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ANOTACIJA

Promocijas darba ,,Akadémiska personala anglu valodas komunikativas kompetences
modelis” aktualitati nosaka nepiecieSamiba augstskolam nodroSinat studiju procesa
internacionalizaciju, kas nav iesp€jams bez akadémiska personala (docétaja) anglu valodas
zinaSanam un prasmém pasniegsanai multikulturala vide.

Lai izstradatu modeli, promocijas darba ir apkopotas teoretiskas atzinpas un veikts
empTrisks petijjums par mutvardu akadémisko diskursu, lekcijas zanru, komunikativo valodas
kompetenci, izmantojot kvalitativas un kvantitativas pétniecibas metodes. P&tfjums pamatojas
uz valodniecibas teorijam, kas aplikko lekcijas ka atsevisku zanru, diskursa analizi un valodas
komunikativas kompetences izpétes. Promocijas darba tika p&titas mutvardu akadémiskajam
diskursam raksturigas makrolingvistiskas un mikrolingvistiskas iezimes.

Akadeémiska personala valodas komunikativo kompetencu analizei tika izvElets
Eiropas kopigajas pamatnostadnés (CEFR 2001, 2018) aprakstitais valodas komunikativas
kompetences modelis, kura sastava ietilpst lingvistiskas, sociolingvistiskas un pragmatiskas
kompetences. Docétadjam ir prasmes un zinaSanas par valodu ka sisttmu (lingvistiska
kompetence), vipam ir zinams, ka tikt gala ar valodas lietojuma socialo dimensiju
(sociolingvistiska kompetence), vins spgj radit viegli uztveramu un saturiski skaidri formulétu
diskursu (pragmatiska kompetence). Papildus darba tika ieklautas un aprakstitas vel tris
kompetences, kas ir butiskas akadémiskajam personalam, stradajot starptautiska vide.
Veiksmigai lekcijai ir nepiecieSams doc@taja sagatavosanas darbs: materidlu izp&te, darbs pie
jaunas terminologijas un informacijas apstrade (akademiska kompetence); spéja efektivi
mijiedarboties ar studentiem, kompetence socialajas un personiskajas attiecibas (starppersonu
kompetence), savukart darbam starptautiskaja konteksta ir nepiecieSama starpkultliru
sensitivitate, izpratne par sevi un citiem sadarbibas partneriem dazadibas aspekta; prasmes
komunicét ar dazadu kulttiru izcelsmes studentiem (starpkultiiru kompetence).

Darba tiek secinats, ka sp€ja lasit veiksmigas lekcijas anglu valoda arvalstu studentiem
liela mera ir atkariga no akadeémiska personala anglu valodas komunikativas valodas
kompetences, kas ietver visas seSas komunikativas valodas kompetences sastavdalas, kuras
apskatitas Saja promocijas darba. Lai analizétu akadeémisko lekciju, darba tika izstradats
diskursa analizes etapu struktiiras modelis; akadémiska personala mutvardu anglu valodas
komunikativas kompetences modelis; attiecksmes izteikSanai lietojamo leksiski gramatisko
iezimju un autentiskajas akadémiskajas lekcijas lietojamo diskursa makroiezZimeétaju tabulas.

Atslegvardi: augstaka izglitiba, lekcijas Zanrs, mutvardu akad@miskais diskurss, anglu
valodas komunikativas kompetences modelis
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PROMOCIJAS DARBA VISPARIGS RAKSTUROJUMS UN PETIJUMA
AKTUALITATE

Anglu valoda ir kluvusi par visas pasaules sazinas valodu dazadas dzives jomas, taja
skaita izglitiba. To izmanto ka lidzekli nozares studiju kursu macisanai augstskola, jo valodas
prasme, paSi Vert€jot zinasanas un prasmes profesionalaja nozaré, ir loti velams un pat
nepiecieSams nosacfjums darba tirgii. Stavoklis Eiropas Savieniba péc tas paplaSinaSanas ir
mainijies: studijas ir kluvusas globalas un vairak internacionalas. Gandriz katra Eiropas
universitate macas arvalstu studenti, kuri kadu laiku studé arvalstis Erasmus studentu
programma vai citds apmainas programmas. Arvalstu studenti izvélas studét arpus savas
(etniskas) dzimtenes ari ka pilna laika studenti, lai ieglitu starptautisku un starpkultiiru
pieredzi, uzlabotu valodu prasmes, nodibinatu vértigus kontaktus vai attistitu karjeru arvalstis.

Pétjuma par anglu valodas ka macibu valodas (EMI) lomu 55 valstis (EMI Oxford —
anglu valodas ka macibu valodas p&tniecibas un attistibas centrs) iegiitie rezultati liecina, ka
privatas universitates lauj izmantot anglu valodu ka macibu valodu 90,9% gadijumu
(Dz Deérdena (Dearden 2015,10). Ka EMI pétijjuma noradits, procentuali liclo anglu valodas
lietotaju galvenie iemesli i ,,studentu v€lme attistit anglu valodas prasmes”, ,,zinaSanas par
mérka kulttru”, ,studentu iesp€jas studet un stradat arvalstis”. Saskana ar Latvijas Republikas
Izglitibas likumu anglu valodas vai citu Eiropas Savienibas valodu lietoSana studiju
programmu TstenoSand augstakas izglitibas iestadés ir atlauta vairakos gadijumos, ieskaitot
,studiju programmas, kuras arvalstu studéjosie apgust Latvija, un studiju programmas, kuras
tieck tenotas Eiropas Savienias programmu un starpvalstu ligumos paredzetas sadarbibas
ietvaros.” (Valsts valodas centra tulkojums 2015,7). Saja darba ,arvalstu studenti” tiek
defineti ka cilveki, kas dodas no savas mitnes valstim studét arvalstu augstakas izglitibas
iestdd€s un kuriem anglu valoda nav vinu dzimta valoda vai macibu valoda vinu iepriek$gja
izgltibas pieredze.

Saskana ar grozijumiem Izglitibas likuma, kas apstiprinati Saeima 2018. gada 2. aprili,
Latvijas Republikas augstskolas Eiropas Savienibas oficialajas valodas var Wstenot studiju
programmas, kuras Latvija apgiist arvalstu stud&josie. Latvija akadémiskajam personalam, kas
lasa lekcijas anglu valoda, nepiecieSams B2 anglu valodas prasmes limenis, tomér [zglitibas
un zinatnes ministrijas ieteikums (,,Vienosanas par labu praksi arvalstu studéjoso piesaiste”
Pieejams: https://izm.gov.Iv/Iv/izglitiba/augstaka- izglitiba/vienosanas-par- lab u-praksi-
arvalstu-studejoso-piesaiste) Latvijas augstakas izglitibas iestadém, kas strada ar arvalstu
studentiem, ir ,,vélams atbilsto§i C1 Iimenim”.

Patlaban gandriz visas Latvijas augstakas izglitibas iestades nodroSina izglitibu
studentiem no visas pasaules. Biznesa augstskola ,,Turiba” nav izp€¢mums — ta piedava plasu
bakalaura, magistra un doktora studiju programmu klastu, un anglu valoda ir macibu valoda
apmainas programmu, ka aripilna laika arvalstu studentiem no vairak neka 30 valstim.

Lai gan Biznesa augstskola , Turtba” ir nodarbinati starptautiskie viesmacibspéeki,
lielaka akadémiska personala dala ir Latvijas docetaji. Sie docetaji ir augsti kvalificéti un
pieredz€jusi savas jomas profesionali ar ievérojamu pieredzi lekciju lasiSana latvieSu valoda,
tomer daudziem no viniem trikst pieredzes lastt lekcijas tieSi anglu valoda. Viniem ir nozares
anglu valodas vardu krajuma zinaSanas, tomeér dazreiz trukst atbilstoSas anglu valodas
komunikativas kompetences. Tad€jadi studentiem var rasties griitibas uztvert lekcijas un vini,
iespejams, nesp&j kvalitativi apgit Sos kursus, Iidz ar to mazinas studentu apmierinatiba ar
lekciju kvalitati, ka arTplasaka merogd — doc€taja un pasas universitates reputacija.

Nemot véra pieaugoSo augstakas izglitibas nozimi un internacionalizaciju globalas
konkurences apstaklos, kad augstakas izglitibas iestades konkur€ starptautisko studentu
piesaistiSana, lekciju kvalitate un docétaju iesp&jas pasniegt programma ieklautos studiju



Petijuma hipoteéze

Pastav tieSa savstarpéja sakariba starp akadémiska personala anglu valodas
komunikativo kompetenci, sp&ju lasit viegli uztveramas un saturiski skaidri formul€tas
lekcijas anglu valoda augstakaja limeni un studentu lekciju izpratni.

Petijuma meérki

1. lzveidot teorétisko bazi akademiska personala valodas komunikativas kompetences
noteikSanai, kas nepiecieSama, lai nodroSinatu anglu valoda lasito lekciju kvalitati
augstakaja limeni.

2.  Analizét un novertét nepiecieSsamas akadémiska personala kompetences, balstoties uz
mutvardu akadémiska diskursa izpéeti.

Petijuma uzde vumi

1. Izpétit valodniecibas teorijas par valodas komunikativo kompetenci, kas ir
nepiecieSamas akadémiskajam personalam augstskola, lai kvalitativi macitu nozares
kursus anglu valoda.

2. Analizét valodniecibas teorijas, lai izp€titu mutvardu akadémiska diskursa rak sturigakas
iezimes.

3. Izveidot Latvijas un arvalstu docétaju anglu valoda lasito lekciju korpusu un veikt
diskursa analizi lai identificétu sakaribu starp docétaja valodas kompetenci un studentu
lekciju uztveri.

4,  Petjuma gaita izmantot teorétiskas un empiriskas petijjuma metodes: lingvistisko teoriju
salidzinoSu analizi, lekciju diskursa un pétjjuma instrumentu, piem., anketéSanas
analizi; izpétit, ka doc€taji noverte savas valodas prasmes un spgjas istenot kursus anglu
valoda, ar kadam gratibam vini saskaras, ka vini novért€ maciSanas un maciSanas
procesu kopuma.

5. Veikt studentu aptauju, lai izpétitu studentu gritibas mutvardu akadémiska diskursa
uztver€ lekcijas laika un salidzinatu studentu un akadémiska personala viedoklus.

6. Balstoties uz akadémiska diskursa analizi, izstradat rekomendacijas docétajiem, ka
uzlabot lekciju diskursu un komunikativo kompetenci anglu valoda un izdartt
secinajumus.

Teoretiskas petijuma metodes

ST pétijuma teordtiskais pamats ir 20. un 21. gadsimta valodniecibas teoriju izpete, kas

nodro§ina p&tjjuma konceptualo un teorétisko kontekstu.

1.  Autore ir izp&tijusi tris zanra pétjumu skolas — jauno retorikas skolu (Rhetorical Genre
Studies — RGS), sistemisko funkcionalas lingvistikas skolu (Systemic Functional
Linguistics — SFL) un anglu valodas specialiem mérkiem zanra skolu (English for
Specific Purposes — ESP).

2.  Lai noteiktu un noskaidrotu diskursa, Zanra, registra un stila jédzienu nozimi S$aja
pétjuma, tika analiz€tas vairaku autoru teorétiskas atzinas (K. Berkentotera un
T. Hakins (Berkenkotter and Huckin 1995); A. Fridmane (Freedman 1994); D. Baibers
un S. Konrada (Biber and Conrad 2009); B. Paltridzs (Paltridge 2004, 2006, 2013);
Dz K. Ri¢ardss un R. V. Smits (Richards and Schmidt 2002); T. van Deiks (van Dijk
2012, 2015)).

3.  Tika padzilinati izp€titas ar akadémisko lekciju Zanru saistitds teorijas, noskaidrojot
sadas pazimes: heterogénais zanrs (M. Bahtins, secondary genre (Bakhtin 1986)), runas
plans (M. Bahtins (Bakhtin 1986)), iesaistisanas un noskirtiba (V. Ceifs (Chafe 1982)),
interaktivitate (L. F. Bahmans (Bachman 1995)), zanru sajaukSanas (F. Helals (Helal
2013)), lekciju hibridais raksturs (M. Agilera (Aguilar 2004)), intertekstualitate



(N. Ferklovs (Fairclough 2003)) un starpdiskursivitate (N. Ferklovs (Fairclough 2003);
D. Haiats (Hyatt 2005)), kas ir §1 pétjjuma empiriskas dalas pamats.

4.  Tika analizéti etapu analizes modeli, kurus izstradajusi SFL parstavji (Dz Sinklers
(Sinclair 1972); Dz Sinklers un M. Kulthards (Sinclair and Coulthard 1975); L. Jangs
(Young 1994) un ESP Zanra parstavji (Dz Swveilzs (Swales 1990, 2004); V. K. Bhatia
(Bhatia 2013, 2017); P.Tompsons (Thompson 1994), D.J.V.Li (Lee 2009);
Dz Flauverdjua (Flowerdew 2013)), lai izveidotu piemérotako modeli akadémiskas
lekcijas diskursa strukturalajai analizei

5. Tika parbaudita teorija par pierakstu veikSanu ka butisku izglitibas pieredzes sastavdalu
un tas saistbu ar klausisanas prasmém (A. AFMusalli (Al-Musalli 2001, 2015), darba
atminas nozimi (D. C. Bui un Dz Maiersons (Bui and Myerson 2013); (S. P. Kartere,
K. Grinberga un M. Volkers (Carter, Greenberg and Walker 2016), lai definétu
pierakstu veik§anu ka atseviSku akad@misku rakstveida Zanru ar savam ipatnibam.

6. Tika analizétas diskursa analizes dogmas un mutvardu diskursa iezimes (B. DZonstona
(Johnstone, 2002); T.van Deiks (van Dijk 2012, 2015.)) Tika izp&tits mutvardu
akadémiska diskursa raksturs (D. Baibers (Biber 2006); Kroforda Kamicotoli (Crawford
Camiciottoli 2007)), diskursa iezimétaji akadémiskiem nolikiem (L. Jangs (Young
1994); Dz Sweilzs un B. Malkevskis (Swales and Malcewski  2001);
Kroforda Kami¢otoli (Crawford Camiciottoli 2007); J. Maslere un D. Sifrina (Maschler
and Schiffrin 2015)), mutvardu akadémiska diskursa gramatiskas variacijas (D. Baibers
(Biber 1999, 2006)), atticksmes izteikSana un auditorijas iesaist¥ana (D. Baibers (Biber
2006; K. Hailends (Hyland 2012)), kas veidoja pamatu mutvardu akadémiska diskursa
analizes veikSanaisaja darba.

7.  Tika analizéti komunikativas kompetences nozimigakie modeli (M. A. K. Halidejs un
R. Hasana (Halliday and Hasan 1985, 1989); M. Kanale un M. Sveina (Canale un
Swain1980); L. F. Bahmans (Bachman 1995); D. Sifrina (Schiffrin1994)), lai noteiktu
un noskaidrotu valodas komunikativo kompetenci, kada nepiecieSama akadémiskajam
personalam, lasot lekcijas anglu valoda.

Empiriskas petijuma metodes

Lai nodroSinatu pétjuma objektivitati ticamibu un validitdti, promocijas darba
izmantotas Cetras turpmak minétas empiriskas p&tjjuma metodes.

o Sekundarais pétijums (Dz Brauna (Brown 2001)) ictvéra teorctiskas literatiiras izpé&ti
un salidzinoSu analizi.

. Primarie petijjumi ietvéra kvantitativu un kvalitativu datu analizi.

o Zanra analize un diskursa analize, analiz&jot gan korpusa piemérus (23 akademiskas
lekcijas), gan ar transkrib@to autentisko diskursu (18 akadémiskas lekcijas).

Autore izmantoja jauktas datu vakSanas un analizes metodes, taja skaita lekciju
veérojumi un ieraksti, intervijas un aptaujas. Datu vakSana, izp€te un analize tika veikta ar
programmatiiras palidzibu, izmantojot mehaniz&tu apstradi (A. Deiviss un K. Eldere (Davies
and Elder 2007,142)):

o ar iepriekS¢ju atlauju lekcijas tika ierakstitas diktofona 1C Recorder Sony ICD — UX71;
o ierakstitas lekcijas tika transkribétas, izmantojot datorprogrammu Listen and Write;
o tika izveidotas un izanalizétas konkordances izvéléto lekciju diskursa, izmantojot

WordSmith Tools 6.0.

Darba tika izmantota triangulacija, kas ir dazadu datu veidu vai avotu, vairaku teoriju
vai vairaku metozu izmantoSana (DZ Brauna (Brown 2001,141)):
o datu triangulaciju, izmantojot p&tjumam nepiecieSamo datu vakSanu no dazadiem
avotiem (pieméram, docétajiem, studentiem, ierakstitam lekcijam);



teorijas triangulaciju, t.i., tika izmantoti vairaki teorétiskie modeli: jauna retorikas skola
(RGS), sistemiska funkcionalas lingvistikas skola (SFL) un ,anglu valodas specialiem
mérkiem” Zanra skola (ESP), komunikativas kompetences modeli (piem., CEFR 2001);
metodologijas triangulaciju, izmantojot kvalitativas un kvantitativas datu ieguves
pan€mienus.

Promocijas darba izstradasana ir sakta 2010. gada, savukart pétijjuma empiriska dala

veikta no 2014./2015. macibu gada [idz2015./2016. macibu gadam (ieskaitot).

Peétijuma novitate

1.

o

Darba veikta teorétiska materiala analize un izstradats lekcijas struktiiras etapu modelis,
izstradats akadémiska personala mutvardu anglu valodas komunikativas kompetences
modelis; izstradatas mutvardu akadémiskaja diskursa attiecksmes izteikSanai lietojamo
leksiski gramatisko iezimju un autentisku akadémisko lekciju diskursa lietojamo
diskursa makroiezimétaju tabulas, ka ari izstradatas rekomendacijas. Minéta analize,
izstradatie modeli un tabulas var biit noderigi ka izzinas materidls studentiem un
akadémiskajam personalam.

Tika veikta teor€tiski pamatota akadémiska mutvardu diskursa analize.

Petjuma paradita akademiska diskursa, Zanra pétijuma un anglu valodas komunikativas
kompetences integracija.

Teoreétiska nozime

1.

2.

Detalizéta akademiskas lekcijas ka atseviska zanra teor€tiska analize, kas var€tu biit
pamats turpmakajiem p&tjumiem akadémisko lekciju petjjumu joma.

Petjuma teor€tiska nozime rodama valodas komunikativas kompetences modela
izstradé augstskolu macibspekiem, D. J. V. L1 (Lee 2009) lekciju struktiiras modela
pilnveidg, papildinot to ar 4. etapu ,,Lekcijas nobeigums™; leksiski gramatisko iezimju
noskaidrosana, kuras tiek lietotas atticksmes izteikSanas analizes procesa mutvardu
akadémiskaja diskursa, pamatojoties uz D. Baibera (Biber 1999) atzinam, un autentisku
akadémisko lekciju diskursa lietojamo diskursa makroiezimétaju modela apkopojums.
Studentu un doc€taju aptaujas rezultati ir veidojuSi pamatus turpmakajiem
teorétiskajiem petijumiem $aja joma.

Praktiska nozime

1.

Peétjums sniedz praktisku atbalstu akadémiskajam personalam kvalitativu anglu valoda
lastto lekciju pasniegSana, uzlabojot lekciju lasiSanas stilu, izmantojot attiecigus
diskursa mikroiezimétajus un makroiezimeétajus un ieklaujot akadémiskas lekcijas zanra
iezimes.

P&tjuma praktiska vertiba pamatojama ar to, ka diskursa un zanra analizei ir apkopots
unikals 23 akadémisko lekciju korpuss anglu valoda, kas iepriek§ nav ticis veikts
Biznesa augstskola ,,Turiba” un Sanktp&terburgas Valsts ekonomikas universitate.
Pierakstu veikSanas ka atseviska zanra teor€tiskas un praktiskas analizes rezultatus
studenti var izmantot savu pierakstu veikSanas prasmju wuzlaboSana, savukart
akadeémiskais personals — mérkauditorijas vajadzibam atbilstigu lekciju izstrade.
P&tjuma rezultati var noderét par pamatu metodiska lidzekla izstradei akadémiska
personala anglu valodas komunikativas kompetences pilnveidoSanai.

Petijuma aprobacija

1.

2015./2016. macibu gada autore pavadija devipus meneSus, stradajot par lektori

Sanktp&terburgas Valsts ekonomikas un finanSu universitate ES projekta ,,Aurora”,

pasniedzot starpkultiru komunikaciju arvalstu studentiem. ST darba pieredze deva

iesp&ju pabeigt promocijas darba teorétisko dalu Krievijas Nacionalaja biblioteka, veikt
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studentu un akadémiska personala aptauju, ka arT apmekIét vietéjo un arvalstu docétaju
lasitas lekcijas.

2.  Peétjuma rezultati tika prezentéti 12 starptautiskas konferencés un 13 publikacijas
Latvija un arvalstis no 2010. gada lidz2017. gadam.

Promocijas darba struktiora

Promocijas darbu (238 lappuses) veido ievads, piecas nodalas, secinajumi, bibliografija
(180 vienibas), 19 atteli, 16 tabulas un attiecigi pielikumi. Pielikumos ieklauti $adi dokumenti:
divu veidu anketas, ko izpildija studenti; tabulas un diagrammas noraditie anketu rezultati,
docétajiem tabulu veida iesniegto anketu un interviju rezultati; dokumenta izraksts, kura
paraditi biezak izmantotie vardi kas iegiliti no transkrib&tajam lekcijam, izmantojot
programmu WordSmith 6.0; devinu lekciju pieraksti un dokumenta kopija ar korpusa rezultatu
izkartojuma piemeriem, kas iegtti lekcijas, izmantojot programmu WordSmith 6.0.
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1. PETIJUMA TEORETISKAIS PAMATS

Pirmas tris disertacijas nodalas ir veltitas teorétiskajam apskatam. 1. nodala apskatitas
galvenas koncepcijas, kuru ietvaros tiek veikts $is petijums. Tas péta akadémiskas lekcijas
Zzanra raksturu, iepazistina ar tris zanra petijumu skolu galvenajam teorijam, noskaidro
augstskolas lekcijas ka zanra Tpatnibas, apliko akadeémiskas lekcijas struktiru un péta
pierakstu veikSanu ka lekcijas laika notiekosa procesa raksturigas iezimes. 2. nodala aplikots
diskursa analizes (DA) teor€tiskais pamatojums, apskatits mutvardu akadémiska diskursa
raksturs, detalizéti apliikojot ta mikropazimes, pieméram, diskursa iezimétajus un diskursa
struktliras elementus leksiska un gramatiska Iimeni, ka arT koh&ziju un koherenci. 3. nodala
aprakstiti teorétiskie apsveérumi, kas ir valodas komunikativas kompetences pamata, un
izstradats akadémiska personala valodas komunikativas kompetences modelis.

1.1. Zanra pétijumi un akademiskas lekcijas Zanrs

Zanra teorijas un akadeémiskas lekcijas Zanra izpéte ir §1 pétijuma neatpemama
sastavdala. Darba ir izpetits zanra jédziens, pamatojoties uz dazadi formulétam definicijam
lietiskas valodniecibas joma.

