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Academic writing serves not only to communicate research findings
but also to position the writer within a specific social and disciplinary
context. Grounded in this perspective, the present study explores
academic discourse as dialogic in nature, focusing on how authors
construct evaluative stance and engage with the academic community.
Drawing on Appraisal Theory of Systemic Functional Linguistics,
particularly the Engagement subsystem (Martin & White, 2005), the
study examines the use of heteroglossic expressions in research article
abstracts. The analysis aims to uncover how writers manage dialogic
space through strategies of dialogic contraction and expansion,
thereby shaping interpersonal meaning. The sample comprises 200
research article abstracts—100 from the field of English Language
Teaching (ELT) and 100 from English for Specific Purposes (ESP). A
mixed-methods approach is employed, combining corpus-based
quantitative analysis using UAM CorpusTool with qualitative
interpretation. The study follows a threefold structure: (1) analysis of
Engagement resources across the entire sample, (2) examination of
their distribution across rhetorical moves, and (3) comparison of ELT
and ESP sub-samples. Findings indicate a relatively balanced use of
dialogic contraction and expansion overall, with a slight preference
for expansion (51.2%). The second approach provides a detailed
analysis of how the frequency and function of specific Engagement
strategies vary across rhetorical moves. Comparative analysis
revealed marginally higher use of expansion in ELT and contraction
in ESP, with statistically significant differences in only three of the
nine strategies examined. This study contributes to the understanding
of interpersonal language use in academic writing and holds
pedagogical implications for teaching academic writing, particularly
in the fields of ELT and ESP.
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IToxaum 0 IOKTOPCKOj AUCEPTALUjHU

Penosuu npodecop, Buonera Crojuuuh, Yausep3uter y Humry,
dunozodcku hakynrer

Pecypcu anraxoBama y akajgeMckoM auckypey: CTyauja o
arcTpakTHMa HayYHO-HCTPAXKHMBAYKHUX pajoBa U3 00JaCTH HACTAaBE
EHTJIECKOT je3MKa M SHTJIECKOT je3HKa 3a ToceOHEe HaMeHe

Hayyno mnmcame He CIOyXH caMO 3a TPEHOIICHE pe3yirara
UCTpakKMBama, Beh 1 3a MO3ULMOHUPAkE ayTopa Yy OKBUPY oApeheHor
APYIITBEHOT M Hay4yHOT KOHTekcra. llomasehm on Te mepcrekTuse,
OBa CTyJHja aHAJIM3UpPa aKaJAEMCKU JUCKYPC Kao JHUjajior, MpH YeMy
jé y CpemuIuTy MaXme HAauWH Ha KOoju ayTopu m3rpal)yjy craB u
MoBe3yjy ce ca akaJeMCKoM 3ajeqHunioM. Teopujcka OCHOBa
UCTpaXKHMBama MOYMBa Ha TeopHju BpEIHOBamHA Y OKBHPY CHCTEMCKO-
(GyHKIMOHATHE JIMHIBUCTHKE, TayHUje Ha JIOMEHY aHTaKoBamba
(Martin & White, 2005), nmpu uemy ce aHaaM3upa ymnoTpeda
BUIIIETTIACHUX MCKa3a (eHri. ‘heteroglossia’) y ancTpaktuma Hay4dHO-
UCTPpKUBAYKUX pasoBa. [[mib wcTpakmBama je J1a ce OTKpHje KaKo
ayTOpH yIpaBibajy MPOCTOPOM 3a AMJaJOr KPO3 CTpaTeruje Cyk emwa
WIM TPOIUPEHA IUjaiora, YUMe C€ OOJIMKYje WHTEPIIEPCOHATHO
3Hadyewe. Y3opak uyuHM 200 ancrtpakaTa Hay4YHO-HCTPaKUBAUKHX
pamoBa Ha eHrieckoM je3uky — 100 U3 00JiacT HacTaBe SHIJIECKOT
jesuka u 100 u3 obiacTu EHIJIeCKOr je3uka 3a NmoceOHe HaMeHe.
[IpuMemeH je KOMOMHOBAaHU METOOJIONIKH MPUCTYII, KOJU YKIbYyUYyje
KBAaHTUTATUBHY aHanmu3y Yy3opka y3 mnomoh codrBepa UAM
CorpusTool, ka0 1 KBaIUTaTUBHY aHaiIM3y pe3ynrtata. CTyaujy 4ynHe
Tpu nenuHe: (1) aHanm3a pecypca aHrakxoBama y YKYIHOM Y30DKY,
(2) ucniuTUBamEe BHUXOBE pacrnojelie y MOjeIMHAYHUM CErMEHTHMa
anictpakata u (3) ynopehuBame cTpaTeruja aHraxoBama Y
TOpPEHABEJICHUM TUCHMIUIMHAMA. Pe3ynrtath TOKa3yjy peJaTHBHO
n3zbanaHcupaHy ynorpeOy cTpaTeruja Cykema U IMpOLIMpemha
aujanora, ca Omarom mpegHomhy y kopucT mnpoumpema (51.2%).
Jlpyru TpuCTyn Aaje JeTajbHy aHaIM3y Y4YecTalOCTH M yHoTpede
MOJEeIUHUX CTpaTervja aHraxoBamka Y OKBUPY IOjeMHAYHHUX
cermMeHara Tekcra. KommapaTtnBHa aHanu3a je rmokasana Hemro Behy
ynoTpedy cTparervja 3a MpOILIMpeme AMjajora y ancTpakTuMma H3
o0JjacTh HacTaBe €HIJIECKOT je3uKa, JIOK je CyXKeme aujanora 6jaro
3acTyJbeHHUje y 00JacCTH EHIJIECKOT je3MKa 3a MoceOHe HaMeHe, MpH
YeMy Cy CTaTUCTUYKH 3Ha4yajHE pasiiuKe 3a0eNIeKeHe camo y TPH O]l
YKYIIHO JIeBET cTpareruja. VcrpakuBame TONPUHOCH pa3yMeBamby
MHTEpIIepcoHaIHe (QYHKIM]jE je3uKa y aKaJleMCKOM JTUCKYpCy U MMa
NpPaKTUYHY TPUMEHY Y OKBHPY HAacTaBe aKaJeMCKOI THcamba,
HApOYHUTO Y JUCHUIUIMHAMA KOj€ CY TPEJMET OBOT UCTPAKUBAbA.
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pecypcH aHrakoBamba, TeOpHrja BPeAHOBabA, aKaJIEMCKHU THCKYPC,
arCTPaKTH HAYYHO-UCTPAKMBAYKUX PaJI0Ba, HACTABA CHIVIECKOT
jesuka (ELT), enriecku je3uk 3a noceOne Hamene (ESP), ananuza
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1. INTRODUCTION

