wording
Extraction of key words
Own wording

Extraction of key words
Extraction of key words and
own wordings
Direct copying
Extraction of key words and
own wordings
Extraction of key words
Extraction of key words and
own wordings
Extraction of key words
Extraction of key words and
own wordings
Extraction of key words
Extraction of key words
Extraction of key words and
own wordings
Own wordings
Extraction of key words
Extraction of key words and
own wording
Own wording
Extraction of key words and
own wording
Extraction of key words
Extraction of key words and
own wording
Direct copying
Extraction of key words and
own wording

613

8.39 Appendix 38: Y1’s planning notes for second
assignment

614

615

8.40 Appendix 39: Table of analysis of Y1’s planning notes
for second assignment

CP

3-4

Intertextual
source(s)
Own analysis
Assignment
handout
Lesson 6

5

Lesson 7

6-7
8

Own analysis
Lesson 6

9

11

Analysis based on
A&J
Analysis based on
Nolan
Siegel

12

Eades

13
14-17

Own analysis
Lesso 6

18
19-20

Own analysis
Lesson 6

21-22
23
24-25

Own analysis
Lesson 6
Nolan

26
27

Own analysis
Siegel

28
29-30

Own analysis
Eades

31

Own analysis

1
2

10

Intertextual
representation
Own wording
Extraction of words
and own wording
Extraction of words
and own wording (x2)
Extraction of words
and own wording
Own wording (x2)
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Own wording
Extraction of words
(x4)
Own wording
Extraction of words
(x2)
Own wording (x2)
Extraction of words
Extraction of words
(x2)
Own wording
Extraction of words
and own wording
Own wording
Extraction of words
(x2)
Own wording

Comments
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8.41 Appendix 40: Y2’s planning notes for second
assignment

617

618

619

620

621

622

623

8.42 Appendix 41: Table of analysis of Y2’s planning notes
for second assignment
CP
1

Intertextual
source(s)
Eades

2a-b

Eades, own analysis

3

Eades

4

Eades

5
6
7

Own analysis
Eades
Analysis based on
Eades
Reading notes 1
(R&K, p. 948)
Reading notes 2
(R&K p. 948)
Reading notes 4
(R&K p. 949)
Reading notes 5
(R&K p. 950)
Reading notes 6
(R&K p. 950)

8
9
10
11
12
13
14
15
16
17
18
19a-b

20
21a-b

Reading notes 8
(R&K p. 950)
Reading notes 11
(R&K p. 951)
Reading notes 12
(R&K p. 951)
Reading notes 13
(R&K p. 952)
Reading notes 15
(R&K p. 952)
Reading notes 16,
17 (R&K p. 952)
Reading notes 19
(R&K p. 953)
Reading notes 21,
22 (R&K p. 953)

Intertextual
representation
Extraction of words
and own wording
Extraction of words
and own wording,
own wording
Extraction of words
and own wording
Extraction of words
and own wording
Own wording
Indirect quotation
Extraction of words
and own wording
Extraction of words

Comments

Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
(x2)
Extraction of words
Extraction of words
and own wording
Extraction of words
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
(x2)
Extraction of words
and own wording
Extraction of words
and own wording,
extraction of words

624

22a-b

23a-b
24a-b

Reading notes 25
(R&K p. 953), R&K
p. 954
Reading notes 29,
30 (R&K p. 954)
Reading notes 32,
33 (R&K p. 954)

25a-b

Reading notes 35,
36 (R&K p. 955)

26

Reading notes 37
(R&K p. 955)
Reading notes 39
(R&K p. 955)
R&K p. 955

27
28
29
30a-b

31
32

33a-b

34
35
36
37
38a-b

39a-b

40
41

Reading notes 40
(R&K p. 955)
Reading notes 42
(R&K p. 956), own
analysis
Reading notes 42
(R&K p. 957)
Analysis based on
R&K p. 957, reading
notes 46 (R&K p.
957)
Reading notes 49 &
50 (R&K p. 960), 51
Reading notes 53
(R&K p. 967)
R&K p. 968
Reading notes 57 &
58 (R&K p. 969)
R&K p. 969

Extraction of words
and own wording
(x2)
Extraction of words
(x2)
Extraction of words
and own wording,
extraction of words
Extraction of words
and own wording,
extraction of words
Own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
Extraction of words
and own wording,
own wording
Extraction of words
Extraction of words
and own wording
(x2)
Extraction of words,
extraction of words
and own wording
Extraction of words
Extraction of words
and own wording
Extraction of words

Extraction of words
and own wording
Reading notes 59
Extraction of words
(R&K p. 969-970), p. and own wording
970
(x2)
Reading notes 66 & Extraction of words
67 & 68 (R&K p.
and own wording,
971), own analysis
own wording
Reading notes 72
Extraction of words
(R&K p. 972)
and own wording
Reading notes 75
Extraction of words
(R&K p. 972)
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42
43a-b

44
45
46
47

48
49
50a-b

51
52a-c

53
54a-c

Reading notes 78
(R&K p. 973)
Reading notes 95,
97 (R&K p. 976)
Reading notes 99
(R&K p. 977)
Reading notes 100
(R&K p. 977)
Planning notes 3
Reading notes 4
(Eades p. 161), 15
(Eades p. 163)
Reading notes 9
(Eades p. 162)
Reading notes 12
(Eades p. 163)
Reading notes 14
(Eades p. 163), own
interpretation
Reading notes 16
(Eades p. 164)
Eades p. 167-168,
reading notes 27, 28
& 29
Reading notes 22
(Eades p. 167)
Reading notes 21
(Eades p. 167), 17
(p. 165), 29 (p. 168)

55

Reading notes 46,
44 (Eades p. 171)

56

Reading notes 52
(Eades p. 172)
Reading notes 55,
56 (Eades p. 173)

57

58a-c

59
60

Reading notes 60
(Eades p. 174), 59,
own analysis based
on Eades
Eades p. 175
Reading notes 65
(Eades p. 175)

Extraction of words
Extraction of words,
extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording,
extraction of words
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words,
own wording
Extraction of words
and own wording
Extraction of words
(x2), extraction of
words and own
wording
Extraction of words
and own wording
Extraction of words
(x2), extraction of
words and own
wording
Extraction of words
and own wording,
extraction of words
Extraction of words
and own wording
Extraction of words
and own wording,
extraction of words
Extraction of words
and own wording
(x2), own wording
Extraction of words
and own wording
Extraction of words
and own wording
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61
62
63a-b

64
65
66
67
68
69
70
71a-b

72a-c

73

74

75
76
77
78a-b

79a-b

Own analysis
Reading notes 69
(Eades p. 176)
Eades p. 177,
reading notes 77 &
79 (Eades p. 178)
Reading notes 81 &
82 (Eades p. 179)
Reading notes 86
(Eades p. 180)
Reading notes 93
(Eades p. 180)
Reading notes 88
(Eades p. 180)
Reading notes 94
(Eades p. 180)
Reading notes 98
(Eades p. 182)
Reading notes 103
(Eades p. 184)
Reading notes 105
(Eades p. 184), R&K
Reading notes 95
(p. 976)
Reading notes 109
& 110 (Eades p.
184), 118, 119 (p.
185)
Reading notes 121
& 122 (Eades p.
185)
Reading notes 124
& 125 & 126 (Eades
p. 185)
Reading notes 125
(Eades p. 186)
Reading notes 132
(Eades p. 188)
Reading notes 134
&135 (Eades p. 188)
Reading notes 137
(Eades p. 189), 141
(p. 190)
Reading notes 142
(Eades p. 190), own
analysis

Own wording
Extraction of words
and own wording
Extraction of words
and own wording
(x2)
Extraction of words
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
(x2)
Extraction of words
(x2), extraction of
words and own
wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
Extraction of words
and own wording
(x2)
Extraction of words,
own wording
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629

630

631

632

633

634

635

636

8.44 Appendix 43: Table of analysis of Y3’s planning notes
for second assignment

CP
1

1a

1b

2-4
5-6
7

8-12
13
14
15

Intertextual
source(s)
Newbury and
Johnson p. 223

Intertextual
representation
Extraction of word

Newbury and
Johnson p. 223;
Cotterill p. 513
Cotterill p. 513 or
Newbury and
Johnson p. 215?
Own analysis
Lessons 3, 4, 6

Extraction of words
and own wording

Newbury and
Johnson p. 220221
Own analysis
Komter p. 367
Analysis based on
Cotterill, p. 518
Analysis based on
Cotterill p. 518-519

Own wordings (x3)
Extraction of words
(x2)
Extraction of words
and own wording
Own wordings (x5)
Extraction of words
Extraction of words
and own wording
Extraction of words
and own wording

Conley & O’Barr
Conley & O’Barr p.
17, 21

Own wording
Extraction of words

18

Conley & O’Barr;
Cotterill
Cotterill p. 513 or
Newbury and
Johnson p. 215,
226, 231
Newbury and
Johnson p. 215,
226, 231?
Siegel p. 256, 267?
probably
discussion with
father
Cotterill p. 513

Own wording

20

21
22

23

The reading was
discussed during
class.

Extraction of words
and own wording

16
17

19

Comments

Extraction of words
and own wording

The reading was
discussed during
class.
The reading was
discussed during
class.

The reading was
discussed during
class.

Extraction of words

Extraction of words
Extraction of words

5 Mar 18
interview
transcript

Extraction of words
and own wording
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24

25

26a-b

27

28

29
30a-b

31

32a-b

33
34
35

36
37

38
39

probably
discussion with
father
probably
discussion with
father
Newbury &
Johnson; Cotterill
p. 515; Komter p.
373; Conley &
O’Barr p. 23, 30
Newbury and
Johnson p. 220221
Newbury &
Johnson p. 218219, 222; Cotterill
p. 521; Komter p.
373; Conley &
O’Barr p. 24, 30
Newbury and
Johnson p. 221
Komter p. 372;
Newbury and
Johson p. 215 or
Cotterill p. 513?
Newbury and
Johson p. 214;
Cotterill p. 513
Lesson 3 class
notes 3.4, lesson 3
transcription p. 5
Conley & O’Barr p.
21
Own comments
Conley & O’Barr p.
21; Newbury &
Johnson p. 215
Lesson 3
transcription p. 3
Komter p. 368;
Cotterill p. 533534; Conley &
O’Barr p. 17, 18;
Siegel p. 255?
Own analysis
Komter p. 367

unknown

unknown

Extraction of words
and own wording (x2)

Extraction of words
and own wording
Extraction of words
and own wording

Extraction of words
and own wording
Extraction of words
(x2)

Extraction of words
and own wording
Extraction of words,
extraction of words
and own wording
Extraction of words
and own wording
Own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording

Own wording
Extraction of words
and own wording
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40

Mooney p. 80-81

41
42
43
44

Conley & O’Barr p.
22
Own analysis
Komter p. 372
Cotterill p. 516

45
45a-b
46a-b

Cotterill p. 513
Own analysis
Komter p. 374, 384

47

Lesson 3 class
notes 2.1
Conley & O’Barr p.
22
Conley & O’Barr p.
22
Conley & O’Barr p.
22
Conley & O’Barr p.
22
Own analysis
based on Newbury
and Johnson and
different readings
Own analysis
based on different
readings
Probably
discussion with
father
Own analysis
based on different
readings
Conley & O’Barr p.
24
Conley & O’Barr p.
24
Own analysis
Newsbury and
Johnson, probably
discussion with
father
Newbury &
Johnson p. 221

48a-b, 49
50
51-54a-c
55
56

57

57a

57b

58-58c,
59a
59b
60
61a-b

62

Extraction of words
and own wording
Extraction of words
and own wording
Own wording
Extraction of words
Extraction of words
and own wording
Extraction of words
Own wording (x2)
Actual – extraction of
words and own
wording (x2)
Extraction of words
Extraction of words
(x3)
Extraction of words
and own wording
Extraction of words
(x6)
Extraction of words
and own wording
Extraction of words
and own wording

Extraction of words
and own wording
Unknown

Extraction of words
and own wording
Extraction of words
(x5)
Extraction of words
and own wording
Own wording
Extraction of words
and own wording,
unknown
Extraction of words
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8.45 Appendix 44: Table of analysis of X1’s assignment

CP
1

Intertextual
source(s)
3rd plan 2

2

3rd plan 2a

3

3rd plan 1

4

Extra reading –
Alston (2011)
Extra reading –
Carroll (2011)

Indirect quotation

Extra reading –
Short (1999)
Extra reading – Stott
and Francis (1993)

Direct and indirect
quotation
Direct and indirect
quotation

Extra reading –
Waddey (1983)
Extra reading –
Alston (2011)
Extra reading – Stott
and Francis (1993)
mentioned by
teacher in lesson
Extra reading – Stott
and Francis (1993)
mentioned in lesson
Metadiscourse
based on the fiction
book
Set reading – fiction
book
Set reading – fiction
book (x2)

Direct quotation and
own wording
Direct quotation and
own wording
Direct and indirect
quotation

5

6
7

8
9
10

11

12

13
14-15

16a-c

Metadiscourse
based on 3rd plan 6,
7, 9a (x3)

Intertextual
representation
Direct copying and
own wording
Extraction of words
and own wording
Own wording

Indirect quotation

Comments

Answer to the
question in the
source.