Jaunas retorikas skolas (RGS) parstavji (S. Haiona (Hyon 1996); A. DZonsa (Johns
2015); A. Fridmane (Freedman 1999, 2001); A. S. Bavars$i un M. Dz Reifa (Bawarshi and
Reiff 2010) u.c.)) uzskatija Zanru par socialu darbibu, kam raksturigas reakcijas uz socialo
nepiecieSamibu, kur ,,nepiecieSamiba” nozimé nodomus, ,periodiskas socialas vajadzibas”
(K. R. Millere (Miller 1994, 2014). K. Berkentotera un T. Hakins (Berkenkotter and Huckin
1995)) apgalvoja, ka zanrus ,,var mainit atbilsto$i retoriskajiem apstakliem” un ,zanri
izvérsas, attistas un sartk” (K. R. Millere (Miller 1994, 2014)). Akadémiska lekcija ka
akadémiskais Zzanrs ir unikdla un mainiga atbilstoSi retoriskajiem apstakliem un palidz
studentiem saistit iegilitds zinasanas (lingvistiskas formas, terminologiju, funkcionalo valodu)
ar vinu profesiju attiecigaja nozare.

Sistemiskas funkcionalas lingvistikas skolas (SFL) parstavji (S. Haiona (Hyon 1996);
M. A. K. Halidejs (Halliday 1994, 2007); M. A. K. Halidejs un K. Matiesens (Halliday and
Matthiessen 2004); M. A. K. Halidejs un R. Hasana (Halliday and Hasan 1976, 1985) un
Dz R. Martins (Martin 1992, 2015)) uzskatija Zanru par socialu aktivitati, jo cilvéki kltst par
dalibniekiem zanros kopa ar citiem cilvékiem; tas ir orient€ts uz meérki, jo cilvéki piedalas
7anra veidoSana kopa ar citiem, Zanram ir mérkis, jo cilvéki izmanto Zanrus konkrétu diskursu
radBanai; zanrs ir pakapeniska darbiba (staged acitivity), jo cilvékiem mérku sasnicgSanai
parasti ir vajadzigas vairakas darbibas. M. A. K. Halideja (Halliday 1978); M. A. K. Halideja
un R. Hasanas (Halliday and Hasan 1985); Dz R. Martina (Martin 1992, 2015), H. Trapa-
Lomaksa (Trappes-Lomax) (B. Paltridza (Paltridge) red., 2004) p&tjjumu rezultati liecina, ka
valoda tiek uztverta ne tikai ka autonoma sist€éma, bet arT ka plaSaka sociokulttiras konteksta
dala, vienlaikus atspogulojot pieredzi (idejiska funkcija), attiecibas ar sazipas dalibnicku
(starppersoniska funkcija) un dialogu vai monologu (tekstuala funkcija). Iepriek§ minéto
metafunkciju realizaciju var aplukot teikumu struktliras mikroliment un konteksta
makrolimenT (registra pazimes: nozare (field), sazinas dalibnieks (tenor) un veids (mode)).

,»Anglu valodas specialiem mérkiem” zanra skolas (ESP) parstavji (piem., V. K. Bhatia
(Bhatia 2013, 2017); (Dz Sweilzs (Swales 1990); Dz Flauverdjtu (Flowerdew 2013, 2015);
E. Hopkinss un T. Dadlijs-Evanss (Hopkins and Dudley-Evans 2002) un M. Dz SentdZona (St
John 1998)) izpétija zanrus to cilvéku konteksta, kuri runa valoda, kas nav vinu dzimta
valoda, izanalizéjot mutvardu un rakstu valodu akadeémiskaja un profesionalaja vide.
Dz Sweilzs (Swales 1990:58) ir nodévejis Zanrus par ,komunikativiem notikumiem” ar
PpasSiem ,komunikativiem meérkiem”, kuriem i sava ,struktira, stils, saturs un
mérkauditorija”, ka noteikusi ,diskursa kopiena” (Dz Swveilzs (Swales 1990:466), t.i., cilvéku
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grupa, kam ir kopigi meérki un komunikacijas vide, pieméram, augstskolas docé&taji un
attiecigas fakultates studenti.

A. S. Bavarsi (Bawarshi 2010:46) uzskata, ka, izmantojot ESP pieeju zanra analizg, i
jasak ar zanra identificéSanu diskursa kopiend un komunikativa merka noteikSanu, ,,zanra
organizacijas — ta shematiskas struktiiras” izpéti, ko biezi raksturo retoriskie ,.etapi”, un pec
tam japarbauda tekstualas un lingvistiskas iezimes, pieméram, stils, gramatika un sintakse, kas
realize retoriskos etapus.

V. K. Bhatia (Bhatia 2013, 22-26) aprakstija sadus septinus zanru analizes posmus:
Zanra teksta ievieto§ana ta situativaja konteksta.

EsoSo Zanra pétijumu izpéete.

Izpratne par zanra diskursa kopienu, nosakot sazigas dalibnieku mérkus un attiecibas.
Zanra korpusa vaksana.

Ieteikums pétnickam veikt etnografiju institucionalaja konteksta, kura Zanrs tiek lietots.
Pareja no teksta uz kontekstu. L€émuma pienemsana, kads lingvistiskas analizes limenis
petams: leksiski gramatiskas iezimes (piem., veikt gramatiska laika, teikuma dalas un
citu sintaktisko Tpasibu kvantitativo izpé&ti, taja skaita stilistisko analizi), teksta pieméru
analize (piem., ka un kapeéc vardu savienojumi un nominalisms tiek lietots dazados
zanros) un struktiiras interpretacija (piem., tiek pétiti struktiras ,etapi”, kurus Zanrs
izmanto savu mérku sasniegSanai).

7.  Specialista — inform&taja mekleSana institucionalaja konteksta, lai parbauditu rezultatus.

ESP 7zanra skola i izradijusies piemérotaka $1p€tijjuma vajadzibam, pirmkart, tapec, ka
ta koncentréjas uz akadémisko un pétniecisko anglu valodu un izmanto Zzanra analizi
praktiskiem mérkiem, otrkart, tapéc, ka tas intereSu loka ietilpst to cilvéku, kuri runa valoda,
kas nav vipu dzimta valoda, mutvardu un rakstu valodas lietojums akadémiskaja un
profesionalaja vide.

oaswNE

Zanrs, registrs, diskurss, stils

Jedzieni Zanrs, registrs, diskurss un stils biezi vien zanra un diskursa teorijas, korpusa
lingvistika un citos petijumos tiek skaidroti dazadi.

Vairaki SFL parstavji (M. A. K. Halidejs (Halliday 1978); Dz Frovs (Frow 2006))
uzskata jeédzienus Zanrs Un registrs par sinonimiem, turpretim citi, pieméram, Dz. R. Martins
(Martin 2003) kategoriski noskir Sos divus jédzienus un uzskata, ka Zzanrs tiek realizéts,
izmantojot registru, savukart registri tiek realizéti ar valodu. Tad€l viena zanra teksta var bt
ietverti sazinas dalibnieka, veida un nozares elementi, kas var atskirties no cita zanra teksta.
Nozares, sazinas dalibnieka un veida kontekstualas pazimes (M. A. K. Halidejs (Halliday
1985/89 29, 38)) ir izstradajusi Dz R. Martins (Martin 1985, 2001, 2015) un D. Nunans
(Nunan 2008), kuri apgalvo, ka nozare (field) attiecas uz objektu un darbibas vietu, sazinas
dalibnieks (tenor) ir personiski saistits ar darbiba iesaistitajam personam, turpretim veids
(mode) attiecas uz sazinas kanalu neatkarigi no ta, vai tas ir rakstveida vai mutvardu teksts.

Starp dazadam stila definicijam autore ir izc€lusi D. Baibera un S. Konradas (Biber and
Conrad 2009), D.Lia un M. Sorta (Leech and Short) (N.Norgadas (Norgaad) red.,
2010,155) definicijas, kuras ir noskirti jédzieni ,registrs”, ,,Zanrs” un ,stils” un jédziens
,Stils” attiecinats uz individa valodas lietojumu, kas atspogulo lietotaja velmes, konkrétas
personas valodas lietojumu noteikta kontekstd noteiktam mérkim.

Saja petjumd Zanrs tiek lietots, lai apzimétu ,socialo procesu” (D. Baibers (Biber
2009)), ,konkrétu komunikativa notikuma veidu” (Rernkema 2009) (pieméram, lekciju,
seminaru, timeklseminaru), kura ,,vienas kultiiras dalibnieki” (D. Baibers (Biber ibid)) vai
Llietotdji, kas pieder pie vienas un tas paSas diskursa kopienas, lieto valodu paredzamas
secigas struktiras, lai izpilditu noteiktus komunikativos mérkus” (D. Baibers (Biber ibid),
Rernkema ibid). Zanram ir ,atskirigi un atpazistami organizacijas un struktiiras modeli un
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normas, ka arl atSkirigas komunikativas funkcijas” (B. Paltridzs (Paltridge 2006),
Dz K. Ri¢ardss un R. V. Smits (Richards and Schmidt 2002).

Diskurss ir visparigaks jeédziens, kas ietver zanru un kada noteikta zanra registru.
Diskurss ir lingvistiska vieniba, kas ir plasaka par teikumu (Meriama-Vebstera skaidrojosa
vardnica); ,,valoda, kas parsniedz teikuma Iimeni” vai ,,valoda, kas radita un interpretgjama
realas pasaules konteksta”. (D. Kemerona (Cameron 2001:13) Diskurss nozimé& gan
mutvardu, gan rakstveida valodas lietojumu.

Jedziens registrs tick lictots situativi nosacitas valodas daudzveidibas nozimé. Registrs
layj saistit tekstu un kontekstu ar nozares (field), sazinas dalibnieka (tenor) un veida (mode))
pazimém, kur nozare atticcas uz lekcijas tematu, ta saukto socialo darbibu; ,.sazinas
dalibnieks” atbild uz jautajumu ,Kas?” un konkrétaja gadfjjuma tas i attiecinams uz
dalibnieku statusu — docetdju un studentiem, dalibnieku attiectbam un starppersonu
saskarsmes prasmém, savukart veids attiecas uz sazinas kanalu vai formatu.

Stils ir saistits ar individualu valodas lietojumu, un turpmak tas tiks definéts ka
atseviska runatdja runas variacija; tas atspogulo lietotaja preferences, pieméram, monologa
veida lekcijas izmantoSanu pretstata interaktivam stilam ar lielu studentu iesaisti.

Saja darba ir pienemts, ka Zanrs hierarhija ir ierindojams starp diskursu un registru,
turpretim stils seko registram: diskurss — zanrs — registrs — stils.

Pamatojoties uz teorétiskas analizes rezultatiem, tiek secinats, ka katrs diskurss pieder
pie noteikta zanra, kas ir atkarigs no komunikativajiem mérkiem ta ipasaja registra un
stilistiskajam iezimém. Autores izstradata tabula parada iepriekSminétas hierarhijas piemeéru
un tas iesp&jamas variacijas.

1. tabula. Autores izstradatie mutvardu akadé miska Zanra pieméri
Zanrs/
komunikativais
me rkis
Akadeémiska lekcija/
izskaidro/sniedz

Registrs Stils

Nozare: piem., marketings
Vide — lekciju telpa

Monologa stils
Slaidrades programmas

studentiem jaunu
informaciju

Sazinas dalibnieks: docétajs, studenti
Veids: mutvardu / rakstveida
(teksts slaidos)

izmantoS$ana. Vienvirziena
komunikacija.
Docétaja individualais stils.

Akadeémiska lekcija/
izskaidro/sniedz
studentiem jaunu
informaciju, veido
diskusiju

Nozare: piem., marketings

Vide — lekciju telpa

Sazinas dalibnieks: docétajs, studenti
Veids: mutvardw/ rakstveida (teksts
slaidos)

Inte raktivais stils (Studentu
iesaistSana komunikacija);
slaidrades programmas
izmantoSana.

Runataja individualais stils.

Seminars/
apspriez temu,
noskaidro ide jas,
iegiitas zinasanas

Nozare: piem., marketings

Vide — seminaru telpa

Sazinas dalibnieks: studenti, docétajs
Veids: mutvardu

Inte raktivais stils (studentu
iesaist®ana komunikacija);
slaidrades programmas
izmantoSana.

Docetaja individualais stils.

Konference /
dalas ar zinaSanam,
iegiist jaunas idejas

Nozare: piem., marketings

Vide — konferencu telpa

Sazinas dalibnieks: akadémiskais
personals, studenti

Veids: mutvardu/ rakstveida (teksts)

Prezentacijas, izmantojot
slaidrades
Docétaja individualais stils.

13




Akademiskas lekcijas Zanrs

Pamatojoties uz zanra p&tfjumiem, autore ir sniegusi detaliz€tu akadémiskas lekcijas
Zanra raksturojumu. Lekcija attiecinata uz ,mutvardu akadémisko zanru” (B. Bellesa un
|. Fortaneta (Bellées and Fortanet 2004)) vai ,pedagogiska procesa zanru” (piem.,
P. Tompsons (Thompson 1994), D. J. V. Li (Lee 2009), R. Karters un M. MakKartijs (Carter
and McCarthy 1997)), ESP Zanra skolas parstavji uzskata lekciju par ,pedagogisko Zanru”.
Autore piekrit SFL skolas parstaves Krofordas-Kamicotoli (Crawford Camiciottoli 2007,11)
viedoklim, ka lekcija ir zanrs, kas tiek realiz€ts ar pedagogisko registru, ,raksturojot lekcijas
informativo saturu ka nozari, docétaja un auditorijas attiecibas ka sazipas dalibnieku, ka ari
tieSo mutvardu valodu ka veidu” (ibid). Docétajam lekcijas laika ir paredz&ts veikt dazadas
funkcijas: aprakstit objektus, priekSstatus, j@dzienus vai notikumus to statiska un dinamiska
forma; stastit, izveidojot notikumu sectbu, kurd ir risindjuma vai atrisinasanas posmi,
informét, izskaidrot, apspriest, izklastit c€lonu un seku argumentus; sniegt definicijas,
salidzinat un izdarit secinajumus.

Akademisko lekciju var attiecinat uz heterogéno zanru Vai, M. Bahtina (Bakhtin
1986,62) terminologija runajot, — ,,secondary genre” (sekundaro zanru), jo musdienu lekcija ir
rakstveida un mutvardu zanra kombinacija, proti, slaidrades veida sagatavotas prezentacijas
teksta biezi vien ir citati no citiem rakstveida vai mutvardu tekstiem.

Lekcijai piemit reagéjosas attieksmes (responsive attitude) pazimes (ibid); jebkurs
runataja izteikums ir ,,sarezgiti organizéta citu izteikumu kéde”. Gan docétajs, gan ari studenti
klist par runatajiem un disputa dalibniekiem, kas atkarto citu runataju izteikumus. Lekcijai
nav stingru teikumu robezu.

Lekcijai ir runas plans (ibid. 76), auditorijas izglitoSanas nepiecieSamiba (educational
exigence). To raksturo tadi jeédzieni ka iesaistisanas un noskirtiba (involvement and
detachment) (V. Ceifs (Chafe 1982,45)), kas ietver dazadas attiecibas, kadas runatajiem ir
izveidojusas ar auditoriju. Docétaji atspogulo vinu pasu emocionalo lidzdalibu — uz pieredzi
pamatota iesaistiSanas (experiential involvement) (ibid.). Docétaja nozimi, vina
klatbutni/autoritati vipa izveidotaja diskursa, personisko iziitu, atticksmes un emociju
izteik§anu, ka ar1 viedok]a izteikSanu ir pétijis D. Baibers (Biber 2009).

Akadémisko lekciju ka atsevisku zanru raksturo kontekstualitate, situativisms vai
improvizacija: ta no docétaja puses vienmer tieck demonstréta runasanas laika; runas plisma ir
dinamiska, ta nekad nav statiska un nekad nav vienada.

Zanru sajauksands (genre mixing) (F.Helals (Helal 2013,152)) ir kluvusi par
miisdienigas lekcijas aktualu tendenci — mutvardu un rakstveida/oficialo un neoficialo registru
kombinaciju, runas papildinaSanu ar vizualiem materialiem, demonstrgjot tos ar dazadu
modernu lidzeku palidzibu.

Autore piekrit, ka lekcijam ir hibrids raksturs (hybrid nature) (M. Agilera (Aguilar) un
Kroforda Kamicotoli (Crawford Camiciottoli 2004,17), biezi vien tas ir dazadu pedago gisko
zanru sajaukums: pé€tijuma raksts, kuru docétajs cite; seminars, kas mudina studentus
mijiedarboties; grupas darbs, diskusija vai konferences veida lekcija, kad studenti tiek lagti
iepazistinat ar kadu darbu.

Akademisko lekciju var raksturot ar starpdiskursivitati (N. Férklovs (Fairclough 2003)
un D. Haiats (Hyatt 2005)) — viens zanrs mijiedarbojas ar otru — pieméram, Zanrs, kas parstav
mutvardu diskursa (lekcijas runas) un rakstveida rezima (slaidrazu prezentacijas)
kombinaciju, ka ari intertekstualitati (J. Kristeva 1980 un N. Férklovs (Fairclough 2003) —
docétaju sagatavotie teksti, kuru pamata ir citu autoru teksti, raksti vai citati.

Vel viena nozimiga akadémiskas lekcijas zanra iezime i starpdisciplinarizate, ieklaujot
dazadu disciplinu tematus.
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Akadémiskas lekcijas makrostruktiira

Dz Flauverdju (Flowerdew 2015) ir atzinis, ka studentu, kuri nav anglu valodas nesgji,
nespéja atpazit lekcijas makrostruktiiru tiek uzskatita par vienu no galvenajam to studentu
lekciju izpratnes problemam, kuri runa valoda, kas nav vinu dzimta valoda, jo makrostrukttira
veicina labaku lekcijas izpratni, planoSanu un pasniegSanu mérkauditorijai. TieSi tapec $1
darba dala i versta uz teorétisko atzinu iegiiSanu par akadeémiskas lekcijas strukturésanu,
izmantojot SFL un ESP Zanra pétjumu retoriskas un etapu analizes apskatu, lai izveidotu
piemérotako modeli akadémiskas lekcijas diskursa strukturalajaianalizei.

Autore ir izpétijusi Dz Sinklera un M. Kultharda (Sinclair and Coulthard 1975),
M. Kultharda (Coulthard 1995) izstradato ,Jlerosinajums-atbilde-atbildes reakcija” modeli
(Initiation-Response-Feedback (IRF)); Dz Swveilza (Swales1990) un P. Tompsona (Thompson
1994) izstradato modeli CARS (Creating a Research Space — Pétniecibas telpas izveidosana);
Dz Sweilza (Swales 1990) retorisko etapu analizi, D. J. V. L1 (Lee 2009) un A. Cena (Cheng
2011) modelus. Dz Flauverdju (Flowerdew 2013, 2015) ir izc€lis tadus lekcijam butiskus
elementus ka diskursa iezimétaji, iesakumi, atkapes, metaapgalvojumi un nobeigumi
(discourse markers, starters, asides, metastatements and conclusion), piedavajis lekcijas
organizéSanas lidzek]us un ieteicis sakartot kursa tematus tematiski, hronologiski, telpiski,
augosa vai dilstosa seciba.

Autore ka piemerotako akad@miskas lekcijas diskursa analizei ir izvElgjusies
P. Tompsona (Thompson 1994) retorisko etapu analizi, kuru ir izvérsusi D. J. V. L1 (Lee
2009) un A. Cens (Cheng 2011). ST darba autore ir izp&tijusi, aprakstijusi un papildinajusi
D. J. V. L1 (Lee 2009) un A. Cena (Cheng 2011) tris etapu struktiiru, pievienojot 4. etapu ar
nosaukumu Lekcijas nobeigums. lerosinata lekcijas struktira ir $ada: 1. etaps. IesildB®anas;
2. etaps. Lekcijas struktiiras noteikSana; 3. etaps. Tematu ievietoSana konteksta; 4. etaps.
Lekcijas nobeigums. Autore veica septinu socialo un humanitaro zinatnu lekciju analizi un
iegiito informaciju par lekcijam apkopoja tabula, kura noraditi etapi, tajas veicamas darbibas
un 1stenojamas komunikativas funkcijas.

2. tabula Lekcijas etapu struktira (pamatota uz D.J. V.Li (Lee 2009) etapu
struktiiru))

Nosaukums Komunikativa funkcija

1. etaps. Aktualizacija. Iepazistina$ana ar gaidamo lekciju

Atkapes no temata (digresivs stils | Vispariga mformacija par kursu un ar kursa organizaciju

(A.Veisbergs, 2003:23.) saistitas atkapes (piemeram, uzdevumi vai akadémiskas
stundas)

Organizatoriskie jautajumi Informacija par organizatoriskiem jautajumiem;
ar kursu nesaistitu jautajumu izskaidrosana

Nakotnes plani Nakotnes planu izklast®ana (piem., kursa saturs vai

nakamaja nodarbiba paredzetas aktivitates)
2.etaps. Lekcijas struktiiras noteik§ana.  lepazistinaSana ar lekcijas tematu

Temata pazinoSana Temata pazinoSana

Satura noradiSana Lekcijas satura izklasts

Struktiiras noteikSana Prezentacijas plana nodrosinasana

3.etaps. Temata ievietoS$ana konteksta. Stude ntu sagatavos ana jaunas informacijas
izpratnei un eso$o zinaSanu aktualizacija

Temata nozimiguma paradiSana Lekcijas  temata aktualitates, = nozimiguma  un

nepiecieSamibas apstiprinaSana saistiba ar kursu
Jaunas informacijas saistiSana ar | Jauna temata saistSana ar §is lekcijas apgito tematu un ar

zinamo informaciju ieprieksejo lekeiju
AtsauksSanas uz ieprickséjam lekcijam | Jaunas informacijas saistSana ar iepriek§ apgito
informaciju
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4. etaps. Lekcijas nobeigums. Pazinojums par lekcijas beig§anu/ secinajumu
izdari§ ana par lekcijas saturu

Versanas pie auditorijas Noskaidrot, vai studentiem ir jautajumi,

atbildes uz studentu jautajumiem;

jautajumu vai problému izvirzi8ana diskusijai.

Nakotnes plani Nakotnes planu izklastiana (piem., kursa saturs vai
nakamaja nodarbiba paredzetas aktivitates).
Organizatoriskie jautajumi Informacija par organizatoriskiem jauta jumiem;

ar kursu nesaistitu jautajumu skaidrosana.

Satura rezumésana un lekcijas | Lekcijas satura rezumésana; galveno punktu rezuméSana
beigsana vai apskatiSana; pazinoSana par lekcijas beigSanu;
secinajumu izdariSana par lekcijas saturu.