1.1 Discourse of Science
1.1.1 Scientific Writing and English as a Language of Science

The realistic model of scientific writing advocates the idea that scientific texts
represent the channel which allows scientists to communicate independently existing truths
describing what the natural and human worlds are actually like. Therefore, academic
discourse is observed as objective, impersonal and informational (Hyland & Salager-Meyer,
2008; Hyland & Tse, 2005). The continuous study of academic discourse has advanced the
understanding that scientific writing is not only a means of conveying research results, but
also the attempt of academic writers to embed their writing into a particular social and
professional domain. A scientific text is an outcome of interactions between academics who
signal their allegiances by negotiating the status of their claims and balancing facts with
evaluation. It is the author’s linguistic and rhetorical identity in the text which facilitates
communication and builds a relationship with the audience. In view of this, the realistic
perspective of scientific writing is gradually being replaced by the belief that knowledge is
not a privileged representation of reality, but the agreement of academic communities
(Hyland, 2004; Hyland & Salager-Meyer, 2008; Sultan, 2011). The manner of conveying
scientific information has become as relevant as the information itself.

Patterns of communicating scientific information can largely differ depending on the
discipline. Foremost, there are widely acknowledged differences between hard and soft
sciences, despite the idea that a clear-cut division based on the type of knowledge runs the
risk of reductionism (Hyland, 2004). In order to avoid rigid categorization, Hyland (2004)
perceives the hard-soft scheme as a continuum rather than a unidimensional scale. In that
sense, the hard end of the continuum is concerned with simplifications, quantities and
universals, whereas the soft end deals with quality, particulars and complications (Xiaoyu,
2017). Consequently, scientific writing in hard disciplines downplays the role of the author
because the research relies on numbers or formulae. Soft disciplines, on the other hand, rely
on understanding/interpreting and authors have to work harder to establish personal
credibility (Hyland, 2004; Xiaoyu, 2017).

In both hard and soft disciplines, the English language has certainly become the
language of scientific research owing to the increasing trend of globalization. International
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publications in English have introduced the Anglo-American academic writing style as the
standard for current academic communication. Therefore, academic writing for an
international readership shall include the norms and conventions applied in the international
academic community. Using English in academic research brings with it a number of
benefits, such as a rapid dissemination of knowledge. In that sense, when non-native English-
speaking scholars continue to publish in their first language, their publication is likely to be
less significant (Flowerdew, 1999; Blagojevi¢, 2015; Xiaoyu, 2017). For that reason, writing
in English and accepting Anglo-American writing conventions results in a better acceptance
and evaluation of a scientific publication by the international audience. The first step in
producing an acceptable piece of scientific writing in English is recognizing the academic
conventions of the language. As Blagojevi¢ (2015) states, English writing style cherishes ‘the
reader-friendly discourse’, which means that the author aids the reader through the text by
stating the ideas explicitly. Furthermore, a well-formulated text is devoid of repetitions and
digressions, the aim of the text is stated at the very beginning, only relevant facts are
included, and it is demarcated by a clear structure and organization.

Bearing in mind the complexity of scientific texts, the analysis of academic discourse
can be diverse and layered, in linguistic and sociolinguistic terms. The language of science
has been explored by researchers mainly from the following four perspectives:

1) applied linguistics, focusing on the informational, rhetorical, cross-linguistic, and stylistic
organization of written texts;

2) information studies, dealing with the role of texts in the classification, manipulation,
retrieval, and dissemination of information;

3) historical linguistics, investigating the rhetorical evolution of the research article; and

4) sociological studies, exploring the interactions between scientists for evidence of the

processes which maintain social order (Hyland & Salager-Meyer, 2008).