The reference
was quoted in
lesson handout
and
recommended by
the teacher.

The reference
was quoted by the
teacher in the
lesson.

‘home’ and ‘not
home’ in p. 17
lesson
transcription

Direct quotation and
own wording
Own wording

Extraction of words
and own wording
Extraction of words
Description of the
and own wording (x2) content of the
fiction book
Extraction of words
and own wording (x3)
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17
18a-b

19
20

21
22
23
24
25
26-28

29

30
31

32

Metadiscourse
based on 3rd plan 10
Metdiscourse based
on 3rd plan 12, 14
(x2)
Metdiscourse – 3rd
plan 17
Set reading – fiction
book

Extraction of words
and own wording
Extraction of words
and own wording (x2)

Personal thought
Extra reading –
Alston (2011)
Set reading – fiction
book
Personal thought
3rd plan 5
Extra reading –
Carroll (2011) (x3)

Own wording
Direct quotation

Set reading – fiction
book (opening) (x2)

35a-b

personal thought
based on fiction
book, extra reading
– Waddey (1983)
Extra reading –
Nikolajeva (2000)
3rd plan 7

37

Extraction of words
and own wording
Own wording
Own wording
26 – direct quotation
and own wording;
27 – direct and
indirect quotation;
28 – direct quotation
and own wording
Direct quotation and
own wording

Analysis based on
set reading – the
opening of the fiction
book
3rd plan 6
Extraction of words
and own wording
Analysis based on
Extraction of words
fiction book
and own wording
(opening)
Set reading – fiction Direct quotation and
book (opening)
own wording

33-34

36

Extraction of words
and own wording
Extraction of words
and own wording

description of the
content of the
fiction book

Quotes in lesson
handout and
reference
recommended by
the teacher
Description of the
content of the
book

Extraction of a few
words and own
wording (x2)
Direct quotation,
extraction of words
and own wording.

Description of the
content of the
book
Description of the
content of the
book
Description of the
content of the
book
Description of the
content of the
book.

Direct and indirect
quotation
Extraction of one
word ‘adventure’ and
own wording

A type of manifest
intertextuality with
36?

641

44

3rd plan 9, 9a, Set
reading – fiction
book
Analysis based on
Set reading – fiction
book
3rd plan 9, 9a
Analysis based on
fiction book, 3rd plan
9a
Metdiscourse based
on 3rd plan 17; 3rd
plan 7
Analysis based on
3rd plan 9a; fiction
book
3rd plan 15

45a-b

3rd plan 4, 9a

46

Set reading – fiction
book

Extraction of words
and own wording
Extraction of few
phrases and own
wording (x2)
Direct quotation and
own wording

47

Set reading – fiction
book - example

Direct and indirect
quotation

48a-c

3rd plan 9, 9a; Set
reading – fiction
book

49a-b

3rd plan 15, Set
reading – fiction
book

50a-b

3rd plan 9a, Set
reading – fiction
book
3rd plan 9a, 10

Extraction of phrases
and own wording
(x2), direct quotation
and own wording
Extraction of words
Example,
and own wording (x2) description of the
content of the
book
Direct quotation,
description of the
extraction of words
content of the
and own wording
book
Extraction of words
and own wording (x2)
Actual – direct
quotation, own
wording
Actual – extraction of
words and own
wording

38a-c

39

40a-b
41a-b

42a-b

43a-b

51a-b
52a-b

53

Extra reading – Fox
(2016), sections 3-4
in 3rd plan
Set reading – fiction
book

Extraction of words
and own wording
(x2), direct quotation
Direct quotation and
own wording
Own wording (x2)
Extraction of words
and own wording (x2)
Extraction of words
and own wording (x2)
Indirect quotation and (examples)
own wording (x2)

Example,
description of the
content of the
book
description of the
content of the
book
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54a-b

3rd plan 5, sections
3-4

55

56

Metadiscourse
based on ‘Gollum
and the Goblins’
section in 3rd plan
3rd plan 14

57

Fiction book

58

Set reading – fiction
book
3rd plan 6, 14a

59a-b
60a-b

61

62

63
64a-b

65a-b

66
67a-b

Set reading – fiction
book, personal
thought based on
fiction book
personal thought
based on fiction
book
personal thought
based on fiction
book
Set reading – fiction
book
personal thought
based on 3rd plan
14, fiction book
personal thought
based on 3rd plan
14, fiction book
Personal thought
3rd plan 15, 16

68-70

Set reading – fiction
book

71a-b,
72a-b

fiction book
(examples) (x2),
personal thought
based on fiction
book (x2)
Personal thought
based on fiction
book

73

Actual – extraction of
words and own
wording (x2)
Own wording

Extraction of words
and own wording
Extraction of words
and own wording
Direct quotation and
comparisons
own wording
Extraction of words
(comparisons)
and own wording (x2)
Extraction of words
(example)
and own wording,
direct quotation
Extraction of words
and own wording

(comparison)

Extraction of words
and own wording

(comparison)

Direct quotation and
own wording
Extraction of words
(example)
and own wording,
direct quotation
Extraction of words
(example)
and own wording (x2)
Own wording
Extraction of words
and own wording (x2)
Extraction of few
(examples)
words and own
wording (x3)
Direct quotation (x2),
extraction of words
and own wording (x2)

Extraction of words
and own wording

(examples)
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74a-b

75
76a-b

77
78
79a-b
80

Metadiscourse
based on 3rd plan
13, 16
Extra reading –
Shaw (1990)
Personal thought
based on fiction
book, 3rd plan 16
3rd plan 13
Extra reading – Fox
(2016)
3rd plan 11, 12

92

personal thought
based on fiction
book
Personal thought
Set reading – fiction
book
Personal thought
based on 3rd plan
12; fiction book
personal thought
based on fiction
book; fiction book
Personal thought
Extra reading – The
Wind in the Willows
Personal thought
based on fiction
book, fiction book
Personal thought
based on 3rd plan 12
Personal thought
based on fiction
book, 3rd plan 11
Personal thought
based on fiction
book, fiction book
fiction book,
personal thought
based on fiction
book
3rd plan 13

93

3rd plan 12

81
82
83a-b

84a-b

85
86
87a-b

88
89a-b

90a-b

91a-b

Extraction of words
and own wording (x2)
Direct and indirect
quotations
Extraction of words
and own wording (x2)
Extraction of phrases
and own wording
Direct quotation
Extraction of words
and own wording (x2)
Extraction of words
(comparison)
and own wording
Own wording
Direct quotation
Extraction of words
and own wording (x2)

(The Last Homely
House)
(comparison)

Direct quotation,
extraction of words
and own wording
Own wording
Direct quotation and
own wording
Direct quotation,
extraction of words
and own wording
Own wording

(comparison)

Extraction of words,
own wording

(examples)

Extraction of words
and own wording,
direct quotation
Extraction of words
and own wording,
direct quotation

(comparison)

(comparison)

(comparison)

Extraction of words
and own wording
Extraction of words
and own wording
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94a-b

95

96a-b

Personal thought
based on fiction
book; fiction book
Personal thought
based on fiction
book
Set reading – fiction
book (x2)

97a-b

3rd plan 11, 13

98

Extra reading –
Nikolajeva (2000)
Personal thought
3rd plan 4a; fiction
book
3rd plan 3; Extra
reading – Alston
(2011)
Extra reading – Stott
and Francis (1993)
Extra reading – Stott
and Francis (1993)
Extra reading –
Alston (2011)
Extra reading –
Carroll (2011)
Personal thought
3rd plan 17

99
100a-b
101a-b

102
103
104
105
106
107

108a-b

109
110
111a-b

112
113
114

Set reading – fiction
book, personal
thought
Set reading – fiction
book
3rd plan 17
Set reading – fiction
book; personal
thought
3rd plan 17
Extra reading –
Carroll (2011)
Extra reading –
Carroll (2011)

Extraction of words
and own wording,
direct quotation
Extraction of words
and own wording
Extraction of words
and own wording,
direct quotation
Extraction of few
words and own
wording (x2)
Direct quotation
Own wording
Own wording, direct
quotation
Own wording, direct
quotation

(example)

description of
content

turned 3 from
interrogative to
affirmative

Indirect and direct
quotation
Indirect quotation
Indirect and direct
quotation
Indirect quotation
Own wording
Extraction of few
words and own
wording
Own wording, direct
quotation
Direct quotation and
indirect quotation
Extraction of words
and own wording
Own wording, direct
quotation
Extraction of words
and own wording
Indirect quotation
Direct quotation and
own wording

645

115

Class notes 15

116

121

Extra reading –
Nodelman and
Reimer (1992)
Personal thought
Extra reading –
Nodelman and
Reimer (1992)
Extra reading –
Clausen (1982)
Extra reading –
Nikolajeva (2000)
Hollindale (2001)

122

3rd plan 17

123a-b

Personal thought
based on fiction
book; extra reading
– Laird on Moodle
Personal thought

117
118

119
120

124125
126

Personal thought
based on fiction
book

Extraction of words
and own wording
Indirect and direct
quotation
Own wording
Indirect and direct
quotation
Indirect and direct
quotation
Direct quotation
Indirect quotation and
direct quotation
Extraction of words
(turn interrogative
and own wording
into affirmative
form)
Extraction of few
words and own
wording, direct
quotation
Own wording (x2)
Extraction of a word
and own wording

646
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648

649

650

8.47 Appendix 45a: Teacher’s mark-up comments on Y1’s
initial draft of first assignment
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652

653
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8.48 Appendix 46: Table of analysis of Y1’s initial draft for
first assignment

CP
1a-b

2
3
4
5

6

7

8

Intertextual
source(s)
Own analysis,
lesson 2 notes 23
(p. 7)
Own analysis
Lesson 2 notes 2
(p. 2)
Metadiscourse
based on Shuy
Metadiscourse
based on set
reading Shuy
Metadiscourse
based on set
reading Shuy
Assignment talk in
lesson 2
(transcription p.
29)
Shuy reading
notes 15

Intertextual
representation
Extraction of key
words/terminology,
own wording
Own wording
Actual – extraction of
words
Extraction of words
and own wording
Extraction of words
and own wording

Comments

(author name and
book title)