Lekciju pasniegSanas stili

Akademiskas lekcijas stils ir atkarigs no merka, prieckSmeta, temata un docétaja
zinaSanam, un tie var bt atskirigi: ,,las®anas stils” (T. Dadlijs-Evanss un A. DZonsa (Dudley-
Evans and John 2007)), ,runasanas un rakstiSanas uz tafeles” stils (Dz Beredejs (Bereday),
M. Meisona (Mason) red., 1994), ,iegauméSana”, ,skala lasiSana” un ,dziva saruna”,
Llidzdalibu veicinosa lekcija” (P. Frederiks (Frederick 1986) utt. Lekcija nav tikai mutvardu
diskurss, jo biezi lekcijas tiek izmantots teksts no ekrana slaidiem, tatad tai ir ,,daudzpusigs
raksturs” (Dz Swveilzs (Swales 1995), Krofordas Kamicotoli (Crawford Camiciottoli) red.,
2007:16), jo, no vienas puses, tas pilda ,,zinaSanu nodoSanas un izplatiSanas” funkciju,
izmantojot visu profesionalo terminologiju (L. Merlini (Merlini 1983) Krofordas Kamicotoli
(Crawford Camiciottoli) red., 2007,24), un, no otras puses, tajas var konstatét daudzus dialoga
elementus, pieméram, metadiskursivos izteicienus, imperativus un logiskas secibas. Lekcijas
ir mazak formalas un klust interaktivakas, docé&tajam vairak pildot ,koordinatora” un
,padomdevéja” lomu un lasot Iekcijas ,atklata stila” (F. Bensons (Benson)
Krofordas Kamicotoli (Crawford Camiciottoli) red., 2007)), kas nodro$ina labaku izpratni.
Viens no pétjuma empiriskas dalas uzdevumiem bija noskaidrot, kadus lekciju lasiSanas
stilus studenti atzist par labakiem un kadus lekciju lasiSanas stilus akadémiskais personals
izveélas sava darba, ka arT apzinaties pierakstu veikSanas lomu lekciju las®anas procesa.

Pierakstu veikSana

Pierakstu veikSana augstskolu lekciju procesa ir butiska studentu prasme; ta ir darbiba,
kas veicina macisanos (a mathemagenic activity) (E. Rotkofs (Rothkopf 1970) P. Dankelas un
S. Deivijas (Dunkel and Davy) red., 1989)), ,butiska izglitibas pieredzes sastavdala”
(P. Dankelas un S. Deivijas (Dunkel and Davy) red. 1989)), kas lietojama, lai saglabatu
informaciju un atsauktu to atmina parbaudes laika, ka ar1 veicinatu sekmigu materiala apguvi.

Pierakstu veikSana ir atkariga ne tikai no studentu sp&jam klausities un veikt pierakstus,
bet arT no docétdja sp&jam un prasmém sniegt informaciju, ta var atspogulot studentu
akadémisko lekciju izpratni, tieSi tad€] autore p&tijuma pievérsa tam uzmanibu. Pirms tika
ieviestas un attistitas tadas tehnologijas ka datori, klépjdatori, plansetes, iPhone, diktofoni un
citas tehniskas ierices, pieraksti tika veikti, izmantojot pildspalvu un papiru; misdienas tiek
izmantotas gan pildspalvas un papira, gan ar citu tehnologiju metodes.

Saskanpa ar A. AFMusalli (Al-Musalli 2015, 138-140) apgalvojumu pierakstu veic€jam
ir jaatSkir vardi, jaatpazist piemerota teikuma struktira, jasaprot vardu nozime, jaizprot
runataja attiecksme pret izteikto, janoskir galvena informacija no mazak svarigiem faktiem,
jaizprot butiba, japienem atbilstoSi spriedumi par véstijumu un vismaz minimala apméra
japrot sniegt atbildi runatajam uz jautajumiem, kas skar iepriekSizrunato tematu.
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Dala darba tika wveltita pierakstu veikSanas vai piezimju veikSanas izp€tei, petot
sekmigai studentu pierakstu veikSanai nepiecieSamos priekSnosacijumus, pierakstu veikSana
iesaistitos kognitivos mehanismus, ka arT pierakstu veikSanas un klausiSanas prasmes
savstarp&jo sakarbu. Sie dati tika parbauditi, izmantojot studentu anketas, un to rezultati tika
aprakstiti §1darba empiriskaja dala.

1.2. Diskursa analize un mutvardu akadémiskais diskurss

Izanaliz§jot diskursa analizes (DA) teorijas (T. van Deiks (van Dijk 2008, 2012, 2015);
Dz Gi1 (Gee 2005); Dz G. Vudss (Woods 2006); B. Paltridzs (Paltridge 2006); B. Raimsa
(Rhymes 2008); K. M. Tardija (Tardy) S. Capellas (Chapelle) red., 2013)), tika konstatéts, ka
visas DA pieejas uzskata tekstu un kontekstu par divu veidu informaciju, kas veicina
izteikuma komunikativo saturu, tadéjadi ietverot gan teksta, gan arT konteksta izp€ti. DA
nevar aprobezoties ar lingvistisko formu aprakstu neatkarigi no mérkiem vai funkcijam, kam
§is formas ir paredzetas, lai darbotos cilvéku vajadzbam. DA ir multidisciplinara (T. van
Deiks (van Dijk 2002)), un tas daudzpusiga rakstura (T. van Deiks (van Dijk 2002)) un
diskursivas neviendabibas dé] (T.J. van L&venens (Van Leeuwen 2008)) daudzpakapju
pétjumi ir jaintegre.

Mutvardu diskurss ir atkarigs no daudzam lingvistikas sastavdalam. Pieméram, leksika
un gramatika palidz valodniekiem identificét un interpreteét mutvardu tekstus. Mutvardu
akadeémisko diskursu var ietekm@t dazi mainigie parametri, pieméram, runataja izglitiba,
vecums, profesija, prasme rakstit un lasit mérkvaloda vaipat personibas iezimes.

Mutvardu akademiska diskursa raksturs

Autore pétfja nozimigas mutvardu akadeémiska diskursa iezimes, taja skaita leksiku,
diskursa iezZimétajus un attiecksmes izteikSanu. Docétaja runai ir improvizétas runas pazimes ar
daudzu vienkarSu un biezi lietojamu vardu krajumu, pieméram, get, say, think, want un see
(D. Baibers (Biber 2006)). Attieciba uz gramatiskajam vardSkiram mutvardu diskursa
vairak domin€ nominals stils — augstaka ir lietvardu, nevis darbibas vardu procentuala
attieciba, un taja ir vairak ipasibas vardu neka apstakla vardu (ibid.).

Vietniekvardu lietojums ir nozimiga mutvardu akadémiska diskursa iezime. Pirmas
personas vietniekvardi (I, we) tiek lietoti, lai izteiktu docétaja viedokli; otras personas
vietniekvardi (you) tiek lietoti, lai izteiktu priek§likumu, ierosinajumu studentiem vai uzdotu
viniem retorisku jautagjumu, savukart tre$as personas vietniekvards (they) tiek lietots, lai
runatu par citu minétajiem piemériem (D. Baibers (Biber 2006)).

Diskursa ieazmétaji

B. Freizers (Fraser 1990,392) defing diskursa iezimétajus ka ,,izteicienus, kas signalizé
par secigam attiecibam starp pasreiz€jo pamatvestijumu un iepriek$€jo diskursu”. IzSkir
mikroiezZimétajus (vai zemakas kartas mikroiezZimétajus) un makroiezimétajus (vai augstakas
kartas makroiezimétajus) (K. Codrons un Dz K. Ri¢ardss (Chaudron and Richards 1986);
D. Mérfijs un K. N. Kendlins (Murphy and Candlin 1979); T.Morela (Morell 2001)
Krofordas Kamicotoli (Crawford Camiciottoli) red., 2007,80)). Mikroiezimétaji norada
saiknes starp izteikumiem, un péc bitibas tie iIr parazitvardi; tie tiek iedaliti segmentacijas,
kontrasta un emfazes kategorijas (K. Codrons un Dz K. Ri¢ardss (Chaudron and Richards
1986) Krofordas Kamicotoli (Crawford Camiciottoli) red., 2007,80). MakroiezZimétaji izcel
lekcija galveno informaciju, §1s informacijas secibu vai nozZimigumu.

Mutvardu akadémiskaja diskursa visbiezak lietotie diskursa mikroiezimétajii ir OK,
well, now un so (D. Baibers (Biber 2006)). Vardam now var bat divas funkcijas — laika
apstaklis un diskursa iezZimétajs.

Vel viena mutvardu akadémiska diskursa pazime ir pakartotu teikumu lietoSana. Var
minét divu veidu paligtekkumus: apzimétaja paligteikums (finite relative clause), piem., “/z’s
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’

a financial crisis that is bigger than any before...”, un paligteikums ar paplasinatu
paskaidrojumu vai komentaru (sentence relative clause), piem., “So, the theme that | want to
develop in my book is that part of... "

Apstakla paligteikumi: nosacjjuma (if), c€lopa (because) un laika apstakla
paligteikumi (piem., after, before, while, until, as, since) (ibid.) biezak sastopami mutvardu,
nevis rakstveida diskursa. D. Baibers (ibid. 80-83) uzskata, ka papildinataja paligteikuma
., That-clause” un ,, To-clause” biezak sastopami mutvardu, nevis rakstveida akadémiskaja
diskursa.

Attieksmes izteik§ana mutvardu akadémiskaja diskursa

Attieksmes izteikSana pauz runataja attiecksmi un ir neaizstajams runas elements, pasi,
ja docétajs ir attiecigas jomas praktikis; vin§ maca un izskaidro teorétiskos priekSstatus.
Attieksmes izteikSanai paredz&tic apstakla vardi (piem., obviously, unfortunately, fortunately,
apparently, undoubtedly, amazingly, astonishingly utt.), kas parasti atrodas teikuma sakuma,
var paust runataja attiecksmi pret jautajumu. Papildinataja paligteikumos darbibas vards izsaka
runataja attiecksmi. Lai aprakstitu runataja atticksmi, biezi tiek lietotas atticksmes izteikSanas
struktiiras ar pirmas personas objektu vai pirmas personas vietniekvardu, turpretim otras vai
treS$as personas vietniekvardi galvenokart tiek lietoti, attiecinot tos uz adresatu (studentu);
tomer tie ne vienmér atspogulo runataja personisko attiecksmi. Mutvardu diskursa ir daudz
runataja attiecksmes izteik§anas un auditorijas iesaistiSanas elementu, piem&ram, Sevis
pieminésana, lidzdalibas vietniekvardi un retoriskie jautajumi.

1.3. Akadémiska personala anglu valodas komunikativas kompetences modelis

Lai nodroSinatu veiksmigu lekciju, docétajam ir jabit ne tikai attiecigds nozares
specialistam, bet arT apveltitam ar profesionali pietickamam anglu valodas zinaSanam, kas
ietver dazadus aspektus. Autore ir izanaliz€usi dazadas teorijas par komunikativas
kompetences attistibu un komunikativas kompetences modelus.

Péc D. Haimza (Hymes 1972) viedokla komunikativa kompetence ir spéja ,pielagot
valodas lietojumu tadiem faktoriem ka situacija, sazinas dalibnieki, temats, komunikativais
merkis, registrs” (Pitervagnera (Peterwagner) red., 2005:XI1)). M. Kanale un M. Sveina
(Canale un Swain 1980) ierosinaja Cetras $adas komunikativas kompetences sastavdalas:
gramatiska, sociolingvistiska, diskursa un strat€giska kompetence. L. F. Bahmans (Bachman
1995) savu komunikativas valodas sp&jas modeli pamatoja uz M. Kanales un M. Swveinas
(Canale un Swain) modeli un centas empiriski apstiprinat komunikativas kompetences
komponentus. Bahmana (Bachman ibid) ierosinata valodas kompetence ietvéra
organizatorisko kompetenci, pragmatisko kompetenci un strat€ gisko kompetenci.

Eiropas vienotas valodu prasmes noteikSanas sistéma

Ieprieck§ minetas komunikativo kompetencu teorijas veidoja pamatu valodas
komunikativo kompetencu pilnveidoSanai, kas ierosinata Eiropas vienotas valodu prasmes
noteik$anas sisttmas dokumenta (CEFR) (2001, 2018). Tas, skiet, ir sniedzis visaptveroSako
komunikativas kompetences aprakstu. CEFR iedala valodas komunikativo kompetenci
linvistiskaja, sociolingvistiskaja un pragmatiskaja apakskompetencé. Sis modelis tika izvélets
Biznesa augstskolas ,, Turitba” docé&taju anglu valodas komunikativas kompetences analizei. Ta
ka nav nekadu oficialu dokumentu, kas noteiktu, kada Iimena sveSvalodas zinaSanas ir
nepiecieSamas Biznesa augstskolas ,, Turiba” akadémiskajam personalam, tomér ieverojot, ka
likuma prasitas zinaSanas vismaz B2 Iimeni un IZM ieteikuma (sk. citéta dokumenta
,»VienoSanas par labu praksi arvalstu studéjosSo piesaiste€” noradi ieprieks 5. lpp.) noradits C1
l[imenis, autore par akadémiska personala anglu valodas zinasanu standartu izvélgjas C2 un C1
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Iimeni (CEFR, 2001). Promocijas darba tika izp@titi visu So Iimenu kompetencu apraksti un
atlastti tie kriteriji, kuri attiecas uz akademisko personalu, kas lasa lekcijas anglu valoda.

Lingvistiska kompetence ir dala no runatdja runas veidoSanas un runas uztveres
mehanismiem. Saskapa ar R. Bota (Botha 1981:32) apgalvojumu — akadémiskas lekcijas
efektivitate ir atkariga no doc@tdja un studentu uztrenétas atminas, koncentréSanas spéjas,
uzmanibas, pasniedz€ja spejas profesionali lasit lekciju, studenta sp€jas apstradat un saglabat
informaciju, nodro§inat atgriezenisko saiti, biezas docétaja profesionala Zzargona lietoSanas,
izrunas Tpatnibam, gramatikas un vardu krajuma, ka ar1 docétaja individuala stila. Lai izprastu
docétaja individualo stilu, studentiem var but nepiecieSams adaptacijas periods.

Sociolingvistiska kompetence ir zinasanas un prasme atbilstigi lietot valodu dazadas
komunikativas situacijas, sp&ja atpazit socialo attiecibu lingvistiskos iezimétajus, pieklajibas
frazes, registra atSkiribas, dazadus dialektus un akcentus. Eiropas vienota valodu prasmes
limena noteikSanas sistéma (CEFR, 2001, 2018) nosaka dazadus formalitates Iimenus, piem.,
oficialu, neitralu, formalu, neformalu un sarunvalodas limeni. Gandriz visus $0s registrus,
iznemot sarunvalodas, var pamanit akadémiskaja diskursa.

Pragmatiska kompetence ir zinaSanas un sp€ja organizét un strukturét diskursu (diskursa
kompetence) un veikt valodas komunikativas funkcijas (funkcionala kompetence). Diskursa
kompetence ir saistita ar lietotdaja sp&ju izveidot viegli uztveramus un skaidri formul€tus
tekkumus, pemot vera attiecigus diskursa elementus. Ta ir tematiska organizacija
(t€ma/fokuss, dots/jauns, c€lonis/sekas); stils un registrs; retoriskais iedarbigums (koh&zija un
koherence); savukart funkcionala kompetence raksturo valodas lictotaja sp&ju lietot mutvardu
un rakstveida diskursu atbilstosi noteiktajam mérkim.

Akadémiska, star ppersonu un starpkultiiru kompetences

Lai detalizétak aprakstitu docétaja komunikativo kompetenci, péc darba autores domam,
ir japievieno Vel tris visparigas kompetences: akadeémiska, starppersonu un starpkultiiru
kompetence (skat. zemak 3. tabulu).

Veiksmigai lekcijai ir nepiecieSams doc€taja sagatavoSanas darbs, kas ietver nozares
materialu izpéti, darbu pie jaunas terminologijas un informacijas apstradi, Sagatavojot
lekcijas, tapec japievieno akadémiska kompetence. Augstskolu lekcijas konteksta ta raksturo
docetaja spéju sagatavoties lekcijai: apstradat informaciju, strukturét prezentaciju, spet izpétit
informaciju un kompetenti sakartot to. Saja procesa tiek izmantotas gan docétdja uztveres
spejas (lasot attiecigo literatiiru, publikacijas, klausoties vai skatoties audio un
videomaterialus, apgiistot nozares vai priekSmeta specifisko leksiku anglu valoda), gan ari
rad®anas (produc€sanas) sp&ja (sagatavojot lekcijas, izstradajot to pasniegSanas metodiku).

Veiksmigai lekcijai ir nepiecieSama mijiedarbiba ar auditoriju, tieSs kontakts ar
studentiem, tapéc ir jaizmanto Starppersonu kompetence (socialas, psihologiskas un
personiskas prasmes, kas var bt neatkarigas no citam prasmém), kompetence socialajas un
personiskajas attiecibas, prasme uzklausit studentus un veidot efektivu komunikaciju, prasme
un vélesanas kontakteties un sadarboties ar studentiem.

Tomer komunikativa kompetence ar visam tas apakskompetenceém nebiitu pilniga bez
starpkultiiru kompetences Vai starpkultiiru sazinas kompetences (V. Skujina, Z. Anspoka,
V. Kalnbérzina, A. Salme, 2011), jo augstakas izglitibas internacionalizacija nav iesp&jama
bez starptautiskas un starpkultiiru dimensijas integracijas studijas. Starpkultiru kompetence ir
»lzpratne par sevi un citiem dazadibas konteksta”; spéja ,,mijiedarboties un komunicét ar tiem,
kuri tiek uzskatiti par atSkirigiem kultiras piederibas zina” (M. Barets (Barrett 2014,16)),
»Sp€ja sazinaties arpus sev pierastas kultlirvides, balstoties uz zinaSanam par savu un citam
socialajam un etniskajam grupam un to paradumiem”, ,kritiskas domasanas prasmi un
pozitivu attieksmi pret nezinamo vidi” (V. Skujina, 2011).

19



3.tabula. Augstskolu akadémiska personala anglu valodas komunikativas
kompetences modelis
Kompetences sastavdalas un to raksturojums
Lingvistiska Socioling vistiska Prag matiska Akadémiska |Starppersonu (Starpkultiru
kompetence kompetence kompetence kompetence | kompetence | kompetence
Leksiskaja aspekta |Registri Diskursa Docétaja Spé&ja veidot un |Docétaja
Docétaja sp&ja |Docétaja zinasanas [kompetence sp&ja uzturet sociokulturala
pareizi izmantot |par dazadiem Docétaja zinasanas |macities, pozitivas, pieredze un
profesionalu atSkirigiem un sp&ja strukturét [ieglit jaunas |draudzigas zinasanas,
terminologiju, registriem, un vadit diskursu, jakadémiskas [attiecibas  vai |izpratne par
idio matiskus pieméram, nemot véra [zina$anas, kontaktus, savu un
izteicienus un [oficials, neitrals, [tematisko analizet, vélme un spgja [auditorijas
fiks&tus izteicienus. [formals, organizaciju; sintez&t sadarboties, kulttiru,
neformals, vienotibu un [informaciju, [veidot kopigas [starpkultiiru
Gramatiskaja sarunvalodas. saskanotibu; spéja  izp&tit [komandas saikne un tas
Zinasanas un spé&ja logisko secibu; [informaciju  |izjutu ar |izpratne, ka
lietot valodas [Socio-lingvistiskie |valodas stilu un Jun izklastit to [studentiem; arl
gramatiskos iezZimétaji registru; retorisko [studentiem vélme palidzet, |,starpkultiiru
resursus, spé&ja |Docétdja zinaSanas |iedarbigumu. (gatavot sp&ja  izprast |[prasmes” un
saprast un izteikt |par studentu lekcijas, spEja [studentu ,»Zinatiba”
jiegu, veidojot frazes |valodas ipatnibam |Funkcionalaja saistoSi vajadzibas un [(savoir-faire)
un teikumus [atkariba no |kompetencé pasniegt  ar [atsaukties, kad |(CEFR,
atbilsto$i anglu [regionalas, Docétaja  prasme [tematu tas ir 2001:104).
valodas nacionalas un |lietot mutvardu [saistito nepiecieSams.  |Docétaja
noteikumiem. etniskas izteikumus informaciju). |((Balstits uz [spé&ja tuvinat
piederibas. konkrétu Starppersonu savu kulttiru
Semantiskaja mikrofunkciju efektivitates auditorijas
Izpratne par [Dialekti un izpildi$anai, kompetences kulttirai;
iesp&jam izteikt [akcenti pieméram,  faktu aprakstu, spéja
noteiktu varda/ [Sp€ja saprast un |informacijas (K.VintiSa, izmantot
leksémas nozimi un |piclagoties sniegSana un 2011) studentu
prasmi to lietot. atSkirigiem izvaicas$ana, kulttiras
studentu attieksmju daudzveidibu.
Fonolegiskaja dialektiem un lizteiksana un
Zinasanas un prasme [akcentiem, ka arl |noskaidro$ana,
uztvert un producét [saprast ar  to |parliecinasana un
Sadus elementus: [saistitas  valodas |makrofunkcijas
fonémas un |leksiskas, [imeni, piemeram,
alofonus; gramatiskas un |apraksta,
prosodiskas fonologiskas stastjuma,
izpausmes: uzsvaru [ipatnibas komentara,
un ritmu, intonaciju; izklasta,
fonetisko redukeiju: |paralingvistika skaidrojuma,
idzskanu zudumu, |yn kermena pieradijuma,
asimilaciju, eliziju, vaI(;da ) argumentacija, utt.
izlaidumus. Apzinati vai
neapzinati docetajs
Ortografiskaja izmanto kermena
Zinasanas un \valodu  (mimiku,
prasmes  rakstveida restys, staju,
teksta veidoSana, distanci) Jai
pareiza vardu |papildinatu verbalo
rakstiba, pieturzimes |informaciju vai
un to  lietoSanas [3i,staty un
noteikumu kompensétu
parzinasana. triikstosas valodas

zinasanas.”
(V.Skujina,
60)

2011:

20




2. EMPIRISKAIS PETIJUMS

Darba empirisko dalu veido 4. un 5. nodala, un taja ieklautas akadémiska personala
aptauju un transkrib&tu autentisku lekciju diskursa analizes rezultati. 4. nodala ir izskaidrota
pétjuma izmantota metodologija: metodes un papémieni, un tas mérkis ir sasniegt pétjjuma
mérkus, pazinojot aptaujas rezultatus institucionala konteksta

2.1. Pétijuma metodologija

Darba tika izmantoti primarie p&tijumi, t.i, kvantitativie petjumi, kas ietver datu
apstradi, kura tiek iegiiti skaitliskie dati, taja skaita anketas (Z. Dornejs (Dérnyei 2007:24)),
un kvalitativie pétfjumi, kuros ieklauti aprakstoSu neierobeZotu datu analize, taja skaita
intervijas (ibid) (4. un 5. nodala). Tresa metode ietver zanru analizi: lekciju etapu struktiiras
analizi. Nobeiguma tika veikta diskursa analize, analiz€jot gan korpusa piemerus, gan ari
transkrib&to autentisko lekciju diskursu.

Tika nemti véra $adi kontekstualie faktori (DZz Brauna (Brown), A. Deivisa (Davies)
red., 2004:479): institucionalais konteksts, jo p€tijums veikts augstskolas (p&tniecibas vieta)
ar mérkgrupu (izlasi) — augstskolas docétajiem un studentiem un ar izvirzitu mérki — noderét
institucionalam vajadzibam; lokalais konteksts, ieskaitot socidlo kontekstu (doc&taju un
studentu valodas zinasanas) un pedagogisko kontekstu (docEtaju mac®anas metodes un
lekciju lasiSanas stili, ka ar1 studentu pierakstu veikSanas prasmes) (ibid).