1.1.2 Academic Discourse

According to Hyland (2011), the academy cannot be separated from its discourse
since no new discovery gains any significance until it is made available to others through
publication. In this regard, using language and the way of thinking in the academy can be
defined as academic discourse (Hyland, 2011). Academic discourse, scientific discourse and
discourse of science are the terms used synonymously to describe the written and oral

language of academia. Hyland (2009) emphasizes the importance of both modes because
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knowledge is communicated through publications and through interactive encounters such as
seminars, supervision and dissertation defenses. The discourse of science is characterized by
technical terms, as well as by lexicogrammar, all of which enable academic authors to create
organized knowledge (Halliday & Martin, 1993).

Apart from constructing knowledge itself, academic discourse constructs social roles
and relationships between academics, students and their beliefs. Consequently, they form
social realities where individuals collaborate and define academic allegiances (Hyland 2004;
2011). Additionally, there were several major developments in the late 20™ century which led
to the emerging interest in academic discourse. They included greater interest given to the
importance of writing and a growing number of students in higher education, increased
attention given to teaching and learning, the development of theoretical perspectives which
emphasize the centrality of academic discourses in the construction of knowledge and the

growth of English as the international language of science (Hyland 2009; 2011).

1.1.3 Metadiscourse

According to Hyland (1998), metadiscourse refers to those aspects of the text which
are related to the organization of the discourse or the writer’s stance towards the content or
the putative reader. It integrates the idea of language as a dynamic system whereby
communication is not just the exchange of information but also the representation of
personalities, assumptions and attitudes of those who are involved in communication
(Hyland, 2005). More precisely, metadiscourse can be described as the author’s linguistic and
rhetorical manifestation in the text that relates it to its context. Discussing metadiscourse
either as a syntactic or functional category, most linguists have adopted the functional
approach, which investigates “how language works to achieve certain communicative
purposes for users” (Hyland, 2005, p. 24). In that sense, it combines the textual function,
which enables the author to organize what is said, with the interpersonal function, which
incorporates the author’s feelings, attitudes and interaction with readers. However, it is an
open category with no specific linguistic criteria for its identification since metadiscoursal
items can vary from affixes to whole clauses (Markkanen et al., 1993; Hyland & Tse, 2004).
Hyland and Tse (2004) propose the following three key principles of metadiscourse in
academic writing:

1) Metadiscourse is distinct from propositional aspects of discourse;

16



2) The term ‘metadiscourse’ refers to those aspects of the text that embody writer-reader
interactions; and

3) Metadiscourse distinguishes relations which are external to the text from those that are
internal.

The first principle is built on the idea that a proposition refers to the information about
external reality while metadiscourse signals the presence of the author in the discourse and
helps the reader or listener to evaluate the information provided. Accordingly, metadiscourse
does not add propositional information but supports propositional content by making it
coherent, intelligible and persuasive. The second principle adopts the approach that the writer
is aware of the self as well as of the reader when writing, which means that the writer takes
into consideration the reader’s experience with texts, their knowledge in general and their
processing needs. Finally, the third principle concerns the external-internal opposition. In that
sense, internal relations are related to the organization of the text itself and they are
characterized as rhetorical. External relations, on the other hand, are oriented to the world
outside the text. In other words, this distinction relates to the role of linguistic items with
regard to the proposition itself or the reality denoted by the proposition (Martin, 1992;
Hyland & Tse, 2004; Hyland, 2005). In academic texts, which are concerned with
knowledge-making, metadiscourse addresses the construction of the authorial self where
authors convince their academic audience of the reliability of their arguments by making
linguistic choices, which is referred to as ‘persuasion’. Through the process of ratification
and peer review, authors shall gain social justification which “transforms beliefs into

knowledge” (Hyland, 2005, p. 90).

1.1.4 Discourse Community

Due to the fact that academics work within particular groups at a particular time and
place, it is essential to consider the notion of academic community, which is central to our
understanding of science and scientific writing (Hyland, 2004; 2008). Academic community
is a discourse community in academy. A discourse community maintains and extends the
group’s knowledge, which operates on the level of conventions defined by communities
(Herzberg, 1986, as cited in Swales, 1990). Swales (1990) proposes the following six criteria
for identifying a group of individuals as a discourse community:

1) A discourse community has a broadly agreed set of common public goals. Such goals

may be formally written in a document or can be implied, abstract even. Sometimes, the lack
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of the broad level of agreement can result in a communication breakdown, which leads to the
split in a discourse community.
2) A discourse community has mechanisms of intercommunication among its members.
Those mechanisms can be meetings, telecommunications, correspondence, newsletters,
conversations, etc. Members of a discourse community receive and respond to the same kind
of message for the same purpose.
3) A discourse community uses its participatory mechanisms primarily to provide
information and feedback. Swales (1990) illustrates this criterion by the membership in the
Acoustical Society of America. If individuals formally belong to the society but never
participate in its communications, they cannot be considered members of the discourse
community.
4) A discourse community utilizes and hence possesses one or more genres in the
communicative furtherance of its aims. Various discoursal expectations of a discourse
community are created by the genres that articulate its operation. In this sense, genres refer to
“how things get done, when language is used to accomplish them” (Martin, 1985, as cited in
Swales 1990, p. 472).
5) In addition to owning genres, a discourse community has adopted specific lexis. This
refers to lexical items known to the wider speech communities, highly technical terminology
and community-specific abbreviations and acronyms.
6) A discourse community has a threshold level of members with a suitable degree of
relevant content and discoursal expertise. Both novices and experts can belong to a discourse
community and its survival depends on their reasonable ratio.