(author name and
title of set reading)

Extraction of words
and own wording
Own wording

(to meet
requirement)

Own wording

The student missed
the point that the
most important
feature for a good
warning label is
comprehensibility
(Shuy p. 293).
Unambiguous is
only one of the
components of
comprehensibility.
Shuy reading notes
7 and 8 showed that
the student did not
see
‘comprehensibility’
as the focus of a
warning label. In
addition, the student
related ‘manner’ in
p. 293 (reading
notes 8) to the
manner maxim in
655

9

Reading notes 15

Direct quotation and
indirect quotation

10

strepsils no. 7 =
reading notes 9,
10, 15, 20

Indirect quotation

11

Shuy

Indirect quotation

12

Indirect quotation

13a-b

Shuy p. 296 3rd
paragraph
Reading notes 9,
Shuy p. 296 3rd
paragraph

14

Own analysis

Own wording

1516,
90

Metadiscourse
(x3)

Own wording (x3)

Extraction of words,
extraction of words
and own wording

reading notes 15
(Shuy p. 296) and
kept using it as the
main argument
Because the
student mistaken
‘unambiguousness’
/ the manner maxim
as the main feature,
she kept using it as
the main argument.
The student used
‘assumption’,
missed ‘infer’ as key
word of the reading.
The student
continued to focus
on
‘unambiguousness’
as the major feature
of warning label

The student missed
the mark of the
argument in the
article (i.e. the
association between
tampon use and
TSS wasn’t made
explicit until quite
late in the warning
label rather than did
not make the
association explicitly
at all). In addition,
the student missed
the key word
‘assume’ instead of
‘infer’ as used in the
article.
Used ‘assume’
instead of ‘infer’.
The student chose
the same category
of warning labels
(i.e. over-thecounter medicine)
as discussed during
lesson 2.
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17
18
19
20-22
23
24a-e

25a-b

26a-b

27ab,
28ab,
29a-b
30a-b

31a-c

32
33

34
35

Own analysis
metadiscourse
Own analysis
Own analysis (x3)
metadiscourse
Product label,
Mind maps
Strepsils no. 2a,
2b, 2e, Amoxicillin
no. 2c, 10 =
product labels
Product label,
analysis based on
Amoxicillin no. 2d
= analysis based
on Shuy
Analysis based on
Mind map
Strepsils no. 12 =
class discussion of
examples;
Amoxicillin no. 2d
= analysis based
on Shuy
Product label (x3),
Own analysis (x3)

Own wording
Own wording
Own wording
Own wording (x3)
Own wording
Direct quotation (x1),
extraction of words
and own wording (x4)

Product label,
analysis based on
Amoxicillin no. 3c
= product label
Analysis
(compared with
Strepsils) based
on Amoxicillin 4 =
product label; 6 =
own analysis;
Shuy
Own analysis
Own analysis
based on reading
notes 14
Own analysis
Own analysis
based on Shuy’s
paper, class notes
40 on implicature

Direct quotation, own
wording

Direct quotation, own
wording

Extraction of words
and own wording (x2)

looked at the
‘imperative’ feature

Direct quotation (x3),
Own wordings (x3)

Direct quotation,
extraction of words
and own wording, own
wording

Own wording
Own wording

Own wording
Indirect quotation,
extraction of words
and own wording

657

36

91
37

38

39
40a-c

41
42

43-44
45
46-47
48
49

50

51
52a-d

Discussion of
examples in
lesson 2
(transcription p.
27)
Own analysis
Metadiscourse

Extraction of words
and own wording

Teacher’s talk p.
20 lesson 2
transcription
Own analysis
Mind map GHD
styler 1, 4 =
product labels;
own analysis
Own analysis
Analysis based on
contribution by
classmate Discussion of
examples in
lesson 2
(transcription p.
27)
Product label (x2)

Extraction of words
and own wording

Analysed based
on Shuy
Own analysis (x2)
Product label
Energy efficient
centrifugal fan 4 =
product label
Analysis based on
Energy efficient
centrifugal fan 4a
= product label
Product label
Analysis based on
Mind map Energy

Own wording
Own wording

Interdiscursivity.
The student chose
the same category
of warning labels
(i.e. electrical
appliances) as
discussed during
lesson 2.

Own wordings
Direct quotation (x2),
own wording

Own wordings
Extraction of key
words and own
wording

The student made a
similar point that her
classmate made
during discussion in
class

Extraction of words
and own wording (x2)
Own wording
Own wordings (x2)
Direct quotation and
indirect quotation
Direct quotation and
indirect quotation
Own wording

Direct and indirect
quotation
Extraction of words
and own wording (x4)

The student put
forward a similar
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53
54
55a-b
56a-c

57

58

59a-b
60a-b
61
62

no. 3 = Shuy,
class discussion of
examples; 5 =
product label, 5b =
Shuy; class notes
39 on ‘flout’
Metadiscourse
Own analysis
Product label, own
analysis
Product label (x2),
Analysis based on
Tesco Basics
Microwave 2d, 2e
= product labels
Own analysis
based on Shuy p.
296-7
Shuy p. 297

Product label, own
analysis
Analysis based on
class notes 39, 40
Product label
Analysis based on
Energy 3 = Shuy,
class discussion of
examples

63a-c

Analysis based on
Shuy p. 296 3rd
paragraph,
reading notes 15,
class notes 39

64

Analysis based on
Shuy
Shuy p. 297

65
66a-b

67

Analysis based on
Class notes 39,
Shuy p. 296-7
Product label

argument that the
teacher made
during discussion in
class

Own wording
Own wording
Direct quotation, own
wordings
Direct quotation (x2),
extraction of words
and own wording

Own wording

(given-new contract)

Direct quotation

The teacher recited
the direct quotation
during the lesson.

Direct quotation, own
wordings
Extraction of words
and own wording (x2)
Direct quotation
Extraction of words
and own wording

Interdiscursivity.
The student put
forward a similar
argument that the
teacher made
during discussion in
class
Indirect quotation,
The student
extraction of key words continued to focus
and own wording (x2)
on
‘unambiguousness’
and hence kept
referring to the
manner maxim
mentioned in Shuy
Own wording
Direct and indirect
quotation
Extraction of words,
own wording
Direct quotation
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68a-c

69

70
71

72
73

Microwave 3b =
reading notes;
Shuy p. 296-7,
class notes 39
Own analysis
based on reading
notes 18
Shuy p. 297
Tesco 1 = C&D
reading notes,
lesson 1 talks,
Shuy reading
notes
Own analysis
C&D p. 201
(wrong page
reference in the
draft)

Indirect quotation,
extraction of words,
own wording
Extraction of words
and own wording
Direct and indirect
quotation
Extraction of key
words and own
wording

Own wording
Direct quotation

The student
confused ambiguity
in warning labels
with ambiguity in
legal writing. While
warning labels are
written to satisfy
government
regulations, the
readers of the labels
are laymen. Hence
comprehensibility is
most important in
warning labels
where unambiguous
is one of the
elements (Shuy p.
293). On the other
hand, the main
features of legal
writing are precise
and unambiguous
amongst legal
professionals,
where
comprehensibility
for laymen is not
considered at all
(C&D p. 194). As
such, it’s
inappropriate to
quote Crystal &
Davy which focused
on legal writing from
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74

75

76a-b

77
78
79
80
81
82a-c

Analysis based on
Tesco 1 = C&D
reading notes,
lesson 1 talk, Shuy
reading notes
C&D p. 194
(wrong page
reference in the
draft)
Lesson 1
transcription p. 13,
own analysis

Extraction of words
and own wording

C&D p. 193
Own analysis
Shuy p. 296
Own analysis
Own analysis
Tesco 1 = C&D
reading notes,
lesson 1 talk, Shuy
reading notes;
Shuy, own
analysis

Direct quotation
Own wording
Indirect quotation
Own wording
Own wording
Extraction of words
(x2), own wording

professional point of
view.
Point irrelevant

Indirect quotation

Point irrelevant

Indirect quotation, own
interpretation

There was
miscommunication
here as C&D did not
argue ‘the
deficiency of
punctuation is to
avoid ambiguity’.
The
miscommunication
started when the
student answered
the teacher’s query
during class about
what C&D said
about the lack of
punctuation in legal
documents. The
student said it can
lead to ambiguity.
The teacher
concurred without
referring to C&D but
talked about the
point generally.
However, the
student put it into
the essay as an
indirect quotation.
Point irrelevant
Point irrelevant
Point irrelevant
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83
84

Own analysis
Shuy

Own wording
Indirect quotation

85a-b

Product label,
Own analysis
Analysis based on
Shuy
Shuy p. 296 –
relevant, own
analysis
Analysis based on
Shuy
Analysis based on
class notes 39
Own analysis
Metadiscourse
based on Grice,
Shuy

Extraction of words,
own wording
Extraction of words
and own wording
Indirect quotation, own
wording

86
87a-b

92
88
89
93

The student did not
use the wording in
Shuy p. 293, but
instead used her
own wordings in
reading notes 8
which failed to
convey the original
meaning in the set
reading in the first
place.

Extraction of words
and own wording
Extraction of words
and own wording
Own wording
Extraction of key
words and own
wording (x2)
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8.49 Appendix 47: Table of analysis of Y1’s final version for
first assignment

CP

Intertextual
source(s)
Own analysis,
lesson 2 class
notes 23
(transcription p. 7)
Own analysis
Shuy p. 292 –
teacher’s comments
on draft essay (full
definition of a
warning)
Lesson 2 class
notes 2
(transcription p. 2)
Class notes 25a, 26
– teacher’s
comments on draft
essay (full definition
of a warning)

Intertextual
representation
Extraction of
words/terminology,
own wording

Comments

Own wording
Direct quotation

Deleted by teacher
Added

Extraction of words
(author name and
book title)
Extraction of key
words and own
wording (x2)

Deleted by teacher

4

Metadiscourse
based on Shuy

5

Metadiscourse
based on set
reading Shuy

6

Metadiscourse
based on set
reading Shuy
Metadiscourse (x4)
– teacher’s
comments on
features and
structure of paper
Assignment talk in
lesson 2
(transcription p. 29)

Extraction of key
words and own
wording
Extraction of key
words and own
wording (author
name and title of
set reading)
Extraction of key
words and own
wording
Own wording (x4)

1

2
New 2

3

New
3a-b

New
6a-d

7

8

Shuy reading notes
15

Unchanged

Added. The student
had a typo if the
source was from
class notes – ‘hearer’
instead of ‘speaker’.
Without attribution
Unchanged

Amended on own
initiative

Deleted – because of
reference to Grice’s
maxims
Added

Own wording

Meet requirement.
Amended on own
initiative

Own wording

Amended on own
initiative – The
663

9

Reading notes 15
(teacher’s
comments to delete
Grice)

Direct and indirect
quotation

10

strepsils no. 7 =
reading notes 9, 10,
15, 20

Indirect quotation

11

Shuy

Indirect quotation

12

Shuy p. 296 3rd
paragraph

Indirect quotation

student missed the
point that the most
important feature for
a good warning label
is comprehensibility
(Shuy p. 293).
Unambiguous is only
one of the
components of
comprehensibility.
Shuy reading notes 7
and 8 showed that
the student did not
see
‘comprehensibility’ as
the focus of a
warning label. In
addition, the student
related ‘manner’ in p.
293 (reading notes 8)
to the manner maxim
in reading notes 15
(Shuy p. 296) and
kept using it as the
main argument
Amended – deletion
of reference to
Grice’s maxims.
Because the student
mistaken
‘unambiguousness’ /
the manner maxim as
the main feature, she
kept using it as the
main argument.
Unchanged – The
student used
‘assumption’, missed
‘infer’ as key word of
the reading.
Unchanged – The
student continued to
focus on
‘unambiguousness’
as the major feature
of warning label
Unchanged