Par emptriska pétijuma metodi tika izveleta diskursa analizes izpéte (DZz Brauna
(Brown), A. Deivisa (Davies) red., ibid: 488), kur $1 p&tjjuma objekts ir augstskolas docétaju
valoda (mutvardu akad@miskais diskurss). P&tijuma tiek izmantotas dazadas pé&tijumu
metodes: intervijas, anketas, lekciju novéroSana un ierakstiana, diskursa analize. Datu
ieguvei izmantotie instrumenti tika izstradati, pamatojoties uz teor&tiskajiem pé&tijumiem, un
atklatie modeli tika pétiti, izmantojot diskursa datu korpusu. L. Mullanija (Mullany),
L. Litoseliti (L Itosselltl) red., (2010:39) uzskata, ka jauktas metodes veicina petjjumu
veikSanu un ,tam ir svariga nozime, risinot dazadas problemas darbavieta ka pé&tniecibas
vieta, kurai ir loti griiti nodroSinat piekluvi un datu ieguvi”.

Petjums veikts Biznesa augstskola ,,Turiba” 2014./2015. akadémiska gada pirmaja
semestr1 un Sanktp@terburgas Valsts ekonomikas un finanSu universitate (SPBGUE)
2015./2016. gada otraja semestri un sastav no Sadiem posmiem — (1) rakstveida anketu
izmantoSana, (2) klatienes intervijas un (3) diskursa analize, kas ietver korpusa materiala
savak$anu un darbu ar to (diskursa registréSanu, transkribéSanu un analizi).

Kopuma petjjuma:

o Biznesa augstskolas ,Turiba” un Sanktpéterburgas Valsts ekonomikas un finanSu
universitates studenti aizpildija 102 anketas;

o tika ierakstitas 29 intervijas ar Biznesa augstskolas ,, Turiba” un Sanktp&terburgas Valsts
ekonomikas un finanSu universitates studentiem;

o Biznesa augstskolas ,,Turiba” un Sanktp&terburgas Valsts ekonomikas un finansu
universitates docetaji aizpildija 19 anketas;

. tika ierakstitas 23 un transkrib&tas un analizétas 18 akadémiskas lekcijas.

2.2. Studentu aptaujas analize

Tika aprakstiti un analiz€ti anketu un sekojoSo klatienes atverto jautdjumu interviju
petjuma rezultati. Tika apzinatas un analiz€tas problémas, ar kadam studenti saskaras
akadémisko lekciju uztver€, un problémas, ar kadam akadémiskais personals sastopas lekciju
las®ana, kas autorei lava salidzinat docétaju un studentu atbildes un atrast kopsakaribas,
atskiribas un pretrunas abu mérk grupu pasnovertejuma.

Studentu anketa tika ieklauti 10 jautajumi, kuru mérkis bija iegiit pamatinformaciju par
studentiem, macibu gadu un studiju nozari, informaciju par to, cik ilgi studenti ir macijuSies
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anglu valodu, par vinu valodas prasmes limeni, macibu pieredzi anglu valoda, anglu valodas
prasmém un kompetencém, priek§metiem, kurus vigi ir macijuSies anglu valoda, un gritibam,
ar kadam vini ir saskarusies macibu procesa.

Dazas no studentu min€tajam gritibam: monologa stila monotoni lasita lekcija,
nepiecieSamiba paSiem atrast papildu informaciju, akadeémiska personala lekciju lasiSanas
stils, interaktivas komunikacijas trikums, anglu valodas izruna, anglu valoda jitamais latvieSu
vai krievu valodas akcents, anglu valodai neatbilstoSa teikuma struktiira un gramatiskas
konstrukcijas, nepietickama pasu studentu valodas prasme.

W Augstakais, C1 (22)
B Vidé&jais, B2 (40)
Vidéjais, B1 (26)

docg&taju runas atrais temps

galvenas idejas (galveno ideju) neatkartosana

docgtaju izrunas problémas

docetaju pielautas gramatikas kludas

doc&taju nespéja izskaidrot profesionala temata kontekstu/ide ju
nespéja nolasit logisku vai skaidri saprotamu lekciju

sarezgitas profesionalas terminologijas lietosana

cits (ladzu, noradiet)

IEMMUO®m)»

1. diagramma. Dazadu L2 lIimenu salidzinosa analize, studé jot anglu valoda

P&c anketas sekoja studentu intervija ar atvertiem jautajumiem. Respondenti sniedza
atbildes uz 16 jautajumiem: anglu ka macibu valodas izvéle, atSkiribas un ieguvumi no
studijam anglu valoda, lekciju organizacija, lekciju izpratne, jédzienu izskaidroSana, lictota
speciala terminologija, izmantotie piemeri, starptautiskie atsauces avoti, lekciju lasisanas stils,
pierakstu veikSana, lekciju las®anas atrums, prezentacijas prasmes, studijas pavadtais laiks,
diskursa iezZimétaju lietoSana un docétaja izruna.

Visi studenti uzsvéra anglu valodas ka lingua franca nozimi un iesp&ju uzlabot savu
anglu valodas prasmi. 90% sve$valoda studgjoSo juta, ka vigiem ir jamacas citigak, docetaja
teikto vispirms iztulkojot dzimtaja valoda un péc tam iegauméjot jaunus jédzienus. Liela dala
mingja, ka lekcijas ir organizétas viegli uztverama veida, lai gan tas atkarigs no konkréta
docétaja. 80% studentu bija jaiziet adaptacijas periods, lai pilniba saprastu lekciju saturu.
Specializétas terminologijas apgtSana sagadaja gritibas, jo studenti biezi vien nezinaja to pat
sava dzimtaja valoda. 80% respondentu piekrita, ka docétaji ilustré saturu ar piemériem, ipasi
— ar starptautiskas prakses piemériem. Anketas apliecindja, ka viens no lekciju izpratnes
tritkuma iemesliem ir neefektivs lekciju lasiSanas stils: ta ir monotona lasiSana, acu kontakta
trikums ar auditoriju, publiskas runas prasmes nepietickamiba, jutami atSkirigi starpkultiiru
sazinas aspekti. Pierakstu veikSana izradjjas sarezgita studentiem ar zemaku anglu valodas
zinasanu Iimeni. Daziem studentiem problemas sagadaja ar1 lekciju las®anas atrums.
Attieciba uz diskursa iezimétaju lietoSanu 90% respondentu piekrita, ka diskursa iezimétaji
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palidz labak sekot lekcijam un saprast tas. 95% min&ja docétaja izrunu ka faktoru, kas
ietekmé lekciju izpratni.

Lai parbauditu teorétiska petjjuma secinajumu ticamibu un validitati, tika izstradata
anketa un intervija. Ta ka viens no pétjjuma mérkiem bija noteikt, cik labi studenti prot veikt
pierakstus, ka ar1 to, vai pierakstu veikSanas process vairak ir atkarigs no studentu prasmes
veikt pierakstus vai arT no doc@taju kompetences lasit viegli uztveramas un skaidri formulétas
lekcijas, tika uzdoti divpusgji jautajumi. Anketa ir 6 sadalas, lai noskaidrotu studentu valodas
kompetences Iimeni, pierakstu veik§anas nozimigumu, lietoto pierakstu veikSanas metodi, ka
arT noteiktu, cik prasmigi studenti veic pierakstus, ko tieSi studenti var nesaprast doc€taju
diskursa, kadas ir grutibas veikt pierakstus, kas var rasties saistiba ar lekcijas kvalitati.

Rezultati paradija, ka 91% aptaujato studentu dod prieksroku pildspalvas un papia
metodei, izmanto sa’sindjumus un saisinatas formas. Galvenas noskaidrotas problemas ir
docetaju specialas leksikas (t. sk. terminu un profesionalismu) lietoSana, dazu konkrétu vardu
izruna, docétaju intonacija, docétaju kultiirai atbilstosu (studentiem sveSu) idiomu lietosana,
ka arT docétaju dzimtas valodas (latvieSu) dialekta ietekme anglu valodas izruna. Studenti
dazreiz nepiefiksé galveno ideju, veicot pierakstus, uzskata, ka docétaja runa ir bijusi parak
atra, dazkart docétaji nespgj izskaidrot neskaidrus terminus, problémas rada neatbilsto$i lietoti
diskursa iezZimétaji, pilnigs to trikums vai nelogiski vardu savienojumi. Studenti saskaras ari
ar grutibam saprast intonaciju un uzsvaru, specialo terminologiju un idiomas, ka ari docétaja
izrunu, kas traucg€ izprast konkrétus vardus, kuru izruna atSkiras no vinu pasu izrunas.

Tika veikta intervija, kura bija ieklauti divi jautdjumi: vai studentiem rodas griitibas
pierakstu veik§ana un, ja rodas, tad kadas tas ir; vai doc€taju runas atrums ietekmé lekcijas
izpratni. Rezultati paradija, ka studenti dod priekSroku izdales materialiem ar minimalu
tekstu, lai vini pasi varétu veikt papildu piezimes. Savukart doc@taju runas atrums rada
problemas studentiem, kuriem ir zems anglu valodas zinaSanu limenis.

Anket€Sanas un interviju rezultati deva autorei iesp€ju noskaidrot jomas, kuram ir
japievers uzmaniba empriska petijuma treSaja posma, t.i., diskursa analiz€.

2.3. Akadémiska personala anketu rezultatu analize

Lai aplikotu akademiskas lekcijas pasniegSanas problémas no docétaju viedokla, autore
veica aptauju starp saviem Biznesa augstskolas ,,Turtba” un Sanktp@terburgas Valsts
ekonomikas un finanSu universitates kole€giem, kuri lasa lekcijas viet€jiem un arvalstu
studentiem socialajos un humanitarajos macibu prick§metos (soft subjects) (S.P. Korders
(Corder 1990); K. Hailends (Hyland 2012)) anglu valoda. Devinpadsmit respondenti
aizpildija anketas un atbild€ja uz daziem papildu jautajumiem individualas intervijas. Anketas
un interviju jautajumi koncentréjas uz sadiem aspektiem: macamie prickSmeti, profesionala
izglitiba, nozares kursi lekciju las®anai sveSvalodas, izmantotais lekciju lasiSanas stils/stili,
izmantotas aktivitates, atgriezeniskas saites nodroSinaSana, studentu satura zinaSanu vai
valodas zinaSanu novertéSana, studentu valodas prasmes uzlaboSana, profesionalas
terminologijas skaidroSana, nepiecieSamiba apgit specializ&tu valodu, vai ir iesp&jams iegit
prickS§meta zinaSanas anglu valoda, nezinot profesionalo terminologiju dzimtaja valoda, kadas
lingvistiskas griitibas ir radusas, kada i rezultata atSkiriba, apmekIejot kursu anglu valoda vai
krievu/latvieSu valoda, problémas, ar kadam studenti saskaras, studjot anglu valoda, un
lekciju lasiSanas stila izmainas vai uzlaboSanas jomas.

Rezultati liecinaja, ka lielaka dala akadémiska personala nav ieguvusi pedagogisko
izgltibu vai izglittbu anglu valoda un nav apguvusi specialus kursus lekciju las®anai
sveSvaloda, docétaji izvelas sarunuvalodas stilu (64%), dod prieksroku diskusijam (19%),
studentu prezentacijam (15%) un grupu darbam (15%), uzdod jautajumus, lai nodroSinatu
atgriezenisko saiti(33%), noverte tikai studentu satura zinaSanas, nevert€jot valodas zinaSanas
(58%), uzskata, ka studijas anglu valoda uzlabo studentu valodas kompetenci (58%), sniedz
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definicijas jaunu jédzienu skaidroSanai (32%), tau visi respondenti uzsvéra nepiecieSamibu
péc papildu zinaSanam nozares valoda.

Autore konstatgja vairakas pretrunas studentu un doc€taju aptayjas rezultatos. Lai gan
studenti v€lgjas uzlabot savu anglu valodas prasmi paraleli profesionalajam saturam lekciju
laika, pasi docetaji koncentrgjas uz satura zinaSanam, nevertéjot valodas zinasanas. Studenti
lekciju lasiSanu raksturoja ka monotonu lekcijas lasiSanas veidu, savukart akadémiskais
personals savu lasiSanas veidu neapzindjas (vai nevélejas taja iedzilinaties), uzsverot,
kalekcija izmanto literaro sarunvalodu. Atbildot uz jautajumu par sastopamajam valodas
grutibam, docétaji, iesp&jams, personisku iemeslu del nelabprat runaja par So jautdjumu. Dazi
(26%) pat apgalvoja, ka viniem nav valodas griitibu, turpretim vairakums studentu, neatkarigi
no valodas Iimena, mingja zinamas grutibas lekciju uztvere tiesi docetaju izrunas del

S empiriska pétijuma posma rezultati [ava autorei rezumét: lai veiksmigi nodro§inatu
lekcijas norisi, priekSmetu pasniedz€jiem ir jabiit atbilstoSai valodas komunikativajai
kompetencei, ir jabut skaidrai un sakarigai runai, logiska seciba jaorganizé lekcijas gaita,
jasniedz praktiskipieméri, jabiit labam kontaktam ar auditoriju, tai skaita ar auditoriju jauztur
acu kontakts un ta jaiesaista diskusijas. Koncepcijas, jauna profesionala leksika un idejas ir
japapildina ar attiecigu teoriju, atbilstoSu terminologijas skaidrojumu un saprotamiem
starptautiskas prakses piemériem tiem studentiem, kuriem §is temats i jauns. Pierakstu
veikSana ir sekmiga, ja lekcijas izdales materiali tiek izsniegti studentiem iepriekS vai tieSi
pirms lekcijas, tad vini izdales materialos pievieno personiskas piezimes. Ir jakontrole
docétaja runas atrums, jamaina balss intonacija un tonis. Izvert§jot studentu atbildes,
veiksmigakie lekciju las®anas stili ir literaras sarunvalodas stils un Ilidzdalibu veicinosa
lekcija, kas aktivi iesaista studentus diskusijas procesa. Diskursu iezimétaji palidz uztvert
lekcijas saturu, palidzot sekot temata sakumam, mainai un secinajumu dalai. Docé&taja akcents
un izrunas gritibas var izraisit studentiem nepareizu lekcijas satura izpratni un ietekmét
diskursa uztveri.

Noteikti janem véra fakts, ka studentiem biezi vien ir atSkirigs kultiiras un izglitibas
limenis, un atSkiriga i arl vigu anglu valodas komunikativa kompetence. Lidz ar to,
pamatojoties uz iegitajiem datiem, nevar pilnigi noteikti ekstrapolét, ka visi studenti sagaida,
lai docétajiem biutu C1 vai C2 anglu valodas prasmes limenis. Var pienemt, ka dazkart
studenti, klausoties lekciju pie docétajiem, kuriem anglu valoda nav dzimta valoda un lidz ar
to attiecigais valodas prasmes Iimenis ir zemaks, var gan vieglak uztvert lekcijas struktiiruy,
gan vieglak saprast diskursu, neka klausoties lekcijas pie pasniedz€jiem, kuriem anglu valoda
ir dzimta valoda.

2.4. Mutvardu akadémiska diskursa analize

5. nodala ietverta empiriska pétjuma mérkis bija izanaliz€t mutvardu akad@misko
diskursu. Tika savakts 23 lekciju korpuss, izmantojot dazadus informacijas vakSanas veidus —
autorei ierakstot lekcijas, ka ari izmantojot Biznesa augstskolas , Turiba” timeklvietné
pieejamo registréto Vvieslektoru lekcijas un YouTube vietné bezmaksas piekluvei pieejamas
tieSsaistes lekcijas. Visas lekcijas tika transkribétas, un 18 no tam tika analiz€tas $1 darba
izstrades gaita. Nodala veikta akadeémiskajas lekcijas visbiezak lietoto vardu analize un
aprakstita to ietekme uz lekcijas uztveri, analiz€tas mutvardu akadeémiskajam diskursam
raksturigas leksiski gramatiskas iezimes, veikta diskursa iezimétaju lietoSanas analize un sesu
transkrib&to lekciju izrakstu detalizéta izpete. Dazas lekcijas var biit labs piemérs, savukart
citas lekcijas uzskatami parada grutibas, ar kadam docétaji saskaras.

Divu YouTube vietné piecejamo mutvardu diskursa epizozu analize veikta no tada
aspekta, ka doc@tajs ir organizgjis runu un virzijis to tematiski. Viss transkribéta teksta
kopums tika sadalits etapos, un katrs etaps tika analizets atseviSki. Analizgjot etapus, var
pamantit, ka sakariba starp teikumiem diskursa ir daudz plasaka un ar sarezgitaku savstarpgjo
sakaribu, tomér joprojam iesp&jams izsekot $ai sakaribai. Runa ir mazak logiski strukturcta
salidzinagjuma ar to, kada ta butu rakstveida teksta, lai gan ta ir veidota péc logiska plana:
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ievads — pamatdala — kopsavikums vai nobeigums. Runa tick veidota ka nelielas
komunikativas vienibas (small spurts), katra komunikativa vieniba ir teikuma dala (clause),
un tie ir vai nav savstarpgji saistiti. Dazas teksta dalas nav tik skaidri saprotamas un tiek
izlaistas, t.i., paliek neizteiktas. Citas novérotas pazimes ir tadas paralingvistiskas zimes ka
runataja kermena valoda un sejas iztekksme, intonacija un mainigais runas atrums. Svarigi
pieminét vardu atkartojuma nozimi, diskursa iezimetajus, diskursa kultiras un socialos
aspektus.

Tika analizéti 10 akadémisko lekciju (AL) ieraksti dazados socialo un
humanitaro zinatnu priek§metos.

Pirmajos divos analizes posmos ietverta Cetru akadeémisko lekciju ierakstu analize.
Pirma posma mérkis bija noskaidrot, kadi ir lekciju laika visbiezak lictotie elementi, iznemot
tadus visbiezak lietotos vardus ka artikuli, personas vietniekvardi paligdarbibas vardi,
prievardi un modalie darbibas vardi, kas var€tu likt studentiem nepareizi saprast lekciju saturu
vai likt viniem zaudét uzmaniu lekciju laika.

Tika konstatéts, ka visbiezak lietotie vardi, kas varétu maldinat klausitajus, ir noradamie
vietniekvardi this (1.AL -38, 2. AL -16, 3.AL -105 reizes), that (1.AL —78, 2.AL -24,
3.AL 250 reizes), these (1.AL -12, 3.AL 45 reizes); personas vietnickvardi they (1.AL —
56, 3. AL -76) unwe (1.AL -41, 2. AL -12, 3.AL -109); piederibas vietnickvardi their
(L.AL -9) unour (2.AL -7); vietas apstakla vardi here (3.AL —38) unthere (1.AL -16, 2.AL
-5, 3.AL —38) un nenoteiktie vietnickvardi (somebody, something, somewhere utt.).

Pieméram, nav skaidrs, uz ko turpmak citétaja pieméra attiecas vietnickvards they: uz
vardu ,,panda” (panda) vai vardu ,kepas liclais pirksts” (thumb):

...1s that for most rrr bears they have four claws, they are not very long ...but the panda
has longer fingers rrr on her paws and they have an opposing thumb (shows with his hand)
and clearly that evolves with the panda so that he...they can get things and eat it given the
environment in which they live...

Nesaprotams, pieméram, ir ari vardu that, this un it biezs lietojums:

... | believe, as it is says in the course description is a pillar of civilized society, it’s a
structure through which we do things and this on the large scales it’s about allocating
recourses through space and time.... and i¢’s about managing risks that anything we do in our
life anything big or important that we do is on certain and that’s (4) what to me that’s (4)
what Financial markets is about. So, but it has a lot, to me this is a course that will have a ...

Detalizéta lekciju izrakstu izpéte paradija, ka pasniedz&jiem ir riipigi jaapsver ieprieks
mingto vardu lietojums, jo nereti bieza So vardu lietoSana ar neskaidru atsauci var izraisit
pilnigi nepareizu izpratni. Pieméram, sarunvalodas stilam tik ierasto nenoteikto vietniekvardu
something, somebody un somewhere lietoSana var padarit akadémisko diskursu parak
visparinatu un nenoteiktu. Garos un sarezgitos teikumos ar parak biezu iepriek§ mingto
vietniekvardu atkartoSanos tos varétu aizstat ar jédzienus nosaucoSiem vardiem, pieméram,
attieksmes vietniekvards that vargtu tikt aizstats ar lietvardu, uz kuru attiecigais vietniek vards
tika (vai tiek) attiecinats.

Analizes otrajd _posma tika veikta izpéte par dazadu leksiski gramatisko iezimju
lietoSanu desmit akadémiskajas lekcijas. Analizes mérkis bija atklat, cik biezi iepriek§ minétas
leksiski gramatiskas iezimes tiek lietotas un kadas ir to funkcijas mutvardu akad@miska
diskursa modelésana. Tika analizéti diskursa iezimétaji (DM): so, now, OK, well, however,
thus, therefore un all right; modalie darbibas vardi un dalgji modalie darbibas vardi: can,
could, may, should, have to, got to, will, would, going to. Datoru programmatiara Word Smith
Tools 6.0 deva iesp&ju izveidot un izanalizét konkordances no izvélétajam lekcijam. Tika
ieguti vairaki rezultati

1. Tika konstatéts, ka visbiezak lietotais diskursa iezimétajs ir vards SO, kuram
akadémiskaja lekcija var€tu bt vismaz trispadsmit funkciju, pieméram, iepazistinat ar tematu,
pievienot informaciju, apkopot, ilustrét ar pieméru. So tiek lictots attieksmes izteikSanai
(piem., so, I think...; so, I hope) nosacijuma paligteikumos, ar let’s izteikumu u.c.
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Pieméram: And so, I think it is ... (Attiecksmes izteikSanai paredz€tie diskursa
ieZimétaji)

.. at the same time. So, suddenly the covariance go ... (lai mainitu tematu)...we
make things happen. And so, | hope that you have ... (Atticksmes izteikSanai paredzEtie
diskursa iezimétaji, kas izsaka veélmi)

2. Otrs visbiezak lietotais diskursa iezim&tajs ir vards now, kas analiz€taja diskursa
konstatets 81 reizi un tiek lietots, lai teikto ilustré€tu ar piemeru, sniegtu par to paskaidrojumu
(...on 24/7 in any organization. NOW let me describe how this ...). To lieto ar darbibas
vardiem, kas izsaka attiecksmi, papildus izmantojot vardus so, and un but (piem., “the whole
time. And now, we're trying to decide...”; “...market movements. SO, now the next plot, and
this is...”; “... looks different. But now, what I want to do ...”), ka ari vardu right (...moving
around there right now am there are supposedly ...) Tika novérots, ka temata ierosinasanas
nolika now var tikt aizstats ar vardu OK (piem., “...one bad year with minus 100%, OK. So,
what do you think ...; Professor Robert Shiller: OK. Welcome to Economics 252...")

3. Akadémiskaja diskursa biezi lietots vards ir diskursa iezimétajs OK, kuru lieto
teikuma beigas jautdjuma forma, kad docetajs parbauda, vai klausitaji seko vigam lidzi un vai
piekrit vinam, un teikuma sakuma, lai ierosinatu jaunu apakStematu (piem., “...your gross
18:12 return is 0, OK? So, if I plug in...”), lai parbauditu, vaiklausitajiseko lidzi vina domai,
piekrit vinpam vaiaridocétajs nav bijis par sevi parliecinats.