Swales (1990) attempts to differentiate discourse community from speech community.
The author claims that discourse community is characterized by a group of people who
pursue common objectives, which makes their linguistic behavior functional. On the other
hand, members of a speech community share linguistic forms, regulative rules and cultural
concepts. The second difference pertains to the medium. Writing, rather than speech, is the
medium which a member of a discourse community is likely to use in order to communicate
with other members in distant places and react and respond to writings from the past. Lastly,
members of a speech community acquire their place by birth, accident or adoption, while
members of a discourse community are recruited by persuasion, training or relevant

qualification (Swales, 1990).
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1.1.5 Genre

The term we will explain in this section is genre. Definitions provided by English
language dictionaries associate it with the context of art, literary compositions in particular.
The Cambridge Dictionary (Cambridge University Press, 2023), for example, defines genre
“as a style, especially in arts, that involves a particular set of characteristics”. Similarly, the
Oxford Advanced Learner's Dictionary (Oxford University Press, 2023) describes it “as a
particular type or style of literature, art, film or music that you can recognize because of its
special features”. The Collins Dictionary (HarperCollins Publishers, 2023) provides a similar
definition, stating that “a genre is a particular type of literature, painting, music, film, or other
art form which people consider as a class because it has special characteristics”.

In linguistics, however, genre is a distinctive category of spoken or written discourse,
with or without literary aspirations (Swales, 1990). Hyland (2022, p. 208) offers a more
general explanation which describes genres as “abstract, socially recognized ways of using
language that we use to respond to repeated situations”. A general linguistic agreement on the
nature of genre links it with the social context of its use as well as to the features which relate
it to a text. Nevertheless, analyses differ in emphasizing either context or text (Hyland,
2002a). There are two positionings relevant to this dissertation. One is found in the Systemic
Functional Linguistics (SFL) approach, which is generally concerned with the interrelation
between the organization of language and its use. Essentially, it studies “both language and
social context as semiotic systems in a relationship of realization with one another” (Martin,
1997, p.4). Martin (1997) adds that social context consists of the levels of register and genre.
Genre, in this sense, focuses on the stages through which texts unfold, including lexical and
grammatical patterns (Martin, 1997; Hyland, 2002a). The other positioning is found in
English for Specific Purposes (ESP). In ESP, genre refers to the type of communicative event
characterized by a shared set of communicative purposes. It takes interest not only in the
influence of purpose but also in the role that a text has in the community within which it has
been created (Swales, 1990; Hyland, 2002a; Laki¢, 2010). Hyland (2002a) holds that the ESP
approach fundamentally represents the application of SFL, where the unity of the two
approaches yields useful information about text construction and its rhetorical context.
Therefore, genre refers to conventional and socially recognized ways of using language in a
rhetorically effective manner.

Bhatia (2004) summarizes seemingly different genre theories and provides six

essential features of genre, as follows:
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1) Genres are identified as communicative events understood by the members of a
particular academic or professional community in which they appear. They are characterized
by their communicative purposes.
2) Genres are distinguished by their conventional structure, in terms of their form and
lexicogrammatical resources employed.
3) The knowledge and understanding of a particular genre are shared among the
established members of a particular academic or professional community, rather than novice
members and laymen.
4) Established members of an academic or professional community exploit genres to
express not only their individual, but also organizational and socially recognized
communicative goals.
5) Genres reflect disciplinary and organizational cultures.

Each genre has its own integrity, which refers to textual, discursive and contextual

factors.

1.2 The Genre of Research Articles

In academia, genres have received increasing attention as a rich source of information
about the social practices of academic authors. Written academic genres include article
abstracts, scientific letters, acknowledgments, theses, book reviews, conference abstracts,
research articles, student essays, textbooks etc. (Hyland & Salager-Meyer, 2008). Since the
publication of the first journals in 1665, research, scientific, or scholarly articles have been
the primary means of communication in science (Gastel & Day, 2016) or “the primary genre
of the academy” (Hyland 2005, p. 90).

Research articles are an academic genre developed from the informative letters that
scientists wrote to each other (Swales, 1990; Hyland & Salager-Meyer, 2008). From a
historical perspective, the first research articles gained credibility by qualitative experience
rather than quantitative research results. Evidence was collected based on the five senses and
the agreement between gentlemen. The occurrence of the first journals, such as The
Philosophical Transactions, provided space for scientific discussions, which led to the
transformation of informative letters to actual research articles as we know them today. The
rhetoric of research articles has been changing over time due to an evolving discourse
situation. This resulted in a higher standard of proof, increased cognitive complexity, greater

consistency and an increase in the number of articles (Hyland & Salager-Meyer, 2008).
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Hyland and Salager-Meyer (2008) define ‘research article’ as rhetorically
sophisticated and as displaying a careful balance of facts and social interaction. Furthermore,
Hyland (2004, p. 12) describes it as “a knowledge-creating genre”, which includes
establishing the novelty of one’s position; making a suitable level of claim; acknowledging
prior work and situating claims in a disciplinary context; offering warrants for one’s view
based on community-specific arguments and procedures; and demonstrating an appropriate
disciplinary ethos and willingness to negotiate with peers.