664

13a-b

Reading notes 9,
Shuy p. 296 3rd
paragraph

Extraction of
words, extraction
of words and own
wording

14

Own analysis

Own wording

15, 90

Metadiscourse (x2)

Own wording (x2)

16

Metadiscourse

Own wording

17

Own analysis

Own wording

18

Metadiscourse –
teacher’s highlight
to reword
Own analysis –
teacher’s highlight
19 to rephrase

Own wording

Own analysis
metadiscourse
Product label, Mind
maps Strepsils no.
2a, 2b, 2e,
Amoxicillin no. 2c,
10 (x4)
Product label,
analysis based on

Own wording (x2)
Own wording
Direct quotation
(x1), extraction of
words and own
wording (x4)

19-20

21-22
23
24

25a-b

Own wording (x2)

Direct quotation,
own wordings

Unchanged – The
student missed the
mark of the argument
in the article (i.e. the
association between
tampon use and TSS
wasn’t made explicit
until quite late in the
warning label rather
than did not make the
association explicitly
at all). In addition,
the student missed
the key word
‘assume’ instead of
‘infer’ as used in the
article.
Unchanged – Used
‘assume’ instead of
‘infer’.
Unchanged – The
student chose the
same category of
warning labels (i.e.
over-the-counter
medicine) as
discussed during
lesson 2.
Interdiscursivity.
Amended on own
initiative.
Interdiscursivity.
Amended on own
initiative
Amended

Amended by
rewording and
combining the two
sentences
Unchanged
Unchanged
Unchanged

Unchanged
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26

27
28

29a-b,
30a-b
31a-c

32
33

34
New
34a-b

35a-b

New
35a-b

Amoxicillin no. 2d =
analysis based on
Shuy
Analysis based on
Mind map Strepsils
no. 12 = class
discussion of
examples;
Amoxicillin no. 2d =
analysis based on
Shuy – teacher’s
highlight to reword
Product label, Own
analysis
Product label, Own
analysis – teacher’s
highlight to reword
Product label (x2),
Own analysis (x2)
Analysis (compared
with Strepsils)
based on
Amoxicillin 4, 6,
Shuy
Own analysis
Own analysis based
on reading notes 14
– teacher’s highlight
to rephrase
Own analysis
Product label,
analysis based on
Shuy’s good
warning conditions
– teacher’s
comment for more
examples
Analysis based on
Shuy’s paper and
class notes 40 on
implicature
Analysis based on
Shuy’s good
warning conditions,
discussion of
examples in lesson
2 (transcription p.
27), teacher’s

Extraction of key
words and own
wording (x2)

Amended. Looked at
the ‘imperative’
feature,

Direct quotation,
Own wording
Direct quotation,
Own wording

Unchanged

Direct quotation
(x2), Own wording
(x2)
Direct quotation,
extraction of words
and own wording,
own wording

Unchanged

Own wording
Own wording

Unchanged
Amended

Own wording
Direct quotation,
own wordings

Deleted
Added.
Interdiscursivity

Indirect quotation,
extraction of word

Deleted

Extraction of
words, own
wording

Added.
Interdiscursivity,

Amended

Unchanged

666

comment for more
examples
36
Discussion of
examples in lesson
2 (transcription p.
27)
New 36 Analysis based on
Shuy’s good
warning conditions,
teacher’s comment
for more examples
91
Own analysis
New 91 Own analysis based
on Shuy’s paper,
teacher’s comment
for more examples
New
Product label, Own
91a(i)- analysis, planning
(iii)
notes Amoxicillin 2,
teacher’s comment
for more examples
New
Product label, Own
91b(i)- analysis
(ii)
New
Product label,
91c(i)- planning notes
(iii)
Amoxicillin 3e, Shuy

Extraction of words Deleted
and own wording

Extraction of words Added
and own wording

Own wording
Indirect quotation

Deleted
Added

Direct quotation,
extraction of
words, Own
wording

Added

Direct quotation,
Own wording

Added

Added

Amended on own
initiative
Amended. The
student made a
similar point that her

New
91d

Analysis based on
Shuy

37

Metadiscourse

Direct quotation
(x1), extraction of
words and own
wording (x2)
Extraction of key
words and own
wording
Own wording

38

Lesson 2
transcription p. 20
Own analysis
Mind map GHD
styler 1, 4, own
analysis
Own analysis

Own wordings

39
40a-c

41
42

Analysis based on
contribution by
classmate -

Added

Unchanged – The
student chose the
same category of
warning labels (i.e.
electrical appliances)
as discussed during
lesson 2.
Interdiscursivity,
Extraction of words Unchanged
and own wording
Own wording
Unchanged
Direct quotation
Unchanged
(x2), own wording

Extraction of key
words and own
wording

667

43-44

45

Discussion of
examples in lesson
2 (transcription p.
27), teacher’s
highlight to reword
Product label (x2)

Analysis based on
Shuy
46
Own analysis
47
Own analysis –
teacher’s comment
‘finding hard to
follow’
48-51
Own analysis –
teacher’s comment
‘finding hard to
follow’
New
Product label,
48a-c
planning notes
Energy 1, Own
analysis, teacher’s
comment ‘finding
hard to follow’
New 49 Own analysis –
teacher’s comment
‘finding hard to
follow’
New
Product label,
50a-d
planning notes
Energy 4, 4a, own
analysis
New
Product label, own
51a-b
analysis
52
Mind map Energy
no. 3, 5a;
discussion of
examples in lesson
2 (transcription p.
28); class notes 39
on ‘flout’
New 52 Own analysis,
teacher’s comment
‘finding hard to
follow’
53
Metadiscourse
54
Own analysis –
teacher’s comment

classmate made
during discussion in
class
Actual – extraction
of words and own
wording (x2)
Own wording

Unchanged

Own wordings
Own wordings

Unchanged
Amended.

Own wordings

Deleted

Actual – direct
quotation,
extraction of
words, Own
wording

Added

Own wordings

Added

Direct quotation,
own wording (x3)

Added

Direct quotation,
own wording
Extraction of key
words

Added

Own wording

Added

Own wording
Own wording

Deleted
Amended.

Unchanged

Deleted. The student
put forward a similar
argument that the
teacher made during
discussion in class
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55
56a-c

New a

New
b(i)-(ii)
New c
New
d(i)-(ii)
New eg
57

‘warning is hard to
find?’
Own analysis
Product label,
analysis based on
Tesco 2d, 2e –
teacher’s comment
‘warning is hard to
find?’
Own analysis,
teacher’s comment
‘warning is hard to
find?’
Product label, own
analysis
Analysis based on
Shuy
Product label, own
analysis
Own analysis (x3)

Own wording
Direct quotation,
own wording (x2)

Deleted
Amended.

Own wording

Added

Direct quotation,
own wording
Extraction of words
and own wording
Direct quotation,
own wording
Own wordings (x3)

Added

Own analysis based Own wording
on Shuy p. 296-7

58

Shuy p. 297

Direct quotation

59a-b

Product label, own
analysis
Analysis based on
Shuy – teacher’s
comment ‘don’t use
flouting – use Shuy
on inferring’
61a – own analysis

Direct quotation,
own wording
Indirect quotation

60

61 split
into
61a,
61b
62 split
into
62a,
62b

63a-c

61b – Product label
62a – own analysis
62b – analysis
based on
discussion of
examples in lesson
2 (transcription p.
28)
Analysis based on
Shuy p. 296 3rd
paragraph, reading
notes 15, own

Added
Added
Added
Amended on own
initiative (given-new
contract)
Unchanged. The
teacher recited the
direct quotation
during the lesson.
Amended on own
initiative
Amended

61a own wording
61b direct
quotation

Amended on own
initiative

62a Own wording
62b Extraction of
words and own
wording

Amended on own
initiative. The student
put forward a similar
argument that the
teacher made during
discussion in class.
Interdiscursivity.
Amended - The
student deleted the
reference to ‘flout’
and the ‘manner’

Indirect quotation,
extraction of key
words, own
wording

669

64
65

analysis, teacher’s
comment ‘don’t use
flouting – use Shuy
on inferring’
Analysis based on
Shuy
Shuy p. 297

66a
Own analysis,
and 67 product label –
merged teacher’s highlight
to rephrase
66b
Shuy p. 296-7
68
Shuy p. 296-7,
reading notes 18
69a-b

70
71

72

73

Analysis based on
reading notes 15,
20
Shuy p. 297

maxim, but replaced
with ‘implication’.

Own wording

Unchanged

Direct and indirect
quotation
Direct quotation,
own wording

Unchanged

Own wording
Indirect quotation,
extraction of words
and own wording
Extraction of words
and own wording
(x2)
Direct and indirect
quotation
Extraction of words
and own wording

Unchanged
Amended on own
initiative.

Analysis based on
Tesco 1 = C&D
reading notes,
lesson 1 talks, Shuy
reading notes
Analysis based on
Extraction of words
C&D p. 200-201 –
and own wording
teacher’s highlight
to rephrase
C&D p. 201 (wrong Direct quotation
page reference in
the draft)

Amended – deletion
of ‘flouting’

Amended on own
initiative.
Unchanged
Amended on own
initiative.

Amended

Unchanged – The
student confused
ambiguity in warning
labels with ambiguity
in legal writing. While
warning labels are
written to satisfy
government
regulations, the
readers of the labels
are laymen. Hence
comprehensibility is
most important in
warning labels where
unambiguous is one
of the elements (Shuy
p. 293). On the other
hand, the main
features of legal
writing are precise
670

74

75

76a-b

77

and unambiguous
amongst legal
professionals, where
comprehensibility for
laymen is not
considered at all
(C&D p. 194). As
such, it’s
inappropriate to quote
Crystal & Davy which
focused on legal
writing from
professional point of
view.
Extraction of words Unchanged – Point
and own wording
irrelevant

Analysis based on
Tesco 1 = C&D
reading notes,
lesson 1 talks, Shuy
reading notes
C&D p. 194 (wrong Indirect quotation
page reference in
the draft)
Lesson 1
Indirect quotation,
transcription p. 13,
own wording
own analysis

C&D p. 193

Direct quotation

Unchanged – Point
irrelevant
Unchanged – There
was
miscommunication
here as C&D did not
argue ‘the deficiency
of punctuation is to
avoid ambiguity’. The
miscommunication
started when the
student answered the
teacher’s query
during class about
what C&D said about
the lack of
punctuation in legal
documents. The
student said it can
lead to ambiguity.
The teacher
concurred without
referring to C&D but
talked about the point
generally. However,
the student put it into
the essay as an
indirect quotation.
Unchanged – Point
irrelevant
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78

79

80

81
82a-b

Own analysis,
teacher’s comment
‘but does it? Give
an example’
Reading notes 15,
Shuy p. 296,
teacher’s comment
‘but does it? Give
an example’
Own analysis,
teacher’s comment
‘but does it? Give
an example’
Own analysis

Own wording

Amended – Point
irrelevant

Indirect quotation

Deleted

Own wording

Deleted – Point
irrelevant

Own wording

Amended on own
initiative.
Extraction of words Amended on own
(x2), own wording
initiative.

a-b

Tesco 1 = C&D
reading notes,
lesson 1 talks, Shuy
reading notes,
Shuy, own analysis
Own analysis (x2)
Own wording (x2)

83

Own analysis

Own wording

84

Reading notes 8

Indirect quotation

85

Product label, own
analysis

86

Extraction of
words, own
wording
Extraction of words Amended on own
and own wording
initiative.
Direct quotation,
Amended
indirect quotation,
own wording

Analysis based on
Shuy
Product label, Shuy
p. 296 – relevant,
own analysis,
teacher’s comments
‘give an example’
Analysis based on
Extraction of words Amended
Shuy – teacher’s
and own wording
example ‘what do
you mean the
actual language’

87a-c

92

Added on own
initiative
Amended on own
initiative.
Amended on own
initiative. The student
did not use the
wording in Shuy p.
293, but instead used
her own wordings in
reading notes 8 which
failed to convey the
original meaning in
the set reading in the
first place.
Amended on own
initiative.