4. Citi analizétajos lekciju ierakstos biezi sastopamie diskursa iezimétaji ir well, all right
un therefore.

Pieméram: “... strategic situation? Well, let's start off with what..”.; “... can see at
home, okay. All right and how many of you...””; ...any time after today you didn't know when
the mid-term was and therefore it clashes with 17 different things.”

Lai gan zinasanas par attiecigiem mikroiezimétajiem, kurus lieto anglu valoda runajosie,
kam ta nav dzimta valoda, varétu biit noderigas studentu lekcijas struktiiras uztverei un
akadeémiska diskursa tematiskajai attistibai, to bieza lietoSana ar atSkirigdm nozimém var
izraisit studentiem nepareizu docétaja pausta diskursa izpratni.

Tika pétiti mutvardu akadémiskaja diskursa lietotie izteicieni attiecksmes izteikSanai un
auditorijas iesaistiSanai. Tika analiz€ta modalo darbibas vardu un daléji modalo darbibas
vardu lietosana Cetras akadémiskajas lekcijas, un tika konstatéts, ka visbiezak lietotie vardi ir
can, will, going to un would. Can kopa ar personas vietnickvardu we galvenokart tiek lietots,
lai liktu auditorijai justies lidzdaligai procesa, icsaistitu to procesa (piem., “...you can set up
your own non-profit organization...”; “you can go to the board meeting...”; “you can take
the whole course...”), they can tiek lietots, lai runatu par kadiem iedomatiem personaziem, lai
ilustrétu ar piemeru kadus prieksstatus vai jeédzienus (piem., US companies like travellers and
farmers ...so insurers ...you know ...they have this transactional relationship with all these
customers collecting premiums and the realizing that they can bowl carbon offsets onto that
especially for things like travel insurance for car insurance ...)

Will tika konstatéts 97 reizes kombinacija ar personas vietnieckvardu | kopa ar
attieksmes izteikSanaiparedz€tajiem darbibas vardiem vai ipasibas vardiem, kas pauz docétaja
attieksmi vai viedokli (piem., “today I think it will be a different part than last time”;
“...because I'm hopeful that it will heal itself and we can ...”; “...well, | don't know what it
will be called finally...”), savukart dalgji modalais darbibas vards (,semi-modal verb”,
D. Baibers (Biber 1999)) going to paradijas 64 reizes Cetras lekcijas, lai izskaidrotu darbibas
planu (piem. So, I'm going to stay to that. 1'm going to talk more about institutions and
history than about mathematics.) un retoriskajos jautajumos (piem., You know, you still have
900 million leftover. So, what are you going to do with all that money?).

Citi akadémiskajas lekcijas lietotie modalie darbibas vardi attieksmes izteik$anai (could,
may, should, have to un would) aplikoti promocijas darba 5. nodala un tos var izmantot, lai
akadémiskais personals sagatavotos lekcijam wvai arT studenti sagatavotos lekciju
apmekleSanai.
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TreSaja posma veikta seSu akadémisko lekciju ierakstu analize. Tika veikta kvalitativa
analize, lai noskaidrotu, cik efektiva ir bijusi doc€taja un studentu mijiedarbiba un kadi
trikumi vartu traucét studentiem sekmigi izprast doc€taja pausto diskursu, ka ar1 izdarit
secinajumus.

1.akadémiska lekcija 1 (1.AL) demonstré pieméru, cik biezi diskursa tiek lietoti
vietniekvardi they un it, I un them bez skaidram noradém; vérojama neskaidra geografisko
nosaukumu izruna, pareja no viena temata uz otru bez skaidras saistibas.

Pieméram: Wow, this is awesome. So, | went back home after the movie and went to the
Secret website and offered them my help on the dream inside and didn’t hear from them back
for a couple of months later and there | found Secret reference to book called...

1.AL ve@rojamas pozitivas puses ir auditorijas iesaistBana ar retorisku jautajumu
palidzibu, ieklaujot kadu joku un sevis pieminéSanu, kas var izraisit auditorijas interesi un
iesaistiSanos runa.

2.akadémiska lekcija (2.AL)

2.AL atklaj docétaja runas trikumus, kas saistiti ar vardu un uzvardu, geografisko
nosaukumu izrunu, nevieta (piem., frazes vidi) nelogiski lietotam atkapem (false starts),
nepareizu vardu secibu, biezu vardu atkartoSanu, neskaidru lekcijas struktiiru un diskursa
iezimétaju dalgju vai pilnigu trikumu. Neskaidri vardi nelauj veikt pareizu lekcijas
transkrib&sanu.

Pieméram, So, here I talk a bit about...[neskaidrs teksts] as an Arctic destination and
then some brief history about this Christmas tourism...

But here | have some links, this is here (norada uz karti slaida) where Kristine was
studying in this region (uzskaita regionus, demonstré tos karte, min nosaukumus somu
valoda).

3.akadeémiska lekcija (3.AL)

3.AL par ES civiltiesisko sadarbibu sniedz loti strukturétu ievadu, tom@r, ta ka
mérkauditorija, iznpemot Juridiskas fakultates studentus, ir citu fakultasu studenti, bieza
profesionald zargona lietoSana, 1paSi neskaidra terminu izruna un akronimu lietoSana bez to
atSifréSanas, varétu radit neskaidribas iesac€ju auditorijai (piem., ,,PPU procedure for ECJ”).
Fakts, ka docétajam ir daudz nelogisku atkapju (false starts) un parazitvardu (mmm...civil
proceeding and in the intellectual property field they call Italian judgment Italian torpedo to
indicate the eh...eh... large duration of the time. hmm...), varétu nozimét, ka lekciju
pasniegsana anglu valoda docétajam nav ierasta prakse. Dazas izrunas problémas ir saistitas ar
L1 ietekmi.

4.akademiska lekcija (4.AL)

4.AL analizes meérkis bija izpettt lekcijas etapu struktiiru, docétajas diskursa iezZimétaju
lietojumu, leksiski gramatiskas iezimes un lekcijas pasniegSanas stilu. Tika konstatéts: lai gan
stils ir interaktivs un doc€taja cenSas iesaistit auditoriju, tas nepalidz studentiem uztvert
lekciju. Viens no iemesliem ir atbilstoSas lekcijas struktiiras trikums — idejas tiek mainitas
bez logiskas secibas.

Pieméram,Have you read the case? [ was at the ...at the meeting today of our
department. So and usually it takes only one hour and today it was about two and I couldn’t
miss it. Sorry. Ok, we have today the topic which is Corporate Social Responsibility strategy
and as we have this topic | also thought that we should discuss the case study, the example,
the company which participated in the international operation and so the story how the
company understands this situation.

Netiek lietoti diskursa iezZimétaji, lai paraditu pareju no viena etapa uz otru vai no vienas
darbibas uz otru. Citas pamanitas neatbilstibas ir nepareiza vardu seciba un trukstosi teikumu
locekli, pieméram, teikuma nav papildinataja vai izteicgja (piem., “Some students something
know about the business models but not in detail.”’; “Could you do it or not you can'’t do it.
Yes, this is the system how the company is making operate’). Docétaja izmanto jautajumu
apgalvojuma teikumam un apgalvojuma teikumu, kad vélas uzdot jautajumu (piem., So, why
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the company was very risky in responsibility in the very beginning and then there is the period
of stability and then why the company loses.).

Docétaja nepabeidz savu domu (May be there is also some risks. ..); vina biezi sak
paskaidrojumu un nepabeidz to (Then corporate social responsibility and corporate
sustainability management how do we manage ... and who is responsible later ...eh... and
who is able to be responsible); biezi vien nav skaidrs, kur ir teikuma priekSmets, izteic€js un
papildinatajs (piem., And the company should take (?) from the social... from the society
position — tritkst papildinataja).

Personas vietnickvardi you, they un it biezi vien tiek lietoti bez kadam noradém
teikumos (piem., it is a really difficult question, but you found how could you solve this
problem, how could you think proactively because you realize if you react towards some
changes it means that you are in the same position but if you somehow predict).

Viena un taja pasa teikuma biezi vien tiek lietota vienkarSa pagatne un vienkarsa
tagadne, parkapjot laiku saskanoSanas noteikumus (So the person of the company which
invents the best question or gave some brilliant ideas were somehow prized and what is
important they implemented these ideas which are relevant to them...), ka ari nereti tiek
lietoti neeksistéjosi vardu savienojumi (collocations) (piem., the task of the company to
construct the relationship with all these groups) un dazi vardi nepareiza nozimé. Visas §is
gritibas var traucét auditorijai sekmigi izprast lekciju un nepalidz veikt pareizus pierakstus.

5. akadémiska lekcija (5.AL)

5.AL piemit akadémiskas lekcijas Zanram raksturiga logiska strukttra. Diskursa ir visi
Cetri etapi. Analizes rezultati paradija, ka etapiem un darbibam nav obligati jaatbilst
struktiirai: 1. etaps — 2. etaps — 3. etaps — 4. etaps, bet tos var mainit, neietekmgjot lekcijas
logisko secibu. Netika pamanita neviena kluda un nebija neviena gadijuma, kad netiktu dotas
atsauces. Attiecigu diskursa iezZimétaju lietoSana, pieméram, so (27), ok (15), of course, right
un actually, palidz organizét runu, lai panaktu vislabako rezultatu, noraditu pauzes, izdaritu
kopsavilkumu, dotu studentiem laiku pardomam un pierakstu veikSanai, izveidotu kontaktu ar
studentiem. Turklat tie padara runu dabiskaku un viegli uztveramu. Runa ir piesatinata ar
makroiezimétajiem, kas izanaliz&ti un sagrupéti atseviska tabula ar to funkciju aprakstu. So
informaciju var izmantot, lai akadémiskais personals un arT studenti sagatavotos lekcijam.

6. akadémiska lekcija (6.AL)

6.AL nav iespgjams transkribet — diskurss ir neskaidrs spanu valodas ietekmé radusas
sliktas izrunas d€l, ka arT to iespaido struktiiras neesamiba, nepareizu vardu lietojums un citi
ilemesli (piem., Ok. Let’s begin. Yesterday we were talking about gratitude as a type of justice
and then we finished with grateful and then we are talking to business person leader just 5
minutes to finish what we were talking). Atseviska gadjjuma tika pamanits, ka, lasot lekciju
arvalstu studentiem, studenti neiesaistfjas Saja procesd, budami nodarbinati ar citam
aktivitatém, kas nav saistitas ar studijam. Tika secinats, ka docetadjam nav lingvistiskas
(piemeram, leksiska precizitate, izvairiSanas no tieSa tulkojuma utt.), sociolingvistiskas
(piem., sp&ja pielagot dialektus un akcentu), pragmatiskas (piem., spé€ja izveidot viegli
uztveramu un skaidri formulétu diskursu) un akadémiskas kompetences (piem., sp€ja
sagatavoties lekcijai).
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SECINAJUMI

1. Akadémiska lekcija, kas profesionalaja akademiska vidé (institutional context) realizeta ka
mutvardu akadémiskais Zanrs ar savam Ipasam iezimém, ir sociala, merktieciga un seciga
darbiba, komunikativs notikums, kas tiek realiz€ts diskursa kopiena; akadémiska lekcija ir
mainigs Zanrs, kas — atkariba no tas realizacijas veida — ir ar doc@taju iesaistiSanos,
interaktiva, no konteksta atkariga un zinama méra improvizéta darbiba ar dinamisku raksturu;
Zanru sajaukSanas piemers, kam piemit intertekstualas un starpdisciplinaras iezimes. lzpratne
par zanru dazadibu var palidzet lekciju organizéSana, planoSana un realiz€Sana lingvistiska,
sociala, starppersonu un starpkultiiru limeni.

2. Pierakstu veiksana, kas tiek attiecinata uz akadémisko rakstveida zanru ar pierakstiem ka
§1s darbibas galaproduktu, ir biitisks studentu studiju procesa elements profesionalaja maciu
vide, kura meérkis i veicinat lekciju materiala saglabasanu. Neatkarigi no valodas prasmes
studentiem daZzkart pierakstu veikSana sagada griitibas. Studentu pierakstu veikSanas procesu
var padarit veiksmigaku, ja akadémiskais persondls kontrolé sava runata teksta intonaciju,
savu izrunu, registru, profesionalu terminu lietojumu, sarunvalodas izteicienus, akronimu
lietojumu, atbilstoSu atsauCu sistemas izmantoSanu, izvairoties no runas plismas
partraukumiem, pieméram, no nelogiskam atkapém un parazitvardiem.

3. Mutvardu akadémiskajam diskursam ir raksturigas $adas leksiski gramatiskas iezimes:
leksiska Iimeni — mazaks specializéto terminu blivums un dazadia, ka arT vienkarSu un biezi
lietojamu vardu parpilniba; gramatiska limeni — augstdka darbibas vardu, nevis lietvardu
procentuala attieciba, vairak apstakla vardu neka 1pasibas vardu; bieza personas vietniekvardu
lietoSana; diskursa Itimeni — diskursa mikroiezimétaju un makroiezimétaju lietoSana
akadémiskas lekcijas organizéSana; sintaktiska Iimeni — pakartotu teikumu, apzimétaja
paligteikumu, paligteikumu ar paplasinatu paskaidrojumu vai komentaru, apstakla
paligteikumu un papildinataja paligteikuma ,, fo-clause ” lietoSana.

4. Sintaktiska lItmeni mutvardu akadémiskais diskurss ir mazak logiski strukturéts, salidzinot
ar rakstveida diskursu. Tas biezi ir improviz€ts un var but neskaidrs vai griiti uztverams tados
gadijumos, kad docétaji nepabeidz domu vai pariet no vienas t€mas Uz Citu.

5. Lekcija ka monologa runas notikums parasti tieck veidota ka nelielu komunikativu vienibu
(small spurts) apvienojums, katra komunikativa vieniba ir teikkuma dala (clause), kas
komunikativaja vieniba ir vai nav savstarpgji saistitas. Dazas runas dalas var biit neskaidri
izteiktas un tad€jadi nav tik skaidri saprotamas.

6. Zanru analize no sistémiski funkcionala viedokla ir [avusi autorei konstatét, ka lekcijas
akadémiskajam zanram ir ipaSa organizatoriska struktira, kas sastav no vismaz cetriem
retoriskiem etapiem: iesildiSanas, lekcijas strukttras noteikSana, temata ievietoSana konteksta
un lekcijas nobeigums; katrs etaps veic konkrétas komunikativas funkcijas un vairakas
galvenas darbibas, pieméram, formulé organizatoriskos jautdjumus, nakotnes planus, nosaka
lekcijas struktiiru, pazino tematu, norada saturu. Etapi un darbibas ne vienmér notiek viena
seciba; to var mainit, neictekméjot lekcijas logisko secibu. Izpratne par lekcijas shematiskas
struktiiras organizaciju lauj saskanoti organizet diskursu.

7. Mijiedarbojoties ar auditoriju, mutvardu diskursam ir raksturigas tadas iezimes
(interactional features) ka sevis pieminéSana, attiecksmes izteikSana un auditorijas iesais ti§ana;
§1s iezimes biezi izsaka $adi lingvistiskie elementi:
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a. pirmas personas vietniekvards | tiek lietots sevis pieminéSanai, lai izteiktu
docétaja viedokli, noraditu vina klatbutni diskursa; pirmas personas daudzskaitla
vietniek vards we tiek lietots, lai apzim&tu auditorijas iesaistiSanu; tresas personas daudzskaitla
vietniekvards they tiek lietots, noradot uz nenoteiktu personu; otras personas vietnickvards
you tiek lietots, lai izteiktu priek§likumu un ierosinajumu;

b. noradamie vietniekvardi this, that, these kas tiek izmantoti ka anaforas un veic
anaforas funkciju; piederibas vietniekvardi their un our, nenoteiktie vietniekvardi something,
somebody un somewhere, atticksmes vietniekvards that un vietas apstakla vardi here un there.
Riipigi jaapsver pronomenu lietojums mutvardu akadémiskaja diskursa, jo plass vietniekvardu
liectojums bez skaidram atsaucém var izraisit teksta un konteksta nepareizu izpratni, likt
klausitajiem zaud@t atsauci uz patieso avotu un padarit informaciju nelogisku, neskaidru un
maldinoSu.

C. diskursa mikroiczimétaji so, ok, now, well, therefore, right, all right var
palidzet izprast diskursa struktlru un tematisko attistibu; diskursa makroiezZimétajiem ir
interaktivas iezimes, pieméram, sevis pieminé€Sana, atticksmes izteikSana un komunikativas
funkcijas (piemeram, zinaSanu apmainga, apkopoSana, strukturéSana, atgriezeniska saite
inform@Sana par turpmakajam darbibam, auditorijas iesaistiana, noradjumu sniegSana,
jautajumu uzdoSana). Lekciju sagatavoSana var but noderigas zinaSanas par diskursa
iezimetaju lietoSanas noteikumiem;

d. lekcijas nav bezpersoniski komunikativi notikumi, jo doc&taji var izradit savu
attiecksmi un viedokli, izmantojot modalos un dalgji modalos darbibas vardus (pieméram, can
tieck lietots, lai izteiktu atlauju, sp&as un iesp&u, Will tiek lietots kopa ar personas
vietniekvardiem I, we, you un it, lai apzimétu docétaja planu, solfjumu un nodomu; you + will
+ darbibas vards, lai noraditu docétaja gaiditos rezultatus no studentiem, it + will + darbibas
vards, lai aprakstitu kursu un doc@taja gaiditos rezultatus no kursa, vietniekvards we + will +
darbibas vards tiek lietots, lai iesaistitu auditoriju).

e. noveértéjosa rakstura vardi, pieméram, ipasSias vardi ar novert€§juma nozimi
(pieméram, good, nice, right, sure), kas pauz runataja pozitivo attiecksmi pret situaciju, un
atticksmes izteikS§anai paredzetie apstakla vardi (pieméram, obviously, unfortunately,
fortunately, apparently, undoubtedly, amazingly, astonishingly), kas atrodas teikuma sakuma,
pauz runataja attieksmi pret ierosinajumu un atspogulo docétaja personiskas jutas un pieredzi.

8. Veikta diskursa analize palidzeja noteikt ar valodas lietojumu saistitus trikumus, ar kuriem
saskaras akadémiskais personals (pieméram, neskaidra lekcijas struktiira, diskursa iezZimétaju
nelietoSana, nepareiza vardu seciba teikuma un elipses veida teikumi ar, pieméram, izlaistu
papildinataju vai izteicgju, kas nelauj studentiem skaidri saprast saturu un veikt atbilstoSus
lekcijas pierakstus; nesaskanoti darbibas laiki, neeksist€joSu vardu lietoSana un nepareizi
vardu savienojumi.)

9. Spgja lasit veiksmigas lekcijas anglu valoda arvalstu studentiem liela méra ir atkariga no
akadeémiska personala anglu valodas komunikativas valodas kompetences, kas ietver visas
seSas komunikativas valodas kompetences sastavdalas, kuras apskatitas Saja promocijas darba
— docétajam ir prasmes un zinasanas par valodu ka sisttmu (lingvistiska kompetence), vinam
ir zinams, ka tikt gala ar valodas lietojuma socialo dimensiju (sociolingvistiska kompetence),
vin$ sp€j radit viegli uztveramu un saturiski skaidri formulétu diskursu (pragmatiska
kompetence), vins prot analizet, sintezet un apgiit jaunas akadémiskas zinaSanas, lai ietekmétu
studentu zinaSanas (akadémiska kompetence), vins sp€j efektivi mijiedarboties ar studentiem
(starppersonu kompetence), un vigam ir prasmes komunicét ar dazadu kulttru izcelsmes
studentiem (starpkultiru kompetence).

Nemot veéra iepriek§ min€tos secindjumus, ir apstiprinata petjuma sakuma izvirzita
promocijas darba hipot€ze. Pastav tieSa savstarp€ja sakariba starp akadémiska personala anglu
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valodas komunikativo kompetenci, sp&ju lasit viegli uztveramas un saturiski skaidri
formulétas lekcijas anglu valoda augstakaja limenT un studentu lekciju izpratni.

Cerams, ka veikta teor€tiska un empiriska petjjuma rezultatd izdaritie secinajumi
veicinas labaku izpratni par komunikativas valodas kompetenci, kadu docétajiem vajadzétu
iegiit, lai butu akadeémiski un lingvistiski kompetenti, ka ari uzlabotu akad&miskas
komunikacijas efektivitati Sagaidams, ka jaunie doc@tdji vares praktiski izmantot autores
izstradatas rekomendacijas komunikativas valodas kompetences uzlaboSanai. Apkopotais
autentisko lekciju korpuss, izstradatie modeli un diskursa analizes rezultati varétu biit noderigi
jauna akad@miska personala macibu kursu konteksta, un tiem vargtu biit nozimiga ietekme uz
macanu akademiskos noliikos.

Aptauju rezultati un diskursa analize atklaja, cik nozimigi ir mutvardu akade@miska
diskursa paralingvistiskie aspekti, taja skaita kermena valoda un kinézika, kam nepiecieSama
talaka izpéete, lai giitu pamatigaku ieskatu akadémiskas lekcijas zanra fenomena.
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ABSTRACT

The novelty of the Doctoral thesis ,,Communicative English Language Competency
Framework for the Academic Personnel” stems from the necessity of the academic personnel
(@ lecturer) to ensure the internationalisation of the study process in the academia, which is
impossible without the appropriate level of English language competency and skills necessary
for working in the intercultural environment.

The author summarized the theoretical findings and conducted an empirical research on
spoken academic discourse, genre of an academic lecture, communicative language
competences, using quantitative and qualitative research methods that allowed working out
the framework of competences. The research is based on the analysis conducted on linguistic
theories of genre studies, lecture as a separate genre, discourse analysis and studies of
communicative language competences. The typical macro- and micro-linguistic features of
spoken academic discourse have been identified.

The Common European Framework of Reference for Languages (CEFR 2001, 2018),
that divides communicative language competences into linguistic, sociolinguistic and
pragmatic competences, was chosen for the analysis of lecturers’ communicative language
competences. A lecturer has skills and knowledge of language as a system (linguistic
competence), he is aware of how to deal with the social dimension of language use
(sociolinguistic competence), he is able to produce coherent and cohesive discourse
(pragmatic competence). The model was appended with three more competences needed to
work in the international environment. A successful lecture requires the lecturer’s preparatory
work including the research of the materials on a subject area, work on new terminology and
processing of information while preparing lectures (academic competence), interaction with
the audience, the ability to communicate effectively with the students, competence to have
successful social and personal relationship (interpersonal competence), as well as intercultural
sensitivity, including understanding oneself and others in a context of diversity, ability to
interact and communicate with people of different cultural affiliations (intercultural
competence).

It was concluded that a content lecture in English targeting the international audience is
realized successfully when all six components of the communicative English language
competence, described by the author of the present thesis, are coherent and are activated by
the academic personnel. A spoken English language competency framework for academic
personnel, move structure model for the analysis of the academic discourse, a table of lexico-
grammatical features used for stance analysis of spoken academic discourse and a table of
discourse macro-markers have been developed to help in the analysis of the academic
discourse.