Scientific journals have mostly employed a standard format called IMRaD
(Introduction — Method — Results — and — Discussion) ever since it was adopted by the
American National Standards Institute (ANSI) in 1972. Authors often modify this structure
by combining Results and Discussion into one section and adding Conclusion (Nair & Nair,
2014). In actual research article abstracts, the IMRaD structure can be clearly observed. For
example, Al-Issa and Engin (2017) begin by stating the research context and gap: There is a
growing body of literature about the qualities of professional teacher educators (TES)...
However, English Language Teaching (ELT) research has fallen behind in this regard...
(Introduction) and then explain the approach: A form comprising a set of closed and open
ended questions was distributed to 63 participants representing 23 countries... (Method).
Daghigh and Rahim (2021) report findings: It is found that the neoliberal values
demonstrated in imported textbooks outweigh those in locally published ones... (Result) and
conclude with: This necessitates a critical reading of imported ELT textbooks by local
educational authorities before they are prescribed for use... (Discussion). If it is assumed
that the content of an article is easier to follow when it is divided into sections, it follows that
the authors who utilize the IMRaD format show more concern for their readers and guide
them through the text. Such practice is typical of the Anglo-American writing tradition and
described as reader-friendly (Blagojevi¢, 2015).

Apart from the writing tradition and required standards, Jiang and Hyland (2020)
advocate that rhetorical understanding, the knowledge in the discipline and the expression of
the authorial self are more relevant than technical issues. In light of this, Hyland (2005) pays
significant attention to the metadiscoursal aspect of research articles. The role of
metadiscourse is to indicate relationships between ideas in a research article and organize
them in a plausible way for the potential audience. Hence, metadiscourse represents the
writer’s evaluation of the readers’ needs, rhetorical expectations and background knowledge.
Such an evaluation and the anticipation of the readers’ reaction can potentially lead to making

appropriate metadiscoursal choices (Hyland, 2005). Hyland’s (1998, 2004, 2005) studies on
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metadiscoursal devices in research articles in both hard and soft disciplines showed a
significant use of transitions (e.g. but, because, so, etc.) and hedges (e.g. should be, possibly,
might, etc.). The use of transitions explains the importance of guiding the reader through the
text by indicating its organization whereas hedges point to “an explicitly acknowledged

degree of subjectivity”, where space for alternative positions is made.

1.2.1 The Part-Genre of Research Article Abstracts

Presently, abstracts represent a starting point of any professional reading and provide
its brief synopsis (Hyland, 2004; Salager-Meyer, 1990). Even though abstracts appear in
conference papers, research articles, dissertations, research grant proposals etc., in this
dissertation we will use the term to refer to research article abstracts.

Abstracts were introduced as a common feature of research articles only after the
1960s. Their relevance grew with the increase in the number of research articles published
annually and their online availability, which motivated scientists to choose wisely what was
worth reading (Holtz, 2011). Abstract represents a concise version of the whole article,
providing the reader with an exact knowledge of the topic to be discussed (Salager-Meyer,
1990; Hyland & Tse, 2005). Salager-Meyer (1990) defines abstracts as a pre-reading phase
which serves to arouse interest in the topic, prepares the reader for the text by introducing
some key words and concepts, presents the article’s macropropositions and helps readers
understand the author’s purpose and the text structure. According to Swales and Feak (2009),
abstracts are mini-texts which provide a short summary of the topic, methods and findings of
a research article. So, they work as screening devices, which help readers decide whether to
read the whole article or not (Swales & Feak, 2009). Many authors give accent to the
summarizing function of an abstract, arguing that it should not deliver the exact knowledge of
the associated text but represent its content (Hyland, 2004).

Based on their function, content and structure, there are two types of abstracts —
indicative and informative. Indicative abstracts describe the purpose, scope and methodology,
but there is no information on the results and conclusion. Their purpose is to help readers
understand the general nature of the text. Informative abstracts, on the other hand, include the
key results and conclusions and summarize the full paper (Lores, 2004; Martin-Martin,
2005). A well-written abstract helps a manuscript take a step towards external review
(Salager-Meyer, 1990). Therefore, authors should follow the instructions for authors in each

journal, which provide information on formal features of abstracts, such as their length, and
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stylistic aspects. Since those pieces of information can often be imprecise, authors are
advised to read abstracts of papers already published in previous volumes of that journal.
Above all, abstracts should be informative and attract reviewer’s attention (Martin-Martin,
2005; Arsenijevic, 2012; Salager-Meyer, 1990).