672

88

Lesson notes 39

89
93

Own analysis
Metadiscourse
based on Shuy

Extraction of words Deleted because it
included flouting
Own wording
Unchanged
Extraction of key
Amended
words and own
wording
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8.50 Appendix 48: Table of analysis of Y2’s first assignment

CP
1
2
3
4
5
6
7

8a-b
9
10a-e

11
12a-c
13
14a-b
15a-b

16
17
18a-b

19

Intertextual source(s)
Metadiscourse based
on Gibbons
The Verge (2016)
Own analysis based
on C&D
Channel 4 news
Metadiscourse based
on Gibbons
C&D
Own analysis based
on teacher’s email
reply
Gibbons,
metadiscourse
Own analysis based
on Gibbons and C&D
Product label,
teacher’s reply email,
planning notes 4b =
lesson 1 class notes
30d, 4c = Gibbons;
own analysis
C&D
Gibbons, product
label, own analysis
Gibbons
Product label, own
analysis
Product label, own
analysis based on
Gibbons
Own analysis based
on Gibbons
Planning notes 4e =
own analysis
Planning notes 6e =
product label, own
analysis based on 4e
= own analysis
Own analysis based
on planning notes 4e
= own analysis

Intertextual representation
Extraction of words and
own wording
Indirect quotation
Extraction of a key word
and own wording
Indirect quotation
Own wording

Comments

Indirect quotation
Extraction of words and
own wording
Indirect quotation, own
wording
Extraction ofwords and
own wording (x2)
Actual – extraction of key
words (x4), Own wording

Direct and indirect
quotation
Indirect quotation, own
wording (x2)
Indirect quotation
Direct quotation, own
wording
Extraction of words and
own wording, own wording
Extraction of words and
own wording
Extraction of words and
own wording
Extraction of words, own
wording

Extraction of words and
own wording
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20

21
22a-c

23
24a-b
25a-b
26-27
28
29a-b
30

31
32a-b

33-35
36-38
39-41
42
43
44
45a-b

46-47
48a-b

Analysis based on
lesson 2 class notes
42a
Analysis based on
Gibbons
Product label,
Metadiscourse, own
analysis
Own analysis based
on Shuy
Teacher’s email
reply, own analysis
Product label, own
analysis
Own analysis (x2)
Gibbons
Product label, own
analysis
Own analysis based
on planning notes 4a
= product label,
lesson 1 class notes
30a, 31; lesson 1
class notes 31
Gibbons
Product label, own
analysis based on
planning notes 6f =
2nd lesson
Analysis based on
Oxford dictionary (x3)
Analysis based on
Gibbons (x3)
Own analysis (x3)
C&D
Analysis based on
Gibbons
C&D
Product label,
analysis based on
planning notes 6b =
analysis based on
C&D
Own analysis (x2)
Product label,
analysis based on
planning notes 6b =

Own wording

Extraction of words and
own wording
Extraction of words, own
wording (x2)
Own wording
Extraction of words, own
wording
Extraction of words, Own
wording
Own wording (x2)
Indirect quotation
Direct quotation, Own
wording
Extraction of words and
own wording (x2)

Indirect quotation
Direct quotation, own
wording

Direct quotation and own
wording (x3)
Own wording (x3)
Own wording (x3)
Direct quotation and
indirect quotation
Extraction of words and
own wording
Direct quotation and
indirect quotation
Direct quotation, own
wording

Own wording (x2)
Direct quotation, own
wording

675

49
50

51a-c

52
53a-b

54
55
56a-b

57
58a-b
59
60
61a-b
62
63a-b
64
65
66
67a-b

68
69

analysis based on
C&D
Own analysis
Product label,
planning notes 6f =
2nd lesson; analysis
based on Shuy
planning notes 4f/6c
= lesson 1 class
notes 26; lesson 2
class notes 25, own
analysis
C&D
Product label,
analysis based on
planning notes 4f/6c
= lesson 1 class
notes 26
Analysis based on
C&D
Product label
Analysis based on
4f/6c = lesson 1 class
notes 26; 4h/5d =
C&D
Analysis based on
Gibbons
Product label, own
analysis
Analysis based on
Gibbons
Shuy
Lesson 2, analysis
based on C&D
Shuy
Product label, Own
analysis
Product label
Product label
Analysis based on
Grice
Product label,
Analysis based on
Grice
Analysis based on
Grice
Analysis based on
Shuy

Own wording
Direct quotation, extraction
of words, extraction of
words and own wording
Extraction of key words
(x2), own wording

Direct quotation and
indirect quotation
Direct quotation, extraction
of words and own wording

Own wording
Direct quotation
Extraction of words and
own wording (x2)

Indirect quotation and own
wording
Direct quotation, own
wording
Own wording
Indirect quotation
Extraction of words, own
wording
Direct quotation
Extraction of words, own
wording
Direct quotation
Direct quotation
Extraction of words and
own wording
Direct quotation, extraction
of words and own wording
Extraction of key words
and own wording
Extraction of key words
and own wording

676

70a-b
71
72
73
74
75
76
77
78-80
81
82
83a-b

84a-b
85
86
87
88a-b

Product label, own
analysis
Product label
Analysis based on
Grice
Analysis based on
Shuy
Metadiscourse based
on Shuy/C&D
Analysis based on
C&D
Own analysis
Product label
Own analysis
Product label
Own analysis
Product label,
analysis based on
Shuy/C&D
Product label, own
analysis
Own analysis
Analysis based on
oxford dictionary
Own analysis
Product label, own
analysis

Direct quotation, own
wording
Direct quotation and own
wording
Extraction of words and
own wording
Extraction of words and
own wording
Extraction of words and
own wording
Extraction of words and
own wording
Own wording
Direct quotation
Own wording
Direct quotation
Own wording
Direct quotation, extraction
of words and own wording
Direct quotation, Own
wording
Own wording
Direct quotation and own
wording
Own wording
Extraction of words, own
wording

677

8.51 Appendix 49: Table of analysis of Y3’s first assignment

CP

Intertextual source(s)

1a(i)-(ii)

Metadiscourse,
assignment talk
Own analysis,
assignment talk
Planning notes 8 =
2nd lesson class
notes 19
Tiersma note 38 and
planning notes 20b =
2nd lesson class
notes 26
Planning notes 23a-e
(x5) = lesson handout

1b(i)-(ii)
1c

2a-b

3a(i)-(v)

3b
3c(i)-(ii)
3d
4-5

6a(i)-(ii)
6b
6c
7a-b

8

9a-b
10
11a(i)-(iii)

metadiscourse
Metadiscourse,
assignment talk
Own analysis
Analysis based on
Tiersma p. 60-61 (x2)

Intertextual
representation
Extraction of words,
own wording
Extraction of words,
own wording
Extraction of words
and own wording

Comments

Extraction of words
and own wording (x2)

Without
attribution

Extraction of words,
extraction of words
and own wording
(x2), direct copying
(2)
Own wording
Extraction of words,
own wording
Own wording
Extraction of key
word and own
wording (x2)
Direct quotation, Own
wording
Own wording
Direct quotation
Extraction of words
and own wording (x2)

Product label, Own
analysis
Own analysis
Product label
Analysis based on
planning notes 26c =
lesson handout, 26g
= own analysis
Analysis based on
Extraction of words
planning notes 12 =
and own wording
2nd lesson class
notes 20
Shuy, 2nd lesson talks Extraction of words,
indirect quotation
Shuy
Indirect quotation
Product label,
Direct quotation,
analysis based on
extraction ofwords
planning notes 7b =
and own wording (x2)
Shuy, 12 = 2nd lesson
class notes 20

Without
attribution

Without
attribution

Without
attribution

Without
attribution

Without
attribution
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11b

Product label

11c
12

Own analysis
Analysis based on
planning notes 23c =
lesson handout
Analysis based on
Tiersma notes 54
Product label
Analysis based on
planning notes 26d, f
= lesson handout
Analysis based on
planning notes 9 =
2nd lesson class
notes 22a, 20e = 2nd
lesson class notes 26
Own analysis
Tiersma notes 45,
planning notes 9 =
2nd lesson class
notes 22a, own
analysis
Product label,
analysis based on
planning notes 23d =
lesson handout
Analysis based on
planning notes 12 =
2nd lesson class
notes 20, 23b =
lesson handout
Product label,
analysis based on
planning notes 20e =
2nd lecture notes 26;
23b, d = lesson
handout
Analysis based on
planning notes 20a =
2nd lesson class
notes 26, 23d =
lesson handout
Own analysis
Product label
Own analysis
Analysis based on
planning notes 23d =
lesson handout

13a
13b
14a-b

15a(i)-(ii)

15b
16a(i)-(iii)

16b(i)-(ii)

16c(i)-(ii)

17(i)-(iv)

18a(i)-(ii)

18b
18c
19
20

Actual - Direct
quotation
Own wording
Extraction of words
and own wording

Without
attribution

Extraction of words
and own wording
Direct quotation
Extraction of words
and own wording (x2)

Without
attribution

Extraction of words
and own wording (x2)

Without
attribution

Without
attribution

Own wording
Direct quotation,
extraction of key
word, own wording

Direct quotation, own
wording

Extraction of words
and own wording (x2)

Without
attribution

Direct quotation,
extraction of words
and own wording
(x3),

Without
attribution
Interdiscursive

Extraction of words
and own wording (x2)

Without
attribution
Interdiscursive

Own wording
Direct quotation
Own wording
Extraction of words
and own wording

Without
attribution
Interdiscursive
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21a
21b
22
23

24a(i)-(iv)

24b
24c(i)-(iii)

24d
25(i)-(ii)

26(i)-(iii)

27a-b
28(i)-(ii)

29

30

31a(i)-(iv)

Own analysis
Product label
Analysis based on
Shuy
Analysis based on
planning notes 20e =
2nd lesson class
notes 26
Product label,
analysis based on
planning notes 9 =
2nd lesson class
notes 22a, 23b, c =
lesson handout
Product label
Product label,
analysis based on
planning notes 7b =
Shuy, 9 = 2nd lesson
class notes 22a, 12 =
2nd lesson class
notes 20
Product label
Analysis based on
Tiersma notes 38,
Shuy
Analysis based on
planning notes 7b =
Shuy, 12 = 2nd lesson
class notes 20,
product label
Analysis based on
planning notes 9 (x2)
Analysis based on
Shuy, Tiersma notes
41
Own analysis

Own wording
Direct quotation
Extraction of words
and own wording
Extraction of words
and own wording

Interdiscursive

Direct quotation,
extraction of words
and own wording (x3)

Without
attribution
Interdiscursive

Direct quotation
Direct quotation,
extraction of words
and own wording (x3)

Without
attribution

Analysis based on
planning notes 26c =
lesson handout
Analysis based on
planning notes 8 =
2nd lesson class
notes 19, 9 = 2nd
lesson class notes
22a, Tiersma notes
49, 51

Own wording

Direct quotation
Indirect quotation,
own wording
Extraction of words
and own wording
(x2), direct quotation,

Without
attribution

Attributed to
Shuy but not
Tiersma.
Without
attribution
Interdiscursive

Own wording (x2)
Extraction of words
and own wording (x2)
Own wording

Without
attribution
Interdiscursive
Interdiscursive
from common
knowledge

Extraction of key
word and own
wording (x4)
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31b
31c
32a
32b
33(i)-(iii)