Keywords: tertiary education, lecture genre, spoken academic discourse,
communicative English language competency framework.
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GENERAL DESCRIPTION OF THE STUDY AND IMPORTANCE
OF THE THEME

English has become the language of communication worldwide in different spheres of
life, including education. It is used as a tool to teach specialized subjects at tertiary level since
proficiency in English, especially when combined with the knowledge of and skills in a
professional area, is highly desirable on the job market. The situation in tertiary education in
the European Union has changed towards more globalized and internationalized studies.
Practically every European university has international students who study for some time
abroad either within the framework of the Erasmus student exchange programme or other
exchange programmes or choose to study abroad as full-time students in order to obtain
international and intercultural experience, improve language skills, establish valuable contacts
or develop a career abroad.

The results of a study on the role of English as a medium of instruction (EMI) in 55
countries (EMI Oxford, the Centre for Research and Development in English Medium
Instruction) showed that private universities allow English as a medium of instruction in
90.9% cases (Dearden 2015:10). ‘A desire of students to develop English learning skills’,
‘knowledge of the target culture’, ‘possibilities for students to study and work abroad’ were
mentioned as the main reasons for the high percentage of EMI . According to the Education
Law of Latvia, the use of English or other European Union languages in the implementation
of study programmes is allowed in higher education (HE) institutions on several occasions,
including “educational programmes, which are being acquired by foreign students in Latvia,
and educational programmes, which are implemented within the framework of co-operation
provided for in the programmes and interstate agreements of the European Union.”
(Translation by State Language Centre, 2015: 7). In the present thesis, ‘foreign students’ or *’
international students’ are defined as people travelling from their home countries to study at
HE institutions abroad and for whom English is not their first language or the medium of
instruction in their previous educational experience.

According to the amendments to the Education Law, approved by the Saeima on April
2, 2018, study programmes for international students in HE institutions of the Republic of
Latvia can be realized in the official languages of the European Union. The required level of
the English language proficiency for the academic personnel delivering lectures in English in
Latvia is level B2; however the recommendation of the Ministry of Education and Science
(Agreement on good practice in attracting foreign students) to the higher education
institutions in Latvia who work with foreign students is “preferably level C1.”

Today almost all HE institutions in Latvia provide education to international students
from all over the world. Turiba University is not an exception; it offers a wide range of study
programmes at the bachelor’s, master’s and doctoral levels, and English is the medium of
instruction for exchange as well as full-time international students from more than 30
countries.

Although Turiba University has international visiting academics, lecturers from Latvia
constitute the majority of the academic personnel. These lecturers are highly-skilled and
experienced professionals in their area with considerable experience in delivering lectures in
Latvian, but many of them may lack experience in doing that in English. They possess the
knowledge of specialized vocabulary in English, but they may occasionally experience
difficulties in conducting their lectures efficiently due to the lack of sufficie nt communicative
language competence in English. Consequently, students may face difficulties in the
perception of lectures and may be unable to master these subjects leading to a decrease in
student satisfaction levels with the lecture quality and a loss of lecturers’ reputation and the
university itself.
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Considering the growing importance and internationalisation of higher education in a
globally competitive environment where HE institutions compete to attract international
students, the quality of lectures and the ability of lecturers to teach content subjects in a
multicultural environment are immensely significant.

The research hypothesis

There is a direct interconnection between lecturers’ communicative language
competence to give coherent and cohesive English-medium content lectures at tertiary level
and students’ perception of lectures.

The research goals

1.  tocreate a theoretical basis for establishing the communicative language competence of
the academic personnel required to ensure quality in English-medium content lectures at
tertiary level;

2. to analyse and assess the lecturers’ competence level on the basis of the research of
spoken academic discourse.

The research objectives

1. To study relevant theories pertaining to the use of the communicative language
competence that non-native lecturers need to possess in order to function optimally
when delivering English-medium content lectures.

2. To explore linguistic theories inorder to identify typical features of spoken academic
discourse.
3. To compile a corpus of authentic lectures in English given by native and non-native

subject lecturers and to carry out their discourse analysis in order to identify the
relationship between lecturers’ language proficiency and students’ perception of
lectures.

4. To use theoretical and empirical research methods: a summative analysis of linguistic
theories, discourse analysis and a survey and to discover how lecturers assess their
language competences and skills in delivering lectures in English, what difficulties they
encounter and how they assess their teaching and learning processes in general.

5. To conduct a survey by means of questionnaires and interviews with the aim of
exploring students’ difficulties and to make a comparison of students’ and lecturers’
opinions.

6. To work out recommendations on how to improve discourse and the communicative

English language competence of the academic personnel, based on the academic
discourse analysis, and to draw relevant conclusions.

Theoretical research methods

The theoretical basis for this research is grounded in the study of the linguistic theories
of the 20" and the 21% century, which provide a conceptual and theoretical context for the
research.

1.  The author explored three schools of genre studies - Rhetorical Genre Studies (RGS),
Systemic Functional Linguistics (SFL), English for Specific Purposes (ESP) and found
SFL and ESP to be the most applicable for the present research.

2.  The concepts of discourse, genre, register and styles (Berkenkotter and Huckin 1995;
Freedman 1994; Biber and Conrad 2009; Paltridge 2004, 2006, 2013; Richards and
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Schmidt 2002; van Dijk 2012, 2015) were analysed to define and elucidate their
significance to the present research.

3. Theories pertaining to the academic lecture genre were studied in depth to reveal the
following characteristics: secondary genre (Bakhtin 1986), speech plan (Bakhtin 1986),
involvement and detachment (Chafe 1982), interactiveness (Bachman 1995), genre
mixing (Helal 2013), hybrid nature of lectures (Aguilar 2004), intertextuality
(Fairclough 2003) and interdiscursivity (Fairclough 2003; Hyatt 2005) which further
laid the basis for the empirical part of the present research.

4. Move-analysis models proposed by SFL scholars (Sinclair 1972; Sinclair and Coulthard
1975; Young 1994) and ESP genre scholars (Swales 1990, 2004; Bhatia 2013, 2017;
Thompson 1994, Lee, 2009; Flowerdew 2013) were analysed in order to create a model
most suitable for the structural analysis of the academic lecture discourse.

5.  The theory on note-taking as a crucial component of educational experience and its
interconnection with listening skills (Al-Musalli 2001 and 2015), the role of working
memory (Buiand Myerson 2013; Carter, Greenberg and Walker 2016) was examined to
define note-taking as a separate genre of academic writing with its own characteristics.

6.  Moreover, the dogmas of discourse analysis and the characteristics of spoken discourse
were explored (Johnstone 2002; van Dijk 2012, 2015.) The nature of spoken academic
discourse (Biber 2006; Crawford Camiciottoli 2007), discourse markers for academic
purposes (Young 1994; Swales and Malcewski 2001; Crawford Camiciottoli 2007,
Maschler and Schiffrin 2015), grammatical variations in spoken academic discourse
(Biber 1999, 2006), stance and audience engagement (Biber 2006; Hyland 2012) were
studied, and formed the basis for the analysis of spoken academic discourse.

7.  CEFR (2001, 2018) and works on communicative competence by Halliday and Hasan
(1985, 1989); Canale and Swain (1980); Bachman (1995) and Schiffrin (1994) were
explored in order to determine and elaborate the communicative language competence
necessary for academic personnel, delivering lectures in English.

Empirical research methods

Four empirical methods of research were used in the present thesis to ensure its
objectivity, reliability and validity:

o secondary research (Brown 2001), including the analysis and review of theoretical

literature to develop a framework for the empirical part of the present thesis,

o primary research, including quantitative and qualitative data analysis,

o genre analysis and discourse analysis (that has both the analysis of examples from

the corpus (23 academic lectures) and the analysis of the transcribed authentic discourse (18
academic lectures).

The author used mixed data collection and analysis methods, including lecture
observations and recordings, interviews, and questionnaires. Data gathering, the study and the
analysis of data were carried out with the help of different software by means of
mechanization (Davies and Elder 2007:142):

o the lecturers’ discourse was recorded on a Dictaphone- IC Recorder Sony ICD — UX71
with prior permission of the participants;
o the recorded texts were transcribed with the help of the computer program Listen and

Write;

o WordSmith Tools 6.0 allowed the author to create and to analyse the concordances from
the selected lectures.

The author employed triangulation, which is the use of different types or sources of data,

multiple theories, or multiple methods (Brown, 2001:141).
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data triangulation by means of data collection for the research from different sources
(e.g. lecturers, students, recorded lectures);

theory triangulation, i.e. several theoretical frameworks were used: Rhetorical Genre
Studies (RGS), Systemic Functional Linguistics (SFL); and English for Specific
Purposes (ESP), CEFR (2001) and works on communicative competence;
methodological triangulation by using qualitative and quantitative data collection
methods (survey and discourse analysis).

The present research started in 2010, whereas the empirical parts of research was carried

out from the academic year 2014/2015 to 2015/2016 including.

The research novelty

1.

The novelty of the work lies in the analysis of theoretical data, the development of the
model of the move structure of a lecture, the elaboration of a communicative English
language competency framework for academic personnel, the development of the table
of lexico-grammatical features used for stance analyses of spoken academic discourse,
and a table of discourse macro-markers that were used in the authentic academic lecture
discourse, as well as recommendations developed by the author. The abovementioned
models and tables could serve as reference materials for students and academic
personnel.

A theoretically grounded analysis of academic spoken discourse was carried out.

The integration of academic discourse, genre studies and communicative English
language competence has been revealed.

Theoretical significance

1.

2.

Detailed theoretical analysis of the academic lecture as a separate genre which could lay
the basis for further research in the field of academic lecture studies.

The theoretical significance of the research lies in the elaboration of a communicative
language competency framework for university teaching personnel, enhancement of the
move structure model by Lee (2009) appending it with the 4" move “Concluding the
lecture™; the identification of lexico-grammatical characteristics used for stance
analyses of spoken academic discourse on the basis of Biber (1999) and the
development of a model of discourse macro-markers that were used in the authentic
academic lecture discourse.

The empirical study of the surveyed students and lecturers laid the basis for further
theoretical research in this field.

Practical significance

1.

The research provides practical support for academic personnel in delivering high
quality lectures in English by improving their lecturing style, using relevant discourse
micro- and macro-markers and incorporating the features of the academic lecture genre.
The practical value of the research is justified by the fact that a unique corpus of 23
academic lectures in English has been compiled for discourse and genre analysis, which
has not been done previously in Turiba University and Saint-Petersburg State University
of Economics.

The results of the theoretical and practical analysis of note-taking as a separate genre
can be used by students in enhancing their note-taking skills and academic personnel in
delivering lectures to suit the needs of the target audience.

The research outcomes can serve as a framework for the design and development of
methodological aids for academic personnel training.
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The approbation of research

1. The author spent nine months working in Saint-Petersburg State University of
Economics and Finance within the framework of EU Aurora project in academic year
2015/2016; the visit allowed her to work as a lecturer, teaching Intercultural
Communication to the international students, to finish the theoretical part of her thesis
in the National Library of Russia, to do a survey of students and lecturers at the
University and to visit lectures delivered by localand international lecturers.

2. The research findings were presented at 12 international conferences and in 13
publications in Latvia and abroad from 2010 to 2017.

Outline of the dissertation

The doctoral thesis (238 pages) comprises the introduction, five chapters, conclusions,
bibliography (180 entries), 19 figures, 16 tables and relevant appendices. The appendices
include such documents as two types of questionnaires administered to the students; the
results of the questionnaires presented in tables and graphs; the results of the questionnaires
and interviews administered to the lecturers in the form of tables; an extract from the
document, showing most frequently used words extracted from the transcribed lectures, using
the programme WordSmith 6.0; transcripts of nine lectures and a copy of the document with
the examples of the layout of the corpus findings extracted from the academic lectures using
the programme WordSmith 6.0.
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1. THEORETICAL BASIS OF RESEARCH

The first three chapters of the study are devoted to the theoretical review. Chapter 1
discusses the key concepts in the framework of which the present research is undertaken. It
investigates the nature of the genre of the academic lecture, introduces key theories of three
schools of genre studies, explores the peculiarities of the university lecture as a genre, looks at
the structure of the academic lecture and studies the characteristic features of note-taking as a
process occurring during the lecture. Chapter 2 examines the theoretical background of
Discourse Analysis (DA), looks at the nature of spoken academic discourse elaborating on its
micro-features, such as discourse markers and lexical and grammatical levels of structure of
the discourse. It deals with cohesion and coherence. Chapter 3 addresses the theoretical
considerations that underlie the communicative language competence and elaborates the
model of language competences for the academic personnel.

1.1. Genre Studies and Academic Lecture Genre

The theories of genre and the consequent study of the academic lecture genre have been
the integral part of the present research. The author investigated the concept of genre as a
diversely defined notion in the field ofapplied linguistics.

Researchers of Rhetorical Genre Studies (RGS) (Hyon 1996; Johns 2015; Freedman
1999, 2001; Bawarshi and Reiff 2010 etc.) considered genres as a social action, typified
responses to social exigence, where ‘exigence’ meant intentions, “recurrent social needs”
(Miller 1994, 2014). Berkenkotter and Huckin (1995) claimed that genres “can be modified
according to rhetorical circumstances” and “genres evolve, develop and decay” (Miller 1994).
The academic lecture as an academic genre, unique and changing according to the rhetorical
circumstances helps learners associate the specialized knowledge (linguistic forms,
terminology, functional language) acquired with their profession in the relevant industry.

SFL researchers (Hyon 1996; Halliday 1994, 2007; Halliday and Matthiessen 2004;
Halliday and Hasan 1976, 1985 and Martin 1992, 2015) considered genre to be social practice
because people participate in genres with other people; goal-oriented because they use genres
to get things done and staged because it usually takes a few steps to reach people’s goals.
Findings by Halliday (1978); Halliday and Hasan (1985); Martin (1992, 2015) and Trappes-
Lomax (in Paltidge, 2004) show that language is seen not only as an autonomous system, but
as a part of the wider socio-cultural context simultaneously representing experience (the
ideational function), relationship with the co-participants (the interpersonal function) and a
dialogue or a monologue (the textual function). The realization of the above-mentioned meta-
functions can be discerned at the micro-level of clause-structure and at the macro-level of
context (register features: field, tenor and mode).

Genre Theory of ESP researchers (e.g. Bhatia 2013, 2017; Swales 1990; Flowerdew
2013, 2015; Hopkins and Dudley-Evans 2002 and St John 1998) investigated genres in the
context of non-native speakers’ spoken and written language in academic and professional
settings. Swales (1990:58) referred to genres as ‘communicative events’ with special
“communicative purposes” possessing their own “structure, style, content and intended
audience” as determined by the ‘discourse community’ (Swales, 1990:466), a group of people
who share common purposes and the setting of communication; for example, university
lecturers and students of the same faculty constituted a discourse community.

Bawarshi (2010:46) considered that applying the ESP approach to genre analysis should
start with identifying a genre within a discourse community and defining the communicative
purpose, examining the “genre’s organization — its schematic structure” often characterized by
the rhetorical “moves”, and then examining the textual and linguistic features such as style,
tone, grammar and syntax that realize the rhetorical moves.

Bhatia (2013, 22-26) outlined seven steps inanalysing genres; they are as follows:
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1. Placing a genre-text in its situational context.

2. Surveying the existing research on the genre.

3. Understanding the genre’s discourse community by determining the goals and
relationships of the participants.

4. Collecting the corpus of the genre.

5. Recommendation to the researcher to conduct an ethnography of the institutional
context in which the genre takes place.

6. Moving from text to the context. Deciding regarding which level of the linguistic
analysis to explore: lexico-grammatical features (e.g. for quantitative/statistical study of
tenses, clauses, and other syntactic properties, including stylistic analysis), text-patterning
(e.g. the patterns in which language is used in a particular genre, such as how and why noun
phrases and nominalizations are used in different genres), and structural interpretation (e.g.
the structural “moves” a genre utilizes to achieve its goals).

7. Seeking a specialist informant from the institutional context to verify findings.

The ESP School of genre studies has proved to be the most applicable to the needs of
the present research, first because it focused onacademic and research English and used genre
for applied ends and second because its area of interest included non-native speakers’ spoken
and written language in academic and professional settings.

Genre, Register, Discourse, Style

The concepts as genre, register, discourse and style are often interpreted diversely in
genre theories, discourse studies, corpus linguistics and other studies and are sometimes
confusing and misleading.

Some scholars of SFL (Halliday 1978; Frow 2006) viewed the concepts of genre and
register as synonyms, whereas others, for example, Martin (2003) strongly differentiated
between these two concepts and considered genre being realized through registers, and
registers being realized through languages. Therefore, the text from one genre may contain
elements of tenor, mode and field which can differ from the text from another genre. The
contextual variables of field, tenor and mode (Halliday 1985/89: 29, 38) have been elaborated
on by Martin (2003) and Nunan (2008), who claimed that field refers to what and where
something is going on, tenor is connected with personal relationships between the individuals
involved in an activity, whereas mode refers to the channel of communication, whether the
text is written or spoken, if it is a face-to-face conversation or a telephone conversation.

Among various definitions of style the author highlighted those by Biber and Conrad
(2009), Leech and Short (in Norgaad 2010:155), who differentiated among ‘register’, ‘ genre’
and ‘style and attributed ‘style’ to the individual use of a language reflecting preferences of
the user, the use of language in a given context, by a given person for a given purpose.

In the present study genre will be used to denote “a social process” (Biber, 2009), “a
particular type of a communicative event” (Rernkema, 2009) (e.g. a lecture, a seminar, a
webinar) in which “participants within a culture” (Biber, ibid) or “users belonging to the same
discourse community use language in predictable sequential structures to fulfil certain
communicative purposes” (Biber, ibid, Rernkema, ibid). Genre has “distinctive and
recognizable patterns and norms of organization and structure and distinctive communicative
functions”. (Paltridge, 2006, Richards and Schmidt, 2002)

Discourse is a more general concept that includes genre and the register of some
particular genre. Discourse is a linguistic unit larger than a sentence (Merriam-Webster‘s
Collegiate Dictionary); “language above the sentence” or “language produced and interpreted
in a real-world context”. (Cameron, 2001:13) Discourse implies the use of both spoken and
written modes of language.

The concept register is used in the meaning of a situationally-defined variety of
language. Register will allow relating text and context through the features of field, tenor and
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mode, where field refers to the topic, theme of the lecture, a so called social activity, tenor
answers the question ‘Who’ and applies to the status of participants — in our case — the
lecturer and students, ascribes the relationship and the interpersonal skills of the participants,
whereas mode is concerned with the channel of communication or the format in which
communication takes place.

Style in its turn is connected with the individual use of language — and will be defined
hereinafter as a range of variation within the speech of an individual speaker; that reflects the
preferences of the user, for example, the use of a monologue-type lecture vs. an interactive
style with a lot of student engagement.

It allowed the author to presuppose that genre is placed between discourse and register
in the hierarchy, whereas style would follow register: discourse — genre — register— style.

Based on the findings of the theoretical analysis, the author concludes that each
discourse belongs to a specific genre, dependent on the communicative purposes with its
specific register and individual stylistic features of the lecturer. The table below designed by
the author demonstrates the example of the above hierarchy and its possible variations.

Table 1 Examples of spoken academic genres, developed by the author

Genre / Communicative Register Style
Purpose
Academic lecture / to| Field: setting - lecture | Monologic style
explain/  deliver  new | room, e.g. Marketing, Use of Power Point mode. One way

information to students

Tenor: lecturer, students,
Mode: spoken / written
(text in the slides).

communication.
Individual style of the lecturer.

Academic lecture /

to explain/ deliver new
information to students, to
make a discussion

Field: setting - lecture
room, e.g. Marketing,
Tenor: Lecturer, students,
Mode: Spoken / written
(text in the slides)

Interactive style (involvement of
students in communication); use of
Power Point mode.

Individual style of the speaker.

Seminar /
Discuss the subject, find
out the ideas, the acquired

Field: setting - seminar
room, e.g. Marketing,
Tenor: Students, lecturer,

Interactive style (involvement of
students in communication); use of
Power Point mode.

know ledge Mode: Spoken. Individual style of the lecturer.
Conference / Field: setting - conference | Presentations with the use of Power
Share knowledge, obtain | room, e.g. Marketing Point mode.

new ideas Tenor: Academic | Individual style of the lecturer.

personnel, students
Mode: Spoken / written
(text)

Genre of the Academic Lecture

Based on the genre studies, the author made detailed characteristics of the academic
lecture genre. The lecture was attributed to the ‘oral academic genre’ (Bellés and Fortanet
(2004) or ‘pedagogical process genre’ (e.g Thompson 1994, Lee, 2009) and Carter and
McCarthy (1997), representatives of the ESP genre school considered lecture a ‘pedagogical
genre’. The author agrees to the view of Crawford Camiciottoli (2007:11), representing the
school of SFL, who considers that a lecture is a genre realized through the pedagogic register,
“featuring the informational content of the lecture as field, the lecturer-audience relationship
as tenor and face-to-face spoken language as mode” (ibid.). The lecturer is supposed to fulfil
different functions during a lecture: to describe objects, notions, concepts or events in their
static and dynamic form; to narrate, creating a sequence of events, where there are the stages
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of problem crisis, and solution or resolution; to inform, explain, discuss, develop cause and
effect arguments; to provide definitions, to compare and draw conclusions.

The academic lecture may be attributed to the secondary genre (Bakhtin, 1986:62),
since a modern lecture is a combination of written and spoken genres, namely, the text in the
Power Point presentation often includes quotations from other written or oral texts.

The lecture possesses the characteristics of having responsive attitude (ibid); any
utterance produced by a speaker is a “complexly organized chain of other utterances.” Both
the lecturer and students become speakers and respondents who reproduce other speakers’
utterances. The lecture has no strict boundaries of sentences.

It has a speech plan (Bakhtin 1986: 76) or educational exigence. It is characterized by
such concepts as involvement and detachment (Chafe 1982:45), which are different concerns
and relations that speakers have with their audience. Lecturers need to communicate and
reflect their own emotional participation — experiential involvement (ibid.). The importance of
the lecturer, his presence/authority in the discourse he creates, the expression of personal
feelings, attitudes and emotions and stance have been studied by Biber (2009).

The academic lecture as a separate genre is characterized by contextuality, situationality
or improvisation: always delivered at the moment of speaking; the flow of speech is dynamic,
never static and never the same.

Genre mixing (Helal 2013:152) has become a contemporary trend of a modern lecture —
a combination of spoken and written / formal and informal registers, supplementing of speech
with the use of visual materials demonstrated with the help of various modern means.

The author agrees that lectures have a hybrid nature (Aguilar in Crawford Camiciotolli
2004:17), often a mixture of different pedagogical genres: a research article that may be
quoted by a lecturer; a seminar mode encouraging students to interact; group work, a
discussion or a conference type lecture when students are asked to present some work;

The academic lecture can be characterized by interdiscursivity (Fairclough 2003 and
Hyatt 2005) - one genre interacting with another — for example a genre which represents a
combination of spoken discourse (speech of a lecture) and written mode (Power Point
presentation) and intertextuality (Fairclough 2003) - texts created by lecturers based on texts,
stories or quotations of other authors.

Another important feature of the academic lecture genre is interdisciplinarity-
incorporating topics from various disciplines.

Macro-structure of the Academic Lecture

It has been admitted (Flowerdew 2015) that an inability to recognize macro-structure of
a lecture by non-anglophone speakers is seen as one of the main problems of non-native
speakers in understanding lectures since the structure facilitates better understanding,
planning and delivery of the lecture to the target audience. Therefore, this part of work aimed
at eliciting theoretical findings on structuring the academic lecture through the overview of
the rhetorical and move analysis of SFL and ESP genre studies and creating the model most
suitable for the structural analysis of the academic lecture discourse.