The research into lexicogrammatical features of abstracts, which has been primarily

descriptive, aims at gaining insight into their linguistic properties (Holtz, 2011). For example,
the use of tenses indicates the difference between generalizability of information; comments
on prior research and lexical choices may reveal author’s hedging in order to avoid the
reader’s rejection. There are even bolder considerations according to which the past tense,
passives, third person and avoidance of negatives, abbreviations and subordinate clauses are
common features of abstracts. Other studies suggest that abstracts contain complex
nominalizations, extensive noun compounding, and impersonality (Hyland, 2004; Holtz
2011). Such studies are primarily based on different disciplines and cultures, thus revealing
disciplinary and cultural variations in linguistic features (Suntara & Chokthawikit, 2018).
It was only in the 1990s that we witnessed genre-analytic approaches to the study of
abstracts. Following the definition of academic genres, some authors consider that research
article abstracts are a part-genre, as well as other sections of a research article, such as
introduction, methods etc. (Swales, 1990; Swales & Feak, 2009). Others, on the other hand,
believe that abstracts are a genre on their own, like scientific letters, theses, book reviews etc.
(Hyland & Salager-Meyer, 2008). In this study, we will adopt the former definition and
consider abstracts a constituent part of research articles following the hierarchy in which the
abstract, as a part-genre, serves a specific purpose within the broader category of research
articles. This choice is grounded in the view that abstracts are functionally and structurally
dependent on the full article - they summarize its content, mirror its rhetorical structure, and
serve as a gateway to it. Treating abstracts as part-genres allows for a more precise analysis
of how they align with and reflect the communicative purposes of full-length research
articles, especially when examining their rhetorical organization and interaction with the
IMRaD structure.

1.3 The Research Topic

The position taken in this dissertation is that academic discourse can be construed as
the author’s stance on a topic discussed, issue or field, including prior knowledge and the

intended audience. According to Fryer (2019, p. 1), this perspective is “an integral part of the
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social practice of communicating research”. It proposes the idea that there is a dimension of
language use which incorporates the viewpoint that discourse is a dialogue.

The study is based on the analysis of research article abstracts in order to determine
lexicogrammatical resources which authors have employed to express their evaluative stance.
The investigation into lexicogrammatical resources will reveal how the construction of new
knowledge is managed by academic writers via social interaction with the academic
community.

The theoretical foundations for our analysis are provided by Systemic Functional
Linguistics (SFL), which views language as a meaning-making system (Halliday & Martin,
1993). More precisely, the theoretical basis for this study is Appraisal Theory within SFL,
established by Martin and White (2005). Appraisal analysis focuses on the meaning in a text
and the reading positions which have different potentials (Martin & White, 2005). According
to Martin and White (2005), Appraisal unfolds in three domains: Attitude, Graduation and
Engagement. Further explanation of Appraisal Theory will be provided in Chapter 2.

Our specific concern in this dissertation is the domain of Engagement. In academic
discourse, a text interacts with other knowers, prior knowledge and the construction of new
knowledge. According to Hyland (2006a), Engagement features allow writers to draw the
attention of their readers, engage them in the argument, recognize their uncertainties, include
them as discourse participants and guide them to interpretations. Therefore, authors position
themselves in relation to the academic community and knowledge itself, thus participating in
academic conversation, where every utterance enters into dialogue (Fryer, 2019). The basic
choice authors are faced with is making or avoiding references to other viewpoints in the
discourse (Bakhtin, 1986; Fryer, 2019). The former is known as the multi-voiced construction
of knowledge where writers navigate among other voices in the text. The latter is a single-
voiced and uncontested reproduction of knowledge (Hood, 2004). When alternative voices
are acknowledged, academics employ Engagement resources to allow for or dismiss them. In
view of this, Engagement comprises rhetorical strategies by which the author’s positioning is
achieved linguistically (Martin & White, 2005).

In this dissertation, we explore the dialogic space occupied by writers and readers in
research article abstracts in the fields of English Language Teaching (ELT) and English for
Specific Purposes (ESP). The study is carried out on a sample of research article abstracts in
the abovementioned disciplines which were collected from several scientific journals, listed

in the sections ELT Resources and ESP Resources. This particular part-genre summarizes the
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knowledge presented in a research article as a whole, which makes it suitable for analyzing
knowledge construction in academic discourse.

The study is conducted by identifying and analyzing Engagement resources both
statistically and qualitatively in order to obtain a systematic overview of the linguistic
features in question. A clear description and explanation of such resources will enable a more
profound understanding of evaluative stance in scientific writing. In this sense, evaluative
stance is understood as dynamic positioning in the text rather than a fixed author’s viewpoint

(Hood, 2004).

1.4 Aim and Research Questions

The aim of this dissertation is to gain insight into linguistic strategies which academic
authors employ in research article abstracts to construct an evaluative stance towards the
research topic, the results obtained, the literature available, etc. In that sense, the dissertation
attempts to explicate the interpersonal metafunction of language in the domain of academic
text, which is realized by Engagement resources. More precisely, our focus is on the
linguistic analysis of abstracts in order to explain lexicogrammatical patterns in this type of
discourse. In the matter of building interpersonal relations, we focus further on revealing how
“academic knowledge is socially constructed in and through discourse, in dialogue with other
knowledge and other knowers” (Hood, 2004, p. 2). The ongoing academic communication
which occurs in discourse is socially situated in a particular academic community, which
reinforces the significance of language strategies used to build such communication. The
interpretations provided in the study will try to make interpersonal strategies in the text more
transparent to the putative readers and indicate how knowledge construction is achieved in
academic discourse through dialogue. We will also address authorial steering among other
voices in the text and their positioning in relation to a topic, field, prior knowledge and their
readers.