34a(i)-(iii)

34b
35a-b

36a(i)-(iv)

36b
37

37a
37b
38
38a

38b
39-41
42
43a-b

metadiscourse
Common knowledge
Analysis based on
Shuy
Product label
Analysis based on
planning notes 8 =
2nd lesson class
notes 19, 24b = own
analysis, Tiersma
notes 52a
Analysis based on
Tiersma notes 44a,
44c, 51
Product label
Analysis based on
planning notes 8 =
2nd lesson class
notes 19, 9 = 2nd
lesson class notes
22a
Product label,
analysis based on
Shuy, planning notes
8 = 2nd lesson class
notes 19, Tiersma
notes 35
Product label
Analysis based on
planning notes 20e =
2nd lesson class
notes 26
Analysis based on
Tiersma
Product label
Analysis based on
Tiersma notes 44b
Analysis based on
Shuy

Own wording
Own wording
Own wording

Product label
Own analysis
Analysis based on
Shuy
Analysis based on
planning notes 12 =
2nd lesson class
notes 20, 20e = 2nd
lesson class notes 26

Direct quotation
Own wording
indirect quotation

Without
attribution

Direct quotation
Extraction of words
and own wording (x3)

Extraction of key
word and own
wording (x3)
Direct quotation
Actual – extraction of
key word and own
wording (x2)

Direct quotation,
extraction of words
and own wording (x3)

Direct quotation
Extraction of words
and own wording

Without
attribution
Interdiscursive

Own wording
Direct quotation
Extraction of words
and own wording
Extraction of words
and own wording

Extraction of words
and own wording (x2)

Without
attribution,
interdiscursive

Without
attribution
Without
attribution
Interdiscursive
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44
45

Shuy
Analysis based on
Shuy
Own analysis
Product label
Own analysis
Analysis based on
Tiersma notes 38,
planning notes 8 =
2nd lesson class
notes 19
metadiscourse
Analysis based on
Tiersma notes 51
Product label
Own analysis
Analysis based on
Tiersma notes 31b,
49
Own analysis
Analysis based on
Shuy
Own analysis
Analysis based on
Tiersma notes 38

Indirect quotation
Extraction of words
and own wording
Own wording
Direct quotation
Own wording
extraction of key
words and own
wording (x2),

55-56
57a

Own analysis
Shuy

Own wording
Extraction of words
and own wording

57b
58a

Own analysis
Analysis based on
Shuy

Own wording
Extraction of words
and own wording

58b
59a(i)-(ii)

Product label
Analysis based on
Tiersma notes 38,
53b
Own analysis
Product label
Product label
Analysis based on
Tiersma notes 40
Gibbons
Analysis based on
Gibbons, Tiersma
notes 38
Product label

Direct quotation
Indirect quotation,
own wording

46a
46b
47
48a(i)-(ii)

48b
48c
48d
49
50a-b

51
52
53
54

59b
59c
59d
60
61
62a(i)-(ii)

62b

Without
attribution,
Interdiscursive

Own wording
Extraction of words
and own wording
Direct quotation
Own wording
Extraction of words
and own wording (x2)
Own wording
Extraction of words
and own wording
Own wording
Indirect quotation and
own wording

Own wording
Own wording
Direct quotation
Own wording
Indirect quotation
Extraction of words
and own wording (x2)

Without
attribution,
Interdiscursive
Without
attribution,
Interdiscursive
Without
attribution,
Interdiscursive
Without
attribution,
Interdiscursive

Without
attribution
Without
attribution

Direct quotation
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63a-b

64-65
66a-b

67
68a-c

69
70
71

Analysis based on
planning notes 26d =
lesson handout, Shuy
Own analysis
Analysis based on
planning notes 8 =
2nd lesson class
notes 19, Tiersma
notes 38
Own analysis
Analysis based on
Shuy, planning notes
26d, 23e = lesson
handout
Analysis based on
Shuy
Tiersma notes 38
Own analysis

Extraction of words
and own wording (x2)
Own wording
Extraction of key
words and own
wording (x2)

Without
attribution

Own wording
Actual – extraction of
key words and own
wording (x3)

Without
attribution

Own wording
Indirect quotation
Own wording
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assignment
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8.53 Appendix 51: Table of analysis of Y1’s draft paragraph
for second assignment

CP
1
2a-b

3
4
5a-b

6a-b

7
8

Intertextual
source(s)
Reading notes 3
(Nolan p. 1)
Reading notes 6,
6a (Nolan p. 1)
Nolan p. 1, 2nd
paragraph
Analysis based on
Nolan
Nolan p. 2, 1st
paragraph, own
interpretation

Reading notes 26,
29 (Nolan p. 3 –
2nd paragraph)
Nolan
Reading notes 19

9a-b

Reading notes 20,
21
10a-b Reading notes 24,
26
11
Nolan p. 5 – 1st
paragraph
12
Analysis based on
Nolan p. 9, 2nd
paragraph
13
Reading notes 33,
own interpretation

14

Reading notes 39
(p. 9, 2nd

Intertextual
representation
Extraction of words and
own wording
Extraction of key words,
extraction of words and
own wording
Direct quotation
Extraction of words and
own wording
Own wording, direct
quotation

Extraction of words and
own wording (x2)

Comments

Misunderstood set
reading and
missed
explanations in
lesson 7
(transcription p.
18-19)
own interpretation

Indirect quotation
Extraction of words and
own wording
Extraction of words and
own wording (x2)
Extraction of words and
own wording (x2)
Direct quotation
Extraction of words and
own wording
Extraction of words, own Misunderstood set
wording
reading and
missed
explanations in
lesson 7
(transcription p.
18-19)
Extraction of words, own
wording
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15
16

paragraph), own
interpretation
Reading notes 39a
Analysis based on
Nolan

Extraction of words and
own wording
Extraction of words and
own wording
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688

689
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8.55 Appendix 53: Table of analysis of Y1’s initial draft of
second assignment

CP
44

45-47
48

49

Intertextual
source(s)
Metadiscourse
based on
assignment
guidelines
Own analysis (x3)
Metadiscourse
based on set
readings
Reading notes 3
(Nolan p. 1)

50a-b

Reading notes 6,
6a (Nolan p. 1)

51

Nolan p. 1, 2nd
paragraph
Analysis based
on Nolan
Nolan p. 2, 1st
paragraph, own
analysis
Reading notes 26
(Nolan p. 3 – 2nd
paragraph)
Nolan p. 5 – 1st
paragraph
Coulthard p. 432
Own analysis
Coulthard p. 432
Nolan
Reading notes 19
(Nolan)

52
53a-b

54

55
56
57
58
59
60

61

Reading notes 20
(Nolan)

62

Reading notes 21
(Nolan)

63a-b

Reading notes
24, 26 (Nolan)

Intertextual
representation
Extraction of words
and own wording

Own wording (x3)
Actual – extraction of
words and own
wording
Actual – extraction of
key words and own
wording
Actual – extraction of
words, extraction of
words and own
wording
Direct quotation

Comments

Amended by teacher
in draft paragraphs
(x6)

Extraction of words
and own wording
Own wording, direct
quotation
Extraction of words
and own wording
Direct quotation
Direct quotation
Own wording
Direct quotation
Indirect quotation
Extraction of key
words and own
wording
Extraction of key
words and own
wording
Extraction of key
words and own
wording
Extraction key words
and own wording (x2)

Added
Added
Amended by teacher
in draft paragraphs
(x6)
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64a-b

Nolan p. 9, own
analysis
Added by the
teacher based on
content in Lesson
7

Direct quotation, own
wording
Extraction of words
and teacher’s
wording

1a

Reading notes
39a (Nolan)

Extraction of words
and own wording

2

Added by the
teacher
Own analysis
Recap notes 15,
17, 18 (lesson 6)

Teacher’s wording

1

3
4a-c

5a-b

6
7
8a-b

9
9a
10a-b

11

12
13

14

Recap notes 3 &
4, analysis based
on lesson 6
Recap notes 5 &
6 (lesson 6)
Recap notes 7 &
8 & 9 (lesson 6)
Recap notes 10 &
11, lesson 6
(transcription p. 7)
Recap notes 13 &
14 (lesson 6)
Coulthard, p. 438
Class notes 5-8,
12 (lesson 6)

Added. Although the
teacher asked for
citation, the student
could not find the
exact wording in set
readings. In fact,
they were from
lesson 7
(transcription p. 5,
10, 12).
Amended under the
instruction of the
teacher
Added

Own wording
Indirect quotation,
extraction of words
and own wording,
own wording
Extraction of words
and own wording,
own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording (x2)

Extraction of words
and own wording
Direct quotation
Extraction of key
words and own
wording (x2)
Analysis based
Extraction of words
on recap notes 17 and own wording
(lesson 6)
Carter, p. 124
Indirect quotation
Analysis based
Indirect quotation and
on Komter and
own wording
Rock
HeatonDirect quotation
While it was
Armstrong and
presented as a direct
Wolchover, p. 165
quotation, it was
presented as an

692

in p. 51 Rock
2001

15
16
17
18a-b

19
20
21
22
23
24

25
26

27
28
29
29a
30

31

32
33

indirect quotation in
Rock p. 51. It should
be referenced as a
cited-in.

Analysis based
on A&J
Komter
Analysis based
on Komter p. 5
Komter p. 5, own
analysis

Indirect quotation and
own wording
Indirect quotation
Indirect quotation and
own wording
Indirect quotation and
own wording, direct
quotation
Komter p. 6, own Direct quotation, own
analysis
wording
Analysis based
Extraction of words
on Komter
and own wording
Komter p. 8
Direct quotation
without attribution
Analysis based
Indirect quotation and
on Komter
own wording
Rock p. 44
Indirect quotation
Rock, p. 44
Direct quotation
The first few words in
the direct quotation
should be ‘It is
often … asserted by
police, that witness
statements …’
instead of ‘Police
assume witness
statements …’
Komter
Indirect quotation
Coulthard (2000) Direct and indirect
The article did not
p. 419
quotation
appear in the
reference list
Analysis based
Indirect quotation and
on Rock p. 44-48 own wording
Rock p. 68-70
Indirect quotation
Metadiscourse
Own wording
Siegel p. 255
Direct quotation
Additional reading Extraction of words
notes 2, 3 (Siegel and own wording
p. 256)
Additional reading Extraction of words
notes 17, 19, 21
and own wording
(Siegel p. 274276)
Siegel p. 262
Indirect quotation
Siegel p. 262
Direct and indirect
quotation
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34

Additional reading Extraction of words
notes 9, 10
and own wording
(Siegel p. 263)

35
36

Siegel p. 263
Siegel p. 263

37

38
39

Direct quotation
Extraction of key
words and own
wording
Additional reading Extraction of key
notes 11a (Siegel words and own
p. 263)
wording

Siegel p. 275
Analysis based
on additional
reading notes for
16, 17 (Siegel p.
274)
Siegel p. 275
Additional reading
notes 18 (Siegel
p. 275)
Analysis based
on additional
reading notes 22
(Siegel p. 276)

Indirect quotation
Extraction of words
and own wording

43

Siegel p. 275

Direct and indirect
quotation

65
66

Metadiscourse
Summary based
on Nolan, A&J
Own analysis
Analysis based
on Siegel (x2)

Own wording
Extraction of words
and own wording
Own wording
Extraction of words
and own wording (x2)

40
41

42

67
68-69

While the set reading
said half of the
linguistics students
agreed, the essay
said ‘over half’

The student made a
mistake in 11a using
‘judges’ instead of
‘juries’ or ‘jurors’.
She made the same
mistake in the draft
essay.