The author studied the Initiation-Response-Feedback (IRF) model by Sinclair and
Coulthard (1975), Coulthard (1995); the CARS model by Swales (1990) and Thompson
(1994); Swales’s (1990) rhetorical move analysis, Lee’s (2009) and Cheng’s models (2011).
Flowerdew (2013, 2015) worked out elements relevant to lectures such as discourse markers,
starters, asides, metastatements and conclusion, provided tools for organizing the lecture and
suggested arranging the course topics thematically, chronologically, spatially, in ascending or
descending order.

The rhetorical move analysis by Thompson (1994) that was extended by Lee (2009) and
Cheng (2011) was chosen by the author as the most appropriate for the analysis of the
academic lecture discourse. The author of the present thesis studied, described and elaborated
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a three-move-structure by Lee (2009) and Cheng (2011) and added move 4 called Concluding
the lecture. The proposed structure of the lecture is as follows: Move 1: Warming up; Move 2:
Setting up the lecture framework; Move 3: Putting the topic in context and Move 4:
Concluding the lecture. The author made the analysis of seven soft science lectures and
grouped the information about the lecture in the table that contained mowves, steps and
communicative functions.

Table 2 Move structure of the acade mic lecture (based on move structure by Lee (2009)

Name Communicative Function

Move 1 Warming up An introduction to the forthcoming lecture

Making a digression General course information and course-related asides
(e.g., assignments or class hours)

Housekeeping Information about organizational issues;
Explaining non-course-related matters

Looking ahead Indicating the plan for the future (e.g., course content or
activities for the next class)

Move 2 Setting up the lecture framework Introduction of the topic of the

lecture

Announcing the topic Announcing the theme

Indicating the scope Talking in general about the scope of the lecture

Outlining the structure Providing the plan of the presentation

Move 3 Putting the topic in context Preparing students for understanding the

new information and activating the existing knowledge

Showing the importance of | Showing newsworthiness, importance and necessity of the

the topic lecture topic pertaining to the course.

Relating “new” to “given” Relating the given new theme to the old theme of the present
lecture to the previous lecture

Referring to earlier lectures | Connecting the new information to the previously acquired
information

Move 4  Concluding the lecture Indicating the end of a lecture / Coming to a

conclusion of lecture content

Referring to the audience Asking if students have questions; Answering students’

questions; Calling for attention;
Raising questions or issues for discussion.

Looking ahead Indicating the plan for the future (e.g., course content or
activities for the next class).
Housekeeping Information about organizational issues, Explaining non-

course-related matters.

Summarizing the content | Summarizing the content ofa lecture; Summarizing or
and concluding the lecture reviewing key points; Indicating the end of a lecture;
Coming to a conclusion of lecture content.

Lecturing Styles

Styles of delivering academic lectures may be dependent on the purpose, subject, theme
and knowledge and may vary from ‘reading style’ (Dudley-Evans and John 2007), ‘talk-and-
chalk style’ (Bereday’s in Mason 1994), ‘memorization’, ‘aloud reading’ and ‘fresh talk’, and
‘participatory lecture’ (Frederick 1986). Nowadays, the most important shift in the lecture
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genre is that it is not a purely spoken discourse. By being accompanied with text from slides
on the screen, lectures have ‘multi-faceted nature’ (Swales 1995 in Crawford Camiciottoli
2007:16), where, on the one hand, they serve the function of the ‘transmission and
dissemination of knowledge’ with the use of all professional terminology and concepts
(Merlini 1983 in Crawford Camiciotolli 2007:24) and on the other hand, a lot from dialogic
devices such as metadiscursive expressions, imperatives, argumentative sequences can be
found. Lectures are becoming less formal and more interactive with the role of the lecturer as
more of a ‘facilitator’ and a ‘guide’ with ‘open style’ (Benson in Camiciotolli 2007) lecturing
which allows for better comprehension. One of the tasks of the empirical part of the research
was to distinguish what lecturing styles are mostly preferred by students and what lecturing
styles academic personnel choose in their work, as well as to recognize the role of note-taking
in the lecturing process.

Note-taking

Note-taking in the university lecture setting is an integral skill of students; it is “a
mathemagenic activity” (Rothkopf 1970 in Dunkel and Davy 1989), “a crucial component of
the educational experience” (Dunkel and Davy 1989) used to retain information for recall ona
test and to promote successful material acquisition.

Note-taking does not only depend on the students’ abilities to listen and take notes, but
also directly on the lecturers’ abilities and skills to deliver the information, it can reflect
students’ understanding of academic lectures, that is why it was studied by the author. Up to
the introduction and development of technologies, such as computers, laptops, tablets,
IPhones, dictaphones and other technical devices, notes were taken using pen and paper; today
both pen and paper and other technical methods are used.

According to Al-Musalli (2015: 138-140), the notetaker needs to differentiate between
words, recognize the appropriate structure of a sentence, get the meaning of words,
understand the attitude of the speaker towards the uttered, distinguish the key information
from less important facts, comprehend the gist, make appropriate judgments about the
message and to a lesser extent he needs to give response to the speaker.

A part of the thesis was devoted to the study of note-taking (NT) or note-making - the
prerequisites of successful note-taking by students, cognitive mechanisms involved in note-
taking and the interconnection of note-taking with listening skills. This data was tested
through questionnaires of students, and their results were described in the empirical part of the
present thesis.

1.2. Discourse Analysis and Spoken Academic Discourse

Analysis of theories on discourse analysis (DA) (van Dijk 2008, 2012, 2015; Gee 2005;
Woods 2006; Paltridge 2006; Rhymes 2008; Tardy in Chapelle 2013) reveal that all
approaches within DA view text and context as the two kinds of information that contribute to
the communicative content of an utterance, thus involving the study of both text and context.
DA is used not only to describe the linguistic forms, but is also interested in the goals and the
functional implications the discourse has in this particular moment. DA is multidisciplinary
(van Dijk 2002) and because of its multi-faceted nature (ibid.) and discursive heterogeneity
(Van Leeuwen 2008), multi-faceted research should be integrated.

Spoken discourse depends on many linguistic components. Lexis and grammar, for
instance help linguists identify and interpret spoken texts. Spoken academic discourse may be
influenced by some variables such as the speaker’s educational background, age, occupation,
literacy in his or her target language, or even personality traits.
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Nature of Spoken Academic Discourse

The author studied important features of spoken academic discourse, including lexis,
discourse markers and expression of stance. The lecturer’s speech has characteristics of
improvised speech with an abundance of common words, for example get, say, think, want
and see which may occur with high frequency (Biber 2006). As regards grammatical word
classes, spoken discourse has a bigger percentage of nouns than verbs, and a larger number of
adjectives than adverbs (ibid.).

Pronouns are important features of spoken academic discourse. First person pronouns
(I, we) are used to express lecturer’s opinion; the second person pronoun you is used to
address students with an offer, initiation or a rhetorical question, and the third person pronoun
they to talk about examples given by others (ibid.).

Discourse Markers

Fraser (1990:392) defines discourse markers (DMs) as “expressions which signal a
sequential relationship between the current basic message and the previous discourse”.
Micro-markers (or lower-order DMs) and macro-markers (or higher order DMs) are
distinguished (Chaudron and Richards 1986; Murphy and Candlin 1979; Morell 2001 in
Crawford Camiciotolli 2007:80). Micro-markers indicate links between utterances or function
as fillers; they are subdivided into the categories of segmentation, contrast and emphasis
(Chaudron and Richards 1986 in Crawford Camiciotolli 2007:80). Macro-markers highlight
major information in the lecture and the sequence or importance of that information.

Most frequently used discourse markers in spoken academic discourse may include OK,
well, now and so (Biber 2006). The word now can have two functions - a time adverbial
modifier and a discourse marker.

Another characteristic of spoken academic discourse is the use of dependent clauses:
adverbial and complement clauses. Two types of relative clauses can be mentioned: finite
relative clauses and sentence relatives. Adverbial clauses: conditional (if), causative
(because), and temporal (e.g. after, before, while, until, as, since) (ibid.) are more common to
spoken, rather than to written mode. Biber (2006: 80-83) considers that complement clauses
‘That-clause” and “To-clause” are more common in spoken academic discourse than written
discourse.

Stance in Spoken Academic Discourse

Stance expressions convey attitudes of a speaker and are an indispensable element of
speech, especially if a lecturer is a practitioner in the field; he teaches and exemplifies
theoretical notions. Stance adverbials (e.g. obviously, unfortunately, fortunately, apparently,
undoubtedly, amazingly, astonishingly etc.) which are usually found in the initial position of
the sentence may express attitude of a speaker to the proposition. In complement clauses, a
verb expresses the speaker’s stance. Stance structures with the 1% person object or 1% person
pronoun are often used to describe attitude of a speaker, whereas the 2" or 3" person
pronouns are used mostly to attribute an addressee (a student); however, they do not always
reflect the personal stance of a speaker. Spoken discourse is rich in speaker's attitude and
audience engagement elements, such as the use of self-mention, participatory pronouns, and
rhetorical questions.
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1.3.  Communicative English Language Competency Framework for the
Academic Personnel

To deliver a successful lecture, apart from being an expert in the subject area, the
lecturer needs to possess adequate knowledge of the English language comprising different
aspects. The author analysed various theories pertaining to the development of
communicative competence and the models of communicative competence.

Communicative competence is the ability “to adjust the use of language to such factors
as situation, participants, topic, communicative goal, register,” (Hymes in Peterwagner, 2005:
XII). Canale and Swain (1980) proposed four components of the communicative competence:
grammatical, sociolinguistic, discourse and strategic competences. Bachman (1995) based his
model of Communicative Language Ability onthe model of Canale and Swain and attempted
to empirically validate the components of the communicative competence. The language
competences proposed by Bachman (ibid.) included organisational competence, pragmatic
competence and strategic competence.

Common European Framework of Reference for Languages

The aforementioned theories on communicative competences formed the basis for the
development of the communicative language competences proposed in the document
Common European Framework of Reference for Languages (CEFR) (2001, 2018), which
seems to have provided the most comprehensive description of communicative language
competences. CEFR divides communicative language competences into linguistic,
sociolinguistic and pragmatic competences. This framework of competences was chosen for
the analysis of lecturers’ communicative English language competence in Turiba University.
Since there was no any official document, claiming what level of foreign language knowledge
is required of the academic personnel in Turiba University, considering, however, that the law
requires minimum B2 level and the recommendations of the Cabinet of Ministers (Agreement
on good practice in attracting foreign students) are C1 level, the author chose levels C1 and
C2 as standard for the academic personnel. The author studied the descriptions of all
competences of these levels and made a review of what may concern the academic personnel
who deliver lectures in English.

Linguistic competence forms a part of the speaker’s speech production and speech
perception mechanisms. Applying Botha’s (1981:32) aspects of linguistic performance to the
context of the lecture discourse, it is possible to say that the efficiency of the academic lecture
can be ensured when both the lecturer and students have trained memory, concentration,
attention; the lecturer has the capability to professionally deliver a lecture, students are able to
process the information, retain it in their memory and are able to provide feedback to the
lecturer. Some adaptation period is required for students to be able to comprehend the
discourse of certain lecturers.

Sociolinguistic competence is the knowledge and skills to use a language appropriately
in different communicative situations, the ability to deal with linguistic markers of social
relations, politeness conventions, expressions of folk-wisdom, register differences, different
dialects and accents. CEFR (2001, 2018) differentiates among different levels of formality:
frozen, formal, neutral, informal, familiar and intimate. Almost all of these registers,
excluding frozen and intimate can be noticed in an academic discourse.

Pragmatic competence is the knowledge and ability to organize and structure the
discourse (discourse competence) and to perform communicative functions of the language
(functional competence). Discourse competence is connected with the user’s ability to
organize sentences in a coherent and cohesive way, by considering such discourse elements
as: thematic organization: topic/focus, given/new, cause/effect; style and register; rhetorical
effectiveness: cohesion and coherence while functional competence describes the language
user’s ability to use spoken and written discourse for a particular purpose.
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Academic, Interpersonal and Intercultural Competences

The author of the present research considers that a more detailed description of the
communicative competence of the lecturer requires adding three more competences:
academic, interpersonaland intercultural (see Table 3 below).

A successful lecture requires the lecturer’s preparatory work that includes the research
of the materials on a subject area, work on new terminology and processing of information
preparing lectures, so academic competence should be added. In the context of the university
lecture, it describes the lecturer’s ability to prepare for a lecture: to process the information, to
structure a presentation, to be able to study the information and to arrange it in a competent
way. This process employs lecturer’s both receptive abilities (reading the relevant literature,
publications, listening to or watching audio and video materials; acquiring the specific
vocabulary of the field or subject area in a foreign language) and production abilities
(compiling lectures, working out methodology).

A successful lecture delivery requires interaction with the audience and face-to-face
contact with students; therefore, interpersonal competence (a competence in social and
personal relations) has to be employed. This competence entails social and personal
relationship, skills to comprehend students and to establish efficient communication with
them, skills to contact and to cooperate with students.

However, communicative competence with all its sub-competences would remain
incomplete without intercultural competence or intercultural communication competence
(Skujina, Anspoka, Kalnbérzina, Salme, 2011), since work in the international context
requires intercultural sensitivity, “understanding oneself and others in a context of diversity”;
ability “to interact and communicate with those who are perceived to have different cultural
affiliations” (Barrett 2014:16), ability to interact outside habitual cultural environment, that is
based on the knowledge of habits of one’s social and ethnic groups, critical thinking skills and
positive attitude towards unknown environment (Skujina, 2011).

Table 3 Communicative English Language Competency Framework for the
Academic Personnel

Components of the Competence and their Description

Linguistic Saciolinguistic Prag matic Academic Interpersonal | Intercultural
competence competence competence competence competence competence
Lexical Registers Discourse Lecturer’s Lecturer’s Lecturer’s
competence Lecturer’s competence ability to | ability to | sociocultural
Lecturer’s ability | awareness of and | Lecturer’s learn, to | maintain experience
to operate with | ability to use | ability to | acquire  new | relationships and
professional different registers: | produce academic or to establish | knowledge,
terminology, frozen, formal, | coherent and | knowledge, to | contact with | relation
idioms, set| neutral, informal, | cohesive analyse, students; between
expressions. and familiar. discourse, synthesize the | lecturer’s wish | culture and his
controlling the | information, to | and skills to | / her audience
Grammatical Sociolinguistic topic and | structure a | cooperate; as well
competence markers switching to a| presentation, ability to build | ‘intercultural
Ability to use the [ Ability to | new theme, | to be able to | the spirit of a | skills’ and
grammatical recognize and to | ability to | study the | team with | ‘know-how’
resources of [ use such linguistic | manage spoken | information students; a | (savoir-faire)
language, ability | markers as: | academic and to arrange | wish to assist | (CEF,
to  comprehend | regional discourse in | it in a | students, the [ 2001:104).
and to express the | belonging, terms of | competent ability to | Lecturer’s
core ideas, to[ national origin, | thematic way understand ability to bring
form phrases and | ethnicity. organization, (compiling their needs | his/her culture
sentences coherence and | lectures, and to | and cultures of
according to the| Dialects and | cohesion, style | working  out | respond to | the audience
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rules of the
English language.

Semantic
competence
Deals with the
language  user’s
awareness and
control of
meaning.
Phonol ogical
competence
Proper knowledge
and skills in
production of
phonemes,
allophones,
phonetic features
and phonetic
composition  of
words, sentence
phonetics
(sentence  stress,
rhythm and
intonation),
phonetic
reduction.
Orthographic
competence
Knowledge and
skills in
production of
written texts,
proper  spelling,
punctuation
marks, etc.

accents

Ability to adapt to
different dialects
and accents and to
understand
peculiarities of
students,
concerning
lexicon, grammar,
phonology, vocal
characteristics,
etc.

Paralinguistics

and body
language

Conscious and
unconscious  use
of the body
language by the
lecturer (mimics,
gestures, posture,
distance) that

adds to the verbal
information or
compensates
missing
knowledge of the
language.
(Skujina,
60)

2011:

and register,
rhetorical
effectiveness.

Functional
competence
Lecturer’s
ability to
function
properly at the
micro-
functional level
of interaction,
e.g. . reporting,
asking and
answering
questions,
expressing and
finding
attitudes,
suggestions,
requests,
socializing,
structuring
discourse and at
the macro-
functional level
(description,
narration,
commentary,
explanation,
demonstration,
instruction,
argumentation,
etc.).

methodology)
in a foreign
language; the
ability to
present the
subject-related
information in
a coherent and
cohesive way.

them when it
is needed.
(Based on the
description of
Intercultural
Efficiency
Competence
by VintiSa,
2011)

into
with
other.

relation
each
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2. EMPIRICAL RESEARCH

The empirical part of the Thesis is made of Chapters 4 and 5 and includes surveys of the
academia and the discourse analysis of transcribed authentic academic lectures. Chapter 4
explains the methodology used for the study: the methods and the techniques and aims to
fulfil the objectives of the research by reporting on the results of the survey in the institutional
context.

2.1. Research Methodology

Primary research, i.e. quantitative, involving data processing that results in numerical
data, including questionnaires (Dornyei 2007:24) and qualitative research, that involves open-
ended data analysed in a descriptive way including interviews (ibid.) (Chapters 4 and 5), was
used. The third method included genre analysis: analysis of the move structure of lectures.
Finally, discourse analysis that has both the analysis of examples from the corpus and the
analysis ofthe transcribed authentic lecturers’ discourse was carried out.

The following contextual factors were considered (Brown in Davies 2004:479):
institutional context, since the study was carried out in universities (a research site), with the
target group (population) being university lecturers and students and with the purpose of
serving institutional needs; the local context, including social context (language background
of lecturers and students) and pedagogical context (teaching methods and lecturing styles of
lecturers and note-taking skills of students) (ibid.).

Discourse analysis research was chosen as the empirical research method (Brown in
Davies ibid.: 488), where the object of the present study is the language of the university
lecturers (spoken academic discourse). The research employs various research techniques:
interviews, questionnaires, lecture observation and recording, discourse analysis. The
instruments used to collect the data were designed on the basis of theoretical studies and the
patterns revealed were investigated through a corpus of discourse data. Mullany (in
Litosseliti 2010:39) considered that mixed methods contribute to the research and “have a role
to play in overcoming some of the challenges of the workplace and as a site of research that is
notoriously difficult in terms of gaining access and collecting data™.

The research was carried out in Turiba University during the first semester of the
academic year 2014-2015 and Saint-Petersburg State University of Economics and Finance
(SPBGUE) during the second semester of 2015-2016 and consisted of the following stages —
(1) administration of written questionnaires (2) face-to-face interviews and (3) discourse
analysis that included gathering of corpus material and work on it (recording of discourse,
transcribing and analysis of it).

o 102 questionnaires were filled in by Turiba University and Saint-Petersburg State

University of Economics and Finance students;

. 29 follow-up recorded interviews with Turiba University and Saint-Petersburg State

University of Economics and Finance students;

o 19 questionnaires, were filled in by Turiba University and Saint-Petersburg State

University of Economics and Finance lecturers;

o 23 recorded and 18 transcribed and analysed academic lectures.

2.2. Analysis of Students’ Survey

The research results of the questionnaires and follow-up face-to-face open-question
interviews were described and analysed. The problems students experienced in the perception
of academic lectures and the problems faced by academic personnel in conducting the lectures
were surveyed and analysed enabling the author to juxtapose the answers of the lectures and
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students and to find similarities, differences and contradictions in both target group self-
assessment.

The student questionnaire consisted of 10 questions aimed at finding out background
information about students, the year and field of studies, , how long students studied English
and their level of proficiency, experience of studying in English, skills and competences of
the English language, subjects they studied in English and the difficulties faced.

It was identified that the difficulties the students experienced were as follows:
monotonous style of the lecture, necessity to find extra information by themselves, lecturing
style of academic personnel, lack of interactive communication, pronunciation, Latvian or
Russian accent, sentence structure and grammatical constructions and inadequate language
skills of the students themselves.

18
16
14 ® Advanced (22)
12 ® Upper-Intermediate
10 f40) _
3 ntermediate (26)
6
4
2
0
AL B C D E F G H
l. lecturers’ fast speech
J. no repetition of the main idea(s)
K. lecturers’ problems with pronunciation
L. grammatical mistakes
M. lecturers’ inability to make the context/ idea of the professional topic
understandable
N. inability to give a logical or clear lecture
0. use of complicated professional terminology
P. other (please specify)

Figure 1 Comparative analysis of difficulties students of different L2 levels face
while studying in English

The questionnaire was followed by an open-question interview of the students. The
respondents provided feedback on 16 questions: choice of English as a medium of study,
difference and benefits of studying in English, organisation of lectures, comprehension of the
lectures, clarification of concepts, specialised terminology used, examples provided,
international reference, lecturing styles, note-taking, speed of delivery, presentation skills,
time spent in studies, use of discourse markers by lecturers, and the pronunciation of lecturers.

All students emphasised the importance of English as a lingua franca and the
opportunity to enhance their English language skills. 90% of students felt studying in a
foreign language made them work harder, first translating into their mother tongue and them
memorising new concepts. The majority of respondents (80%) mentioned that lectures were
organised in a coherent manner although the fact varied from lecturer to lecturer. The majority
(80%) had to undergo an adaptation period to fully understand the content of lectures.
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Learning the specialised terminology posed a problem, as the students were not often familiar
with it in their own languages. Most agreed that lecturers illustrated content with international
examples. The questionnaires showed that one of the reasons for the lack of lecture
comprehension was the inefficient lecturing style: reading, lack of eye contact, lack of public
speaking skills and some cultural aspects. Note-taking proved to be difficult for students with
lower level of English knowledge. The speed of delivery also posed problems for some
students. Regarding the use of DMs, the majority (90%) agreed that they helped follow and
understand the lectures better. 95% of students mentioned pronunciation as a factor affecting
lecture comprehension.

A questionnaire and an interview were designed to check the reliability and validity of
the theoretical findings of the research. Since one of the objectives of the study was to
determine the extent to which students were good at note-taking, as well as whether the note-
taking process was dependent on the students’ note-taking skills or the lecturers’ competence
of delivering coherent and cohesive lectures, two-fold questions were asked. The
questionnaire consisted of six sections to ascertain the following: level of students’ language
competence, importance of note-taking, method of note-taking used, students’ proficiency of
taking notes, what exactly students could misunderstand in lecturers’ discourse, difficulties in
note-taking students could encounter in connection with the quality of the lecture.

The results revealed that most students (91%) preferred the penand paper method, used
abbreviations and short forms. The major problems identified were the lecturers’ use of
specific terminology, pronunciation of some specific words, the lecturers’ intonation, the
usage of idioms as well as the lecturers’ dialect. The students sometimes missed the main idea
while taking notes, felt that the speed of the lecture was too fast, or the lecturers failed to
explain unclear terms, as well as, to use discourse markers or logical connectors adequately.
Students also faced problems in understanding intonation and stress, specific terminology and
idioms, as well as the pronunciation of some specific words by the lecturer that may differ
from their own pronunciation.