Based on the general objective of the dissertation, we propose the following specific
research questions:

Q) How do Engagement resources help the author structure a research article abstract?
(2)  What is the role of Engagement resources in research article abstracts and how are
they integrated into the text?

3 How do Engagement resources affect the writer-reader relationship in academic

discourse?
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4) Do authors typically open up the possibility of dialogic alternatives or do they exclude
the dialogic space for alternative opinions in academic texts?

5) Which linguistic resources do authors employ to express their position in each
subtype of Engagement?

(6) Does the representation of Engagement resources differ in the two disciplines that
constitute the research sample?

(7) How are Engagement resources distributed across moves? Does dialogic contraction

or expansion depend on the move?

This research will attempt to contribute to the existing body of knowledge on
Engagement resources in academic discourse, research article abstracts in particular, so as to
expand the current understanding of evaluative strategies within Appraisal Theory. Likewise,
it aims to contribute to the development of English for Academic Purposes (EAP) pedagogies
and practices by shedding light on the diverse rhetorical effects which Engagement resources
may have. It will enable novice writers to expand their collection of terms, expressions and
structures for stating their position in the text with regard to the intention of either opening up
or limiting the dialogic space for alternative positions and propositions. Although the
dissertation itself does not have a pedagogical focus, some of the results could be applied to
academic literacy courses, which will be discussed in the section on the implications of this
research. We will connect the implications with the so-called Genre pedagogy from SFL.
Finally, we aspire to highlight the application of the nature of discourse to knowledge
construction in academic texts, which requires a more informed understanding of the

linguistic features of the text itself.

1.5 Quitline of the Dissertation

This dissertation is structured into eleven chapters. Chapter 1 introduces the study by
outlining its aims, research questions, and the key premises underpinning the investigation.
Chapter 2 establishes the theoretical framework, with a particular focus on Appraisal Theory.
Chapter 3 provides an in-depth discussion of Appraisal Theory, concentrating on the
Engagement system, which serves as the analytical foundation of this research. Chapter 4
describes the research sample and offers a rationale for its selection. Chapter 5 details the
methodological approach adopted, including data collection and analysis procedures. Chapter

6 presents the findings of the pilot study, which informed the refinement of the main study
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design. Chapters 7, 8, and 9 are devoted to the presentation and analysis of the main study
results. Chapter 10 summarizes the major findings and provides a discussion in relation to the
research questions. Chapter 11 concludes the dissertation by providing key insights, outlining

the implications of the findings, and proposing directions for future research.
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2. THE THEORETICAL FRAMEWORK

As stated in the Introduction, the dissertation addresses the interpersonal dimension of
research article abstracts. In this regard, it is important to acknowledge that the interpersonal
work of academic writers goes beyond the representation of their own identity as they are
required to identify the presence of their readers or engage with them in academic texts. Such
an analysis, as any other linguistic analysis, implies a theory that explicates how language
works (Martin & Rose, 2007). The dimension of interpersonal academic writing discussed
here is described within the broad field of Systemic Functional Linguistics (SFL). Therefore,
this chapter contains basic postulates of SFL, which provide the framework for the theoretical
model in the dissertation. This is followed by the description of the theoretical model itself,
namely Appraisal Theory. Subsequent sections comprise the explication of Attitude,
Engagement and Graduation, as key theoretical constructs of Appraisal, as well as their
detailed taxonomies. The final section is dedicated to the studies undertaken to explore
Appraisal Theory in academic discourse, explaining and illustrating how this theory can be
applied in the analysis of scientific writing.

2.1 Systemic Functional Linguistics

According to Martin and Rose (2007), SFL incorporates two perspectives on
discourse. The first one is known as the strata of language, involving grammar, discourse and
social context. The second perspective comprises three general functions of language in
social contexts, known as ‘metafunctions’, which involve enacting relationships, representing
experience and organizing discourse as meaningful text. Hence, this theory resides between
the work of grammarians and social theorists. It employs tools to identify the role of
wordings in texts and explain why they produce some particular meaning (Martin & Rose,
2007).