Direct quotation
Extraction of words
and own wording
Extraction of words
and own wording

Without mentioning
that the studies’
results help juries by
hearing the reports,
the argument was
incomplete.
While it was
presented as an
indirect quotation
(even wrong year), it
was quoted in Siegel
p. 275. It should be
referenced as a
cited-in.
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8.56 Appendix 54: Table of analysis of Y1’s final version of
second assignment

CP
44

45-47
48

49
50a-b

51
52

53a-b

54

55
56
57
58
59
60
61
62
63

Intertextual
source(s)
Metadiscourse
based on
assignment handout
Own analysis (x3)
Metadiscourse
based on set
readings
Reading notes 3
(Nolan p. 1)
Reading notes 6, 6a
(Nolan p. 1)
Nolan p. 1, 2nd
paragraph
Analysis based on
Nolan
Nolan p. 2, 1st
paragraph, own
analysis
Reading notes 26
(Nolan p. 3 – 2nd
paragraph)
Nolan p. 5 – 1st
paragraph
Coulthard p. 432
Own analysis
Coulthard p. 432
Nolan
Reading notes 19
(Nolan)
Reading notes 20
(Nolan)
Reading notes 21
(Nolan)
Reading notes 24,
26 (Nolan)

Intertextual
representation
Extraction of words
and own wording

Comments
Unchanged

Own wording (x3)
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of key
words, extraction of
key words and own
wording
Direct quotation
Extraction of key
words and own
wording
Own wording, Direct
quotation
Extraction of words
and own wording
Direct quotation
Direct quotation
Own wording
Direct quotation
Indirect quotation
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of key
words and own
wording (x2)

Deleted by
teacher
Unchanged
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64a-b
1

1a
2
3
3a
4a-c

5
5a (i)-(ii)

5b
5c
7

7a
7b
8
8a
8b

Nolan p. 9, own
analysis
Added by the
teacher based on
content in lesson 7
Reading notes 39a
(Nolan)
Added by the
teacher
Own analysis
Metadiscourse
based on A&J
Recap notes 15, 17,
18 (lesson 6)

Analysis based on
lesson 6
Recap notes 25 &
27 (lesson 6), class
notes 12 (lesson 6)
Recap notes 26
(lesson 6)
Recap notes 28, 29,
30 (lesson 6)
Recap notes 7 & 8
& 9 (lesson 6)
Recap notes 34
(lesson 6)
Own analysis
Recap notes 39
(lesson 6)
Recap notes 37
(lesson 6)
Recap notes 38
(lesson 6)

6

Recap notes 3 & 4
& 6 (lesson 6)

6a

Lesson 6
(transcription p. 8)
recap notes 21, 23,
24 (lesson 6),
lesson 6
(transcription p. 8)
Recap notes 13 &14
(lesson 6)

6b (i)-(ii)

9

Direct quotation,
own wording
Extraction of words
and teacher’s
wording
Extraction of words
and own wording
Teacher’s wording

Further amended
Unchanged

Own wording
Extraction of words
and own wording
Indirect quotation,
extraction of words
and own wording,
own wording
Own wording

Amended
Added

Extraction of words
and own wording
(x2)
Extraction of words
and own wordings
(x2)

Amended 10 in
initial draft

Extraction of words
and own wording
Extraction of words
and own wording
Own wording
Own wording
Extraction of words
and own wording
Extraction of key
words and own
wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording,
own wording
Extraction of words
and own wording

Amended on
student’s own
initiative

Added. The
student missed
what the teacher
said.
Amended on
student’s own
initiative
Added

Amended 8 in
initial draft by
splitting it into 8
and 8a
Added.

Amended 5 and
6 in initial draft by
merging them.
Added.

Unchanged
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9a
9b
10
10a (i)-(ii)

11

12
12a
12b
12c (i)-(ii)

12d
12e (i)-(ii)

12f
13
14

15
16
17
18a-b

19a-b
20
21
22
23

Coulthard p. 438,
own analysis
Lesson 6
(transcription p. 9)
Class notes 5-8
(lesson 6)
Lesson 6
(transcription p. 9),
recap notes 32
Analysis based on
recap notes 17
(lesson 6)
Carter, p. 124
Lesson 6
(transcription p. 9)
Class notes 16
(lesson 6)
Class notes 5, 18
(lesson 6)
Lesson 6
(transcription p. 9)
Lesson 6
(transcription p. 7),
class notes 17
(lesson 6)
Own analysis
Analysis based on
Komter and Rock
Heaton-Armstrong
and Wolchover, p.
165 in p. 51 Rock
2001
Analysis based on
A&J
Komter
Analysis based on
Komter p. 5
Komter p. 5, own
analysis
Komter p. 6, own
analysis
Analysis based on
Komter
Komter p. 8
Analysis based on
Komter
Rock p. 44

Indirect quotation,
own wording
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
(x2)
Extraction of key
words and own
wording
Indirect quotation
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
(x2)
Extraction of words
and own wording
Extraction of words
and own wording
(x2)
Own wording
Indirect quotation
and own wording
Direct quotation

Indirect quotation
and own wording
Indirect quotation
Indirect quotation
and own wording
Indirect quotation
and own wording,
direct quotation
Direct quotation,
own wording
Extraction of words
and own wording
Direct quotation
Indirect quotation
and own wording
Indirect quotation

Amended
Added.
Amended
Added.

Deleted on
student’s own
initiative.
Amended
Added.

Unchanged
Amended on
student’s own
initiative
Deleted by
teacher
Unchanged
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24
25
26
27
28
28a-b
29
29a
30

31

32
33
34

35
36
37

38
39

40
41

42

43
43a

65
66

Rock, p. 44
Komter
Coulthard (2000) p.
419
Analysis based on
Rock p. 44-48
Rock p. 68-70
Own analysis
Metadiscourse
Siegel p. 255
Additional reading
notes 2, 3 (Siegel p.
256)
Additional reading
notes 17, 19, 21
(Siegel p. 274-276)
Siegel p. 262
Additional reading
notes 8
Additional reading
notes 9, 10 (Siegel
p. 263)
Siegel p. 263
Siegel p. 263
Additional reading
notes 11a (Siegel p.
263)
Siegel p. 275
Analysis based on
additional reading
notes 16, 17 (Siegel
p. 274)
Siegel p. 275
Additional reading
notes 18 (Siegel p.
275)
Analysis based on
additional reading
notes 22 (Siegel p.
276)
Siegel p. 275
Analysis based on
additional reading
notes 21
Metadiscourse
Summary based on
Nolan, A&J

Direct quotation
Indirect quotation
Direct and indirect
quotation
Indirect quotation
and own wording
Indirect quotation
Own wording (x2)
Own wording
Direct quotation
Extraction of words
and own wording

Added
Unchanged

Extraction of words
and own wording
Indirect quotation
Extraction of words
and own wording
Extraction of words
and own wording
Direct quotation
Extraction of words
and own wording
Extraction of words
and own wording

Amended

Unchanged

Indirect quotation
Extraction of words
and own wording

Direct quotation
Extraction of words
and own wording

Amended

Extraction of words
and own wording

Unchanged

Direct and indirect
quotation
Extraction of words
and own wording

Amended

Own wording
Extraction of words
and own wording

Unchanged from
the part in 43 in
initial draft
Unchanged
Amended.
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67
68

Own analysis
Analysis based on
Siegel

Own wording
Extraction of words
and own wording
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8.58 Appendix 56: Table of analysis of Y2’s initial draft of
second assignment

CP

2

Intertextual
source(s)
Metadiscourse
based on
assignment
guidelines, Eades,
R&K
Metadiscourse
based on Eades,
R&K
Metadiscourse
based on reading
notes 141, 142
(Eades p. 190);
reading notes 10
(K&R p. 950)
Eades p. 161, 163,

3
4
5
6

Eades p. 168
Own analysis
Eades p. 167, 169
Eades p. 170

7

Eades p. 170

8

Analysis based on
Eades p. 171
Eades p. 168, 174

A (i)-(ii)

B (i)-(ii)

1a-b

9
10a-b

14

Reading notes 17
(Eades p. 165), 70
(p. 176)
Eades p. 164
Analysis based on
reading notes 31
(Eades p. 168), 38
(p. 169)
Eades p. 173, 174,
176, 187
Eades p. 175

15

Eades p. 175

16

Eades p. 177

11
12

13

Intertextual
representation
Extraction of words
and own wording (x2)

Comments

Indirect quotation and
own wording (x2)
Extraction of words
and own wording (x2)

Direct and indirect
quotations
Direct quotations
Own wording
Indirect quotations
Direct and indirect
quotations
Direct quotation and
own wording
Own wording
Direct and indirect
quotation
Extraction of words
and own wording,
direct quotation
Indirect quotation
Extraction of words
and own wording

Indirect quotation
Direct and indirection
quotation
Extraction of words
and own wording
Indirect quotation
704

17
18
19
20
21
22
23
24
25a-c

26
27
28

29
30
31
32
33
34
35a-b

36
37-38
39
40

Eades p. 176
Analysis based on
Eades p. 175
Analysis based on
Eades p. 173-177
Analysis based on
Eades p. 176-177
Eades p. 178
Eades p. 179
Planning notes 77
Analysis based on
Eades
Reading notes 14
(Eades p. 163),
R&K, own analysis
Analysis based on
Eades
Gibbons p. 251,
K&R p. 953
Metadiscourse
based on K&R p.
950-951
Metadiscourse
based on K&R
K&R p. 952
Reading notes 16
(K&R p. 952)
Analysis based on
K&R p. 952
Safe 2017
Reading notes 17
(K&R p. 952)
Reading notes 18,
21, 22 (K&R p. 952953)
Own analysis
K&R p. 952

41

K&R p. 952
Gibbons p. 251,
own analysis
Eppler et al

42
43

Eppler et al
Eppler et al

44

Eppler et al

Indirect quotation
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Indirect quotation
Indirect quotation
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of
words(x2), own
wording
Extraction of words
and own wording
Indirect quotation
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Direct quotation
Own wording
Indirect quotation
Extraction of words
and own wording
Extraction of words
and own wording,
indirect quotation
Own wording
Extraction of words
and own wording (x2)
Indirect quotation
Indirect quotation, own
wording
Extraction of words
and own wording
Indirect quotation
Extraction of words
and own wording
Indirect quotation

705

45-47

Eppler et al

48
49-50
51
52

Eppler et al
K&R p. 953-954
K&R
K&R p. 955

53
54

Analysis based on
K&R p. 952-955
K&R

55

K&R p. 948

56
57
58

K&R
K&R p. 955
K&R p. 950

59

K&R

60

62
63
64

Analysis based on
K&R, Eppler et al
Metadiscourse
based on K&R
K&R p. 977-978
Lesson 8 (Labov)
K&R p. 957

65-66

K&R p. 976

67

K&R p. 976

68

Analysis based on
Eades p. 184
Analysis based on
Eades p. 184
K&R p. 971-972,
own analysis
K&R, Eades,
Eppler et al

61

69
70a-b
71

Extraction of words
and own wording (x3)
Indirect quotation
Indirect quotation (x2)
Indirect quotation
Direct and indirect
quotation
Extraction of words
and own wording
Extraction of words
and own wording
Direct and indirect
quotation
Indirect quotation
Direct quotation
Direct and indirect
quotation
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Indirect quotation
Indirect quotation
Direct and indirect
quotation
Extraction of words
and own wording (x2)
Direct and indirect
quotation

Wrong citation.
It should be
Williams’ work
rather than
Rubin’s.