A follow-up interview was conducted to find out whether the students experienced any
difficulties while taking notes and what kind of difficulties, and whether the speed of
lecturer’s talk affected the comprehension of the lecture. The results showed that the students
preferred to have handouts with minimum text so that they could take additional notes by
themselves. The speed of lecturers’ speech was a problem for the students with low
proficiency level in English.

The results of the questionnaires and interviews enabled the author to ascertain the areas
that needed to be focused on during the third stage of the empirical research i.e. discourse
analysis.

2.3.  Analysis of the Results of the Questionnaires Administered to Lecturers

To look at the problems of the academic lecture from the lecturers’ perspectives, the
author of this thesis made a survey among her colleagues at Turiba University and SPBGUE
in St. Petersburg who deliver lectures in soft science subjects (Hyland 2005) to local and
international students in English. Nineteen respondents filled in the questionnaires and
answered some additional questions in individual interviews. The questionnaire and interview
questions focused on the following points: subjects taught, professional education, specialised
training to deliver lectures in foreign languages, lecturing style / styles used, activities used,
ensuring feedback, assessment of students’ content knowledge or the language knowledge,
improving students’ language skills, explanation of professional terminology, need for
specialized language training, whether it is possible to acquire the subject knowledge in
English without knowing the professional terminology in one’s mother tongue, linguistic
difficulties faced, difference in outcome whether attending the course in English or
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Russian/Latvian, problems students face while learning in English and areas of change or
improvement in one’s lecturing style.

The results showed that the majority did not have pedagogical or educational
background in the English language and had not undergone any special training to deliver
lectures in a foreign language, chose conversational style (64%), preferred discussions (19%),
student presentations (15%) and group work (15%), asked questions to ensure feedback
(33%), assessed the students’ content knowledge rather than language knowledge (58%),
believed that studies in English improved the students’ language competence (58%), provided
definitions for explaining new concepts (32%) and all the respondents stressed the need for
specialised language training.

The author found a string of inconsistencies in the results of the survey of students and
lecturers. Although the students wanted to improve their English language skills alongside
professional content, the lecturers themselves focused on content knowledge rather than
language skills. The students referred to the lecturing style as monotonous reading, whereas
the lecturers mentioned conversational style. Asked about language difficulties faced, the
lecturers were reluctant to talk about that question and some (26%) stated that they did not
have any language difficulties, whereas the majority of the students, irrespective of their
language level, mentioned some difficulty due to the lecturers’ pronunciation.

The results of this stage of the empirical research led the author to summarise that
subject teachers should have adequate communicative English language competence to
deliver the lectures successfully, have a clear and coherent speech, organize the lecture,
provide practical examples, have good contact with the audience, keep eye-contact and
involve the audience in discussions. Concepts, new professional lexis and ideas should be
provided with sufficient theory, adequate clarification of terminology and good international
examples for students for whom the topic area is new. Note — taking is successful when
lecture handouts are distributed to students in advance or straight before the lecture so that
they can add personal notes in the handouts. The speed of lecture should be controlled, and
the intonation and pitch of the voice changed. The most successful lecturing styles according
to students’ answers are the conversational style and participatory lecture, which actively
involves learners in the discussion process. Discourse markers assist in lecture
comprehension, helping to follow the start, shift of the topic and conclusions. Lecturer’s
accent and difficulties with pronunciation may cause misunderstanding of lecture content by
students.

One should definitely consider the fact that students often belong to different cultural
and educational backgrounds and their English language communicative competency also
differs. Consequently, on the basis of our findings we cannot fully extrapolate that all students
expect lecturers to have C1 or C2 English lewvels. It is possible to assume that sometimes
lecturers who are non-native English speakers and have less-advanced level of language
proficiency may have a lecture structure that is easier to understand, and that the above-
mentioned students may understand the discourse of non-native speaking lecturers better than
that of native speakers.

2.4. Analysis of Spoken Academic Discourse

The purpose of Chapter 5 of empirical research was to analyse spoken academic
discourse. A corpus of 23 lectures was collected using different ways of information gathering
— recording of lectures by the author, use of recorded lectures by guest lecturers available on
the home-page of Turiba University and the use of online lectures available for free access on
YouTube. All lectures were transcribed and 18 of them were analysed in the course of writing
the present thesis. The chapter presents the analysis of the most frequently used words in the
academic lectures and describes their influence on lecture perception, gives the analysis of the
use of lexico-grammatical features characteristic of the spoken academic discourse, the use of
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discourse markers and provides a detailed examination of six extracts from the transcribed
lectures, where some lectures canserve as a good example, and some demonstrate hurdles and
difficulties that lecturers experience.

The analysis of two episodes of spoken discourse from YouTube was carried out from
the point of view of how the lecturer organized the speech and managed it thematically. The
whole body of the scripted text was divided into moves and each move was analysed
separately. It was possible to notice that the relationships between the clauses in the discourse
were much more spread out and with more complex relations between each other, yet one
could still manage to keep track of these relations. The speech was less logically structured in
comparison to how it would be in a written text, although it followed a logical plan of
introduction — body — summary or conclusion. The speech was produced in a way of small
spurts, each spurt had a clause which may or may not be interconnected. Some parts of texts
were more implicit and left what is to be understood unsaid. The other phenomena observed
were paralinguistic clues such as body language and facial expressions of a speaker,
intonation and changing speed of speech. It is important to mention the role of the repetition
of words, discourse markers, culturaland social aspects of the discourse.

The transcripts of 10 academic lectures (AL) on different soft science subjects were
analysed.

The first stage of the analysis included the analysis of transcripts of four ALs.

The analysis of key words in three academic lectures demonstrated that the most
frequently used words were demonstrative pronouns this (AL1 -38, AL2 —-16, AL3 -105
times), that (AL1 —78, AL2 -24, AL3 -250 times) and these (ALl -12, AL3 —45 times);
personal pronoun they (AL1 -56, AL3 -76) and we (AL1 —41, AL2 -12, AL3 -109);
possessive pronouns their (AL1 -9) and our (AL2 —7); adverbs of place here (AL3 —38) and
there (AL1 -16, AL2 -5, AL3 —38), as well as indefinite pronouns something, somebody and
somewhere.

It is not clear, for example, what the pronoun they refers to, whether to a word panda or
thumb, for example:

...1s that for most rrr bears they have four claws, they are not very long...but the panda
has longer fingers rrr on her paws and they have an opposing thumb (shows with his hand)
and clearly that evolves with the panda so that he...they can get things and eat it given the
environment in which they live...

Another example from lectures shows the frequent use of that, this and it:

| believe, as it is says in the course description is a pillar of civilized society, it’s a
structure through which we do things and this on the large scales it’s about allocating
recourses through space and time.... and i¢’s about managing risks that anything we do in our
life anything big or important that we do is on certain and that’s (4) what to me that’s (4)
what Financial markets is about. So, but it has a lot, to me this is a course that will have a...

The detailed study of extracts from the lectures demonstrated that the use of the above-
mentioned words should be carefully considered by the lecturers, because often the frequent
use of these words with unclear reference may result in complete misunderstanding. For
example, the use of indefinite pronouns something, somebody and somewhere that are so
common in the conversation style, can make the academic discourse sound too generalized
and vague. Lengthy sentences with the abundant use of the above-mentioned words could
have substitutes with other words they refer to, for example, a relative pronoun that could be
substituted with a noun antecedent.

The second stage of the analysis included the study of the use of different lexico-
grammatical features in ten academic lectures. The purpose of the analysis was to discover
how frequently the above mentioned lexico-grammatical features were used and what
functions they had in modelling spoken academic discourse. The analysis included discourse
markers (DM): so, now, OK, well, however, thus, therefore and all right; modal verbs and
semi-modal verbs: can, could, may, should, have to, got to, will, would, going to. The
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computer software WordSmith Tools 6.0 allowed to create and to analyse the concordances
from the selected lectures. The results were as follows:

1. It was discovered that the most frequently used DM was the word so that can have at
least thirteen functions in the academic lecture, for example, to introduce the topic, to add
information, to summarize, to exemplify, used with the expression of stance (e.g. so, | think...;
so, I hope), with conditional sentences, with let’s expression and others.

For example: And so, I think it is ... (Stance discourse marker expressing attitude); ... at
the same time. So, suddenly the covariance go ... (to change the theme)...we make things
happen. And so, | hope that you have ... (Stance discourse marker expressing desire)

2. The second frequently used DM was the word now, that was encountered in the
analysed discourse 81 times in the meanings of exemplification, explanation (e.g....on 24/7 in
any organization. Now let me describe how this ...). It is used with the verbs of stance, in
combination with the words so, and and but (e.g. “the whole time. And now, we're trying to
decide...”; “...market movements. SO, NOW the next plot, and this is...”; “... looks different.
But now, what I want to do ..."")

Now was also used in the combination with the word right: ...moving around there
right now am there are supposedly .... 1t was noticed that now can be interchanged with the
word OK in the function of initiating the topic (e.g. “...one bad year with minus 100%, OK.
So, what do you think ...; Professor Robert Shiller: OK. Welcome to Economics 252...")

3. DM Ok was another frequently used word in the academic discourse in the end
position of the sentence in the form of a question, where the lecturer checked if listeners
followed him or agreed with him and in the initial position of the sentence to initiate a new
sub-topic, e.g. ““...your gross 18:12 return is 0, OK? So, if I plug in...”

4. Other DMs encountered in the analysed extracts of lectures included well, all right
and therefore, e.g. “... Strategic situation? Well, let's start off with what..”.; . "... can see at
home, okay. All right and how many of you... ”; “...any time after today you didn't know when
the mid-term was and therefore it clashes with 17 different things.”

Although knowledge about the use of the relevant micro-markers by non-native English
speakers could prove beneficial for students’ perception of the structure of the lecture and
thematic development of academic discourse, their frequent use with diverse meanings could
lead the students to some misinterpretation of a lecturer’s discourse.

The expression of stance and audience engagement in spoken academic discourse was
studied. The use of modal verbs and semi-modal verbs in four academic lectures was analysed
and it was revealed that the most frequently used words are can, will, going to and would. Can
in combination with the personal pronoun we was mostly used to make the audience feel
belonging to the process, being involved and affiliated (e.g.“...you can set up your own non-
profit organization...”; “you can go to the board meeting...”; “you can take the whole
course...”), they can was used to talk about some imagined characters in order to exemplify
some notions or concepts (e.g. US companies like travellers and farmers ...so insurers ...you
know ...they have this transactional relationship with all these customers collecting premiums
and the realizing that they can bowl carbon offsets onto that especially for things like travel
insurance for car insurance ...)

Will was encountered 97 times in combination with the personal pronoun | with the
stance verbs or stance adjectives in order to express lecture’s attitude or opinion (e.g. “today I
think it will be a different part than last time™; “...because 1'm hopeful that it will heal itself
and we can ...”; “...well, I don't know what it will be called finally...”), whereas the semi-
modal (Biber, 1999) going to appeared 64 times in four lectures in the functions to explain the
plan of action: (e.g. So, I'm going to stay to that. I'm going to talk more about institutions
and history than about mathematics.), and in rhetorical questions: (e.g. You know, you still
have 900 million leftover. So, what are you going to do with all that money?).

The other modal verbs (could, may, should, have to and would) used in the academic
lectures in the stance meaning were described in Chapter 5 of the thesis and can serve for the
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purposes of preparing for the lectures by the academic personnel or students being trained to
attend academic lectures.

Stage 3 included the analysis of transcripts of six ALs. The qualitative analysis was
carried out to discover how effectively the interaction between the lecturer and students
occurred, to find out what deficiencies could prevent the students from a successful
comprehension of the lecturer’s discourse and to make conclusions.

Academic Lecture 1 (AL1)

AL1 demonstrated an example of the frequent use of the pronouns they and it; | and
them without clear references; unclear pronunciation of geographical names, move from one
theme to another without a clear connection in the discourse. The positive sides noticed AL1
included audience engagement with the help of rhetorical questions, introducing a joke and
self-mention that could raise the audience interest and engage into the speech.

For example: Wow, this is awesome. So, | went back home after the movie and went to
the Secret website and offered them my help on the dream inside and didn’t hear from them
back for a couple of months later and there I found Secret reference to book called...

Academic Lecture 2 (AL2)

AL2 revealed lecturer’s problems with the pronunciation of names, geographical names,
false starters, irregular word order, frequent repetition of words, unclear structure of the
lecture and absence of the use of DMs. Unclear words did not allow making a proper
transcript of the lecture.

For example: So, here I talk a bit about...[unclear text] as an Arctic destination and
then some brief history about this Christmas tourism...

But here | have some links, this is here (points at the map on the slide) where Kristine
was studying in this region, (enumerates regions, demonstrates them on the map, gives names
in the Finnish language).

Academic Lecture 3 (AL3)

AL3 on EU civil judicial cooperation gave a very structured introduction, however since
the target audience apart from the students of the faculty of Law were students of other
faculties, a frequent use of professional jargon, and especially unclear pronunciation of the
terms and the use of acronyms without their deciphering could be confusing for the novice
audience (e.g. ,, PPU procedure for ECJ”).. The fact that the lecturer had a lot of false starts
and gap-fillers (e.g. mmm...civil proceeding and in the intellectual property field they call
Italian judgment Italian torpedo to indicate the eh...eh... large duration of the time. hmm...)
could mean that the delivery of lectures in English was not the common practice for the
lecturer. Some pronunciation problems were connected with the L1 influence.

Academic Lecture 4 (AL4)

The analysis of AL4 was aimed at the study of the move-structure, use of DMs, lexico-
grammatical features and lecturing style of the lecturer. It was discovered that although the
lecturing style was interactive and the lecturer tried to involve the audience, this fact did not
help in understanding the lecture. One of the reasons was the lack of proper structure - ideas
were changed without any logical sequence

For example: Have you read the case? I was at the ...at the meeting today of our
department. So and usually it takes only one hour... and today it was about two...Sorry. OK,
we have today the topic which is Corporate Social Responsibility strategy and as we have this
topic | also thought that we should discuss the case study, the example, the company which
participated in the international operation and so the story how the company understands this
situation.

No DMs were used to show the switch from one move to another or from one step to
another. The other discrepancies noticed, included the wrong word order and missing parts of
sentences, for example object or a predicate (e.g. “Some students something know about the
business models but not in detail. ”; “Could you do it or not you can't do it...”). The lecturer
used a question for an affirmative sentence and an affirmative sentence when she wanted to
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ask a question (e.g. So, why the company was very risky in responsibility in the very beginning
and then there is the period of stability and then why the company loses.)

The lecturer did not finish her thought (e.g. May be there is also some risks...); she
often started the explanation and never concluded (e.g. Then corporate social responsibility
and corporate sustainability management how do we manage ... and who is responsible later
...eh... and who is able to be responsible); it was often unclear where the subject, predicate
and object were (e.g. And the company should take (?) from the social... from the society
position).

The personal pronouns you, they and it were often used without any references in the
sentences (e.g. you found how could you solve this problem, how could you think proactively
because you realize if you react towards some changes it means that you are in the same
position but if you somehow predict).

Past Simple and Present Simple were frequently used in the same sentence breaking the
rule of sequence of tenses (e.g. So the person of the company which invents the best question
or gave some brilliant ideas were somehow prized and what is important they implemented
these ideas which are relevant to them...), as well as non-existent collocations (e.g. the task of
the company to construct the relationship with all these groups) and some words in the
wrong meaning were often used. All these difficulties could prevent the audience from the
successful lecture comprehension and did not assist them in taking proper notes.

Academic Lecture 5 (AL5)

AL5 was an example of a coherent structure that is characteristic to the genre of an
academic lecture. The discourse had all four moves present. The results of the analysis
demonstrated that the moves and steps do not necessarily follow the structure: Movel —
Move2- Move 3- Move 4, but can be changed without affecting the logical sequence of the
lecture. No mistakes were noticed and there were no cases of absence of references. The
relevant use of DMs, such as so (27), ok (15), of course, right and actually helped to organise
the speech to best effect, to demonstrate pauses, to summarize, to give students time to
consider and to take notes, to establish contact with the students. Besides that, they made the
speech sound more natural and easy to perceive. The speech was rich in macro-markers that
were analysed and grouped in a separate table with the description of their functions. This
information can serve for the purposes of preparing for the lectures by the academic personnel
or students being trained to attend academic lectures.

Academic Lecture 6 (AL6)

ALG6 was impossible to transcribe — the discourse was unclear due to bad pronunciation,
affected by the influence of Spanish, lack of structure, use of the wrong words and other
reasons (e.g. Ok. Let’s begin. Yesterday we were talking about gratitude as a type of justice
and then we finished with grateful and then we are talking to business person leader just 5
minutes to finish what we were talking). The lecture was delivered to international students
and it was noticed that the students were not engaged in the process, being occupied with the
other activities outside studies. It was concluded that the lecturer lacked the linguistic (e.g.
lexical accuracy, avoidance of direct translation, etc.), sociolinguistic (e.g. ability to adapt
dialects and accent), pragmatic (e.g. ability to produce coherent and cohesive discourse) and
academic competences (e.g. lecturer’s ability to prepare for the lecture).
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CONCLUSIONS

1. The academic lecture realized in the institutional context as a spoken academic genre
with its specific features is a social, goal-oriented and staged activity, a communicative event
realized within a discourse community; the lecture is a changing genre characterized by the
lecturers’ involvement or detachment; an interactive, contextual and to some extent
improvised activity of a highly dynamic nature; an example of genre mixing, having
intertextual and interdisciplinary features. Knowledge of genre conventions can assist in
lecture organization, planning and realization at the linguistic, social, interpersonal and
intercultural levels.

2. Note-taking, attributed to a genre of academic writing with notes as the final product of
this activity, proves to be a vital element of the students’ study process in the institutional
context that aims at fostering the retention of the lecture material. Irrespective of their
language competence, students have occasional difficulties with note-taking. Note-taking by
students can be facilitated if academic personnel control the use of intonation, pronunciation,
register, professional terminology, colloquial expressions, acronyms, the appropriate use of
the referential system by avoiding disfluencies, such as false starts and gap-fillers

3. Spoken academic discourse is characterized by the following lexico-grammatical features:
at the lexical level — smaller density and diversity of specialized terms and an abundance of
common words; at the grammatical level — a bigger percentage of verbs than nouns, a larger
number of adverbs than adjectives; a frequent use of personal pronouns; at the discoursal level
— the use of discourse micro- and macro-markers to organize the academic lecture; at the
syntactic level — the use of dependent clauses, finite relative clauses, sentence relatives,
adverbial clauses and to-clauses.

4. At the syntactic level, spoken academic discourse is less logically structured in comparison
with written discourse. It is often improvised and may sound unclear and difficult to perceive
when lecturers do not finish the idea or frequently move from one theme to another.

5. Lecture as a monologic speech event is typically produced in a way of small spurts, each
spurt being one clause which might or might not be interconnected. Some parts of speech can
be more implicit and, as a result, less clear for understanding.

6. Genre analysis from a systemic functional perspective has enabled the author to establish
that the academic genre of the lecture has a special organizational structure comprising at
least four rhetorical moves, that is Warming up, Setting up the lecture framework, Putting the
topic in context and Conclusion, each fulfilling concrete communicative functions and several
key steps, for instance, housekeeping, looking ahead, setting up the lecture framework,
announcing the topic, indicating the scope. The moves and steps do not always follow the
same order; it can be changed without affecting the logical sequence of the lecture. Awareness
of the organization of the schematic structure of the lecture allows organizing discourse in a
coherent way.

7. Spoken academic discourse is characterized by interactional features such as self-mention,
stance and audience-engagement; these features are frequently expressed by the following
linguistic elements:

a. first person pronoun | to denote self-mention, lecturer’s opinion, his presence in the
discourse; first person plural pronoun we to denote audience engagement; third person plural
pronoun they to refer to an undetermined person; second person pronoun you to denote an
offer and initiation;
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b. demonstrative pronouns this, that, these in the function of anaphoric reference;
possessive pronouns their and our, indefinite pronouns something, somebody and somewhere,
relative pronoun that and the adverbs of place here and there. The use of pronominalization in
spoken academic discourse should be carefully considered because extensive use of pronouns
without clear references may result in textual and contextual misunderstanding, can make
listeners lose the reference and make the information sound illogical, unclear and misleading;

C. discourse micro-markers so, ok, now, well, therefore, right, all right may help to
understand the structure and the thematic development of the discourse; discourse macro-
markers have interactive features, such as self-mention, stance and communicative functions
(e.g. sharing knowledge, summarizing, structuring, referring back, informing about future
actions, engaging the audience, giving instructions, eliciting questions) Knowledge of the
conventions of the use of discourse markers can be helpful in preparing lectures;

d. lectures are not impersonal communicative events since lecturers may show their
attitude and opinion, realized through modal and semi-modal verbs (e.g. can used to denote
permission, ability and possibility, will used in combinations with personal pronouns I, we,
you and it to denote lecturer’s plan, promise and intention; you + will + a verb to indicate
lecturer’s expectations from students, it + will + a verb to describe the course and lecturer’s
expectations from the course, the pronoun we + will + a verb used to engage the audience).

e. value-laden words, such as evaluative adjectives (e.g. good, nice, right, sure) that
express speaker’s positive attitude towards a situation and stance adverbials (e.g. obviously,
unfortunately, fortunately, apparently, undoubtedly, amazingly, astonishingly) found in the
initial position of the sentence and expressing a speaker’s attitude to the proposition and
conveying lecturer’s personal feelings and experience.

8. The conducted discourse analysis helped to identify language-related deficiencies
experienced by the academic personnel (e.g. unclear structure of the lecture, lack of the use of
DMs, irregular word order and elliptical clauses with e.g. an object or a predicate elided,
which does not allow students understand the content clearly and take proper lecture notes;
the failure to comply with the rules of the sequence of tenses, the use of non-existent words
and wrong collocations.)

9. The ability to read a successful lecture in English to international students largely depends
on the lecturer’s communicative language competence, which comprises all six components
of the communicative language competence, discussed in the present thesis — the lecturer has
the skills and knowledge of language as a system (linguistic competence), he knows how to
deal with the social dimension of language use (sociolinguistic competence), he is able to
produce coherent and cohesive discourse (pragmatic competence), he can analyse, synthesize
and acquire new academic knowledge in order to impact the students’ knowledge (academic
competence), he is able to interact with students effectively (interpersonal competence) and
has skills of communicating with students of diverse cultural background (intercultural
competence).

Taking into account the above conclusions, the hypothesis of the present doctoral thesis
advanced at the beginning of the research has been confirmed. There is a direct interrelation
between lecturers’ communicative language competence, their ability to give a coherent and
cohesive English-medium content lecture at tertiary level and students’ perception of the
lectures.

It is hoped that the conclusions drawn as a result of the conducted theoretical and
empirical research would contribute to a richer understanding of the communicative English
language competence that the lecturers should possess to be academically and linguistically
competent and would also enhance the effectiveness of academic communication. It is
believed that the recommendations concerning the improvement of communicative language
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competence worked out by the author can be applicable at the practical level by novice
lecturers. The compiled corpus of authentic lectures, the designed models and the findings of
discourse analysis can be useful in the context of training courses of novice academic
personnel and can have important implications for teaching for academic purposes.

The results of the surveys and the discourse analysis revealed the significance of the
paralinguistic aspects of the spoken academic discourse, including paralanguage and kinesics,
which require further research to gain a more thorough insight into the phenomenon of the
genre of the academic lecture.
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