Systemic-functional approach to language was developed by M.A.K. Halliday’s work
in the1960s. Through his work and the work of his associates, SFL has been recognized as a
useful descriptive and interpretative tool for analyzing language as a meaning-making
resource (Eggins, 2004). According to Halliday and Martin (1993), SFL is not concerned
with the description of language as a system of rules but with speakers’ meaning potential.
Furthermore, SFL is oriented to texts rather than sentences, where grammar is treated as the

realization of discourse. One of Halliday’s major contributions to linguistics is a thorough
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development of functional English grammar, concerned with explaining how grammar makes
meaning in written and spoken text, but also a semantic component of a grammar in text
generation (Halliday & Matthiessen, 2004). Namely, Halliday and Matthiessen (1999)
explain that a systemic grammar belongs to functional grammars, which means that it is
semantically oriented. A characteristic of the systemic theory is its comprehensiveness. It is
concerned with language in its entirety where one of its aspects is understood with the
reference to the total picture. The total picture encompasses solidarity relations between texts
and social contexts, including the social practices they realize. Contrary to formal grammar,
which is semantically arbitrary, a systemic grammar is semantically natural. Finally, SFL
observes language as a meaning-making system rather than a meaning-expressive one, which
means that it is a system for construing meaning and not “a conduit through which thoughts
and feelings are poured” (Halliday & Martin, 1993, p. 23).

The following sections describe the basic tenets of SFL theory relevant to this

dissertation.

2.1.1 Architecture of Language

The fundamental theoretical concept of SFL is based on the architecture of language
whose basic dimensions are axis, stratification, instantiation, metafunction and rank (Halliday
& Matthiessen, 2004) (Table 1). These dimensions together build linguistic

comprehensiveness and enable the study of language in context.

Table 1
Dimensions of language in context (adapted from Halliday and Matthiessen (2004) and Fryer
(2019))

Dimension Orders

Axis paradigmatic — syntagmatic

Stratification semantics - lexicogrammar -
phonology/graphology

Instantiation instance — sub-potential or instance type -
potential

Metafunction ideational (logical, experiential) — textual —
interpersonal

Rank clause — phrase/group — word — morpheme
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(lexicogrammar)

In view of the SFL framework, language is considered polysystemic, i.e. a system of
complementary systems (Fryer, 2019). This approach takes into consideration the relationship
between system and structure. Axis relates system and structure through the paradigmatic and
syntagmatic axial realization (Halliday & Matthiessen, 2004; Halliday, 2009; Fryer, 2019).
According to Halliday (2009), paradigmatic axis refers to systems related in delicacy whereas
syntagmatic axis relates structures in ranks. In other words, paradigmatic relations distinguish
between choices within a system while syntagmatic relations pertain to the chain or structure
derived from selections within that system. In axial realization, paradigmatic relations are
achieved through syntagmatic ones (Fryer, 2019).

These authors build their systemic theory upon three interrelated levels of language —
semantics, grammar and phonology/graphology. The relationship between these levels is
represented as concentric circles where grammar appears in the environment of semantics and
provides the environment for phonology. The ordering of these levels is known as
stratification. The three strata are differentiated according to order of abstraction and related
by means of realization. It follows that semantics, or the system of meaning, is realized by
lexicogrammar, which comprises grammatical structures and lexical items, also known as
‘wording’. In SFL, the term “grammar” stands for “lexicogrammar”. Halliday and
Matthiessen (1999; 2004) adopt a functional approach to extend the domain of grammar in
the direction of semantics. More precisely, lexicogrammatical resources contribute to the
level of semantics by 1) marking cohesion and 2) creating logogenetic patterns. The
accumulation of logogenetic patterns and resources of cohesion develops the structures in a
text, which are the structures of meaning rather than wording. Firstly, the system of cohesion
refers to textual resources that have the ability to transcend grammatical units and indicate
semantic relationships in the unfolding text. Secondly, logogenetic patterning is based on
instantiation, which leads us to the third dimension of the architecture of language.

Instantiation is the relationship between an instance and a generalized instance type. It
is a shift from a single instance to a pattern of instances as the text unfolds, which may result
in a generalized system characteristic of a certain type of text or register (Halliday &
Matthiessen, 1999; 2004). Matthiessen, Lam and Teruya (2010) clarify that the instance is
observed as one pole of the instantiation cline, the other being the potential. The instance pole
of the cline is the place where the potential is instantiated. The authors emphasize the

importance of instantiation regarding scientific engagement with language. To be precise,
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systemic-functional linguists study language as a phenomenon by observing, sampling and
analyzing instances at the instance pole of the cline of instantiation, which are texts. Based on
the analysis of instances, they can progress towards the potential pole and make
generalizations about sets of texts or text types.

The fourth dimension we shall describe refers to metafunctions. Halliday and
Matthiessen (1999; 2004) explain that the semantic “environment” of grammar consists of
three parts: 1) a knowledge base, which is the experiential domain where grammar operates;
2) a text planner, referring to the appropriate rhetorical structure of the discourse; and 3)
features of the writer-audience relationship. These three constituents correspond to the three
metafunctions of SFL, one of which represents a research framework of this dissertation.
Namely, the content plane of a natural language extends over ideational, textural and
interpersonal modes of meaning, which are referred to as metafunctions.

According to Marin and Rose (2007), these three metafunctions are intertwined with
each other as the discourse unfolds, and we can observe any piece of discourse from any of
these perspectives. The ideational metafunction is related to construing human experience, to
which certain lexicogrammatical resources are dedicated. It names things, construes them
into categories and construes categories into taxonomies. For example, houses, cottages,
garages and sheds all belong to the category of buildings. Also, it involves the interpretation
of the world around us, but also inside us, such as emotions and thoughts. The ideational
metafunction