Direct quotation and
own wordings
Extraction of words
and own wording
Direct and indirect
quotation, own wording
Extraction of words
and own wording
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8.59 Appendix 57: Table of analysis of Y2’s final version for
second assignment

CP
A

B (i)-(ii)

1a-b

2
3

Intertextual
source(s)
Metadiscourse
based on
assignment
guidelines
Metadiscourse
based on Eades,
R&K (x2)
Metadiscourse
based on Eades p.
190; K&R p. 950
Eades p. 161, 163,

5
6

Metadiscourse
based on reading
notes 1, 10 (Eades
p. 161)
Reading notes 40
(Eades p. 171)
Eades p. 168
Eades p. 170

7

Eades p. 170

8a-b

Analysis based on
Eades p. 171, 174

9a-b

Eades p. 168,
analysis based on
reading notes 17
(Eades p. 165)
Eades p. 164, 165

4

10a-b

11
12

13
13a
14

Eades p. 164
Analysis based on
reading notes 31
(Eades p. 168), 38
(p. 169)
Eades p. 176
Eades p. 176
Eades p. 175

Intertextual
representation
Extraction of words
and own wording

Comments

Indirect quotation and
own wording (x2)

Amended

Indirect quotation and
own wording (x2)

Amended

Direct and indirect
quotations
Extraction of words
and own wording

Amended

Extraction of words
and own wording
Direct quotation
Direct and indirect
quotations
Direct quotation and
own wording
Own wording,
extraction of words
and own wording
Direct quotation and
own wording,
extraction of words
and own wording
Extraction of words
and own wording,
direct quotation
Indirect quotation
Extraction of words
and own wording

Amended

Indirect quotation
Indirect quotation
Direct and indirect
quotation

Amended
Added
Unchanged

Amended

Amended

Amended
Amended
Amended
Amended

Amended

Amended

Unchanged
Unchanged
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15

Eades p. 175

16
17
18

Eades p. 177
Eades p. 176
Analysis based on
Eades p. 175
Analysis based on
Eades p. 173-177
Analysis based on
Eades p. 173-174,
176-177
Eades p. 178
Eades p. 179
Planning notes 77

19
20

21
22
23
24
25

26
27
28
28a

29
30
31
32
32a
33
34
35a-b

Analysis based on
Eades
Reading notes 14
(Eades p. 163),
R&K, own analysis
Analysis based on
K&R
Gibbons p. 251,
K&R p. 953
Analysis based on
K&R p. 950-951
Metadiscourse
based on K&R p.
950-951
Metadiscourse
based on K&R
K&R p. 952
K&R p. 952
Analysis based on
K&R p. 952
Analysis based on
K&R p. 952
Safe (2017)
K&R p. 952

36
37

Reading notes 18,
21, 22 (K&R p. 952953)
Own analysis
K&R p. 952

38

K&R p. 952

Extraction of words
and own wording
Indirect quotation
Indirect quotation
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording

Unchanged

Indirect quotation
Indirect quotation
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
(x2), own wording

Amended
Unchanged
Amended

Own wording

Amended

Indirect quotation

Amended

Extraction of words
and own wording
Extraction of words
and own wording

Amended

Extraction of words
and own wording
Extraction of words
and own wording
Direct quotation
Indirect quotation and
own wording
Own wording

Amended

Indirect quotation
Extraction of words
and own wording
Extraction of words
and own wording,
indirect quotation
Own wording
Extraction of words
and own wording
Extraction of words
and own wording

Unchanged
Amended

Unchanged
Deleted
Unchanged
Amended
Amended

Amended
Unchanged

Added

Amended
Unchanged
Amended
Added

Unchanged

Amended
Amended
Unchanged
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39
40a-b

K&R p. 952
Gibbons p. 251,
own analysis

41

Eppler et al

42
43

Eppler et al
Eppler et al

44
45-47

Eppler et al
Eppler et al

48
49-50
51
52

Eppler et al
K&R p. 953-954
K&R
K&R p. 955

53
54

Analysis based on
K&R p. 952-955
K&R

55

K&R p. 948

56
57
58

K&R
K&R p. 955
K&R p. 950

59

R&K

60

62
63
64

Analysis based on
R&K, Eppler et al
Metadiscourse
based on K&R
K&R p. 977-978
Lesson talk (Labov)
K&R p. 957

65-66

K&R p. 976

67

K&R p. 976

68

Analysis based on
Eades p. 184
Analysis based on
Eades p. 184

61

69

Indirect quotation
Extraction of words
and own wording,
own wording
Extraction of words
and own wording
Indirect quotation
Extraction of words
and own wording
Indirect quotation
Extraction of words
and own wording (x3)
Indirect quotation
Indirect quotation (x2)
Indirect quotation
Direct and indirect
quotation
Extraction of words
and own wording
Extraction of words
and own wording
Direct and indirect
quotation
Indirect quotation
Direct quotation
Direct and indirect
quotation
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Indirect quotation
Indirect quotation
Direct and indirect
quotation
Extraction of words
and own wording (x2)
Direct and indirect
quotation

Direct quotation and
own wordings
Extraction of words
and own wording

Unchanged
Amended

Unchanged
Unchanged
Unchanged
Unchanged
Amended
Unchanged
Unchanged
Unchanged
Unchanged
Unchanged
Unchanged
Unchanged
Amended
Unchanged
Amended
Unchanged
Unchanged
Unchanged
Amended
Deleted
Unchanged
Amended
Amended. Wrong
citation. It should
be Williams’ work
rather than
Rubin’s.
Amended
Amended
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70

K&R p. 971-972

70a

K&R p. 971-972,
own analysis

71

Analysis based on
assignment
guidelines
Analysis based on
Eades, K&R
Analysis based on
assignment
guidelines

72-73
74

Extraction of words
and own wording
direct and indirect
quotation, own
wording
Extraction of words
and own wording

Amended

Extraction of words
and own wording (x2)
Extraction of words
and own wording

Added

Added

Amended

Added
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8.60 Appendix 58: Table of analysis of Y3’s final version for
second assignment

CP
a

b

c
d
e
f (i)-(ii)

g
1a-b

2
3
4a-b

5a-b

6
7
8a-b

9-10

Intertextual
source(s)
Analysis based on
assignment
question
Planning notes 33

Conley & O’Barr p.
23
Conley & O’Barr p.
21
Planning notes 26

Intertextual
representation
Extraction of words
and own wording

Comments

Extraction of words
and own wording

22 – probably
discussion with
father, 33 –
Conley & O’Barr p.
21

Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Planning notes 28, Extraction of words
discussion with
and own wording,
father
own wording
Metadiscourse
Extraction of words
based on Siegel
and own wording
Planning notes 7,
Extraction of words
own analysis
and own wording,
own wording
Conley & O’Barr p. Extraction of words
21
and own wording
Own analysis
Own wording
Planning notes 28, Extraction of words
Conley & O’Barr p. and own wording
21
(x2)
Planning notes 39, Extraction of words
40
and own wording
(x2)
Komter 19, 20, 22 Indirect and direct
quotation
Planning notes 40 Extraction of words
and own wording
Planning notes 39, Extraction of words
40
and own wording
(x2)
N&J 47 (x2)
Indirect and direct
quotation (x2)

26 – set readings
28 – set readings

7 – Newbury &
Johnson

28 – set readings
39 – Komter
40 – Mooney

40 – Mooney
39 – Komter
40 – Mooney
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11a-b

12

N&J p. 214,
discussion with
father
Planning notes 57

Extraction of words
and own wording
(x2)
Extraction of words
and own wording

13

N&J p. 218

14

N&J 51

14a

N&J 21

15

N&J p. 218-224

16

Planning notes
57a

Extraction of words
and own wording
Indirect and direct
quotation
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording

17

17a

Analysis based on
discussion with
father
N&J 5b

18
19

N&J
N&J

19a
20-22

N&J
Analysis based on
N&J (x3)

23
24-25

N&J 48
Analysis based on
N&J p. 230-231

26a-c

27
28a-b

Planning notes 56,
Conley & O’Barr,
own analysis
Own analysis
Cotterill 5, C&B

29
30
31

Mooney p. 82
Own analysis
C&B p. 22

31a
32
33

Matoesian
Analysis based on
Matoesian
C&B p. 25-26

34-35

C&B p. 26

57 – own analysis
based on different
readings

57a – probably
discussion with
father

Extraction of words
and own wording
Indirect and direct
quotation
Indirect quotation
Indirect and direct
quotation
Direct quotation
Extraction of words
and own wording
(x3)
Indirect quotation
Extraction of words
and own wording
(x2)
Extraction of words
and own wording
(x2), own wording
Own wording
Indirect and direct
quotation (x2)
Indirect quotation
Own wording
Extraction of words
and own wording
Direct quotation
Extraction of words
and own wording
Extraction of words
and own wording
Indirect quotation
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36
37
37a
38-39
40

Analysis based on
N&J, C&B
Own analysis
Matoesian
Own analysis (x2)
C&B p. 24- 26

41

C&B, Matoesian

41a
42
43

Matoesian
C&B
Analysis based on
C&B
C&B
Own analysis
Matoesian

44
45
46
47
48
49-51

Analysis based on
Siegel
Siegel
Siegel (x3)

51a
52

Siegel
Siegel 50, 51

52a
53

Siegel
Siegel

54

Siegel

55

Siegel

56

Lesson 2

57

Analysis based on
assignment
question
Own analysis
Analysis based on
Conley & O’Barr
Own analysis,
discussion with
father
Conley & O’Barr,
planning notes 57

58
59
60a-b

61a-b

62

Analysis based on
set readings

Own wording (x2)
Own wording
Direct quotation
Own wording (x2)
Extraction of words
and own wording
Indirect quotation,
direct quotation
Direct quotation
Indirect quotation
Extraction of words
and own wording
Indirect quotation
Own wording
Indirect and direct
quotation
Extraction of words
and own wording
Indirect quotation
Indirect and direct
quotation (x3)
Direct quotation
Extraction of words
and own wording
Direct quotation
Extraction of words
and own wording
Indirect and direct
quotation
Extraction of words
and own wording
Extraction of words
and own wording
Extraction of words
and own wording
Own wording
Extraction of words
and own wording
Extraction of words
and own wording,
own wording
Extraction of words
and own wording
(x2)
Own wording

57 – own analysis
based on different
readings
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63-64

Analysis based on
Siegel

Extraction of words
and own wording
(x2)
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8.61 Appendix 59: Glossary of terminology used in this
study

Academic references – include both set readings and extra readings

Actual intertextuality – both signalled and non-signalled intertextuality where
an actual text is being drawn upon (Ivanic 1998 p. 48)

Citations – information about author’s name, with or without date and page
number

Cited in – quotation quoted in another scholar’s paper

Class notes – notes that are taken during lessons

Extra readings - readings that are not designated for the lectures but
consulted in preparing for the assignments on students’ own initiative or
lecturers’ recommendation

Interdiscursivity – intertextual relations to conventions (Fairclough 1992
p.104) such as genres, discourses, styles and activity types (ibid p. 103; 125130)

Intermental interactions – social experiences with other people (Ivanic 1997
p. 51)
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Intramental resources – an individual’s functioning of their own mind (Ivanic
1997 p. 52)

Intertextual representation – techniques that are used to represent the words
and utterances of others (Bazerman 2004a p. 88)

Intertextual sources – Sources of intertextuality that can be traced or
identified

Lesson(s) – period(s) of learning or teaching constitutive of a module

Module(s) – course unit(s) constitutive of a degree programme in a higher
education institution

Mind maps – diagrams used to organize ideas and information

Non-signalled intertextuality – intertextuality that is not signalled by quotation
marks or citations (Ivanic 1997 p. 47-48)

Own analysis – the writer’s own ideas

Reading notes – notes that are taken during reading of the course materials
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Signalled intertextuality – intertextuality that is explicitly signalled, usually by
quotation marks and/or citations (Ivanic 1997 p. 47-48)

Quote or quotation – words extracted from the academic reference and put in
quotation marks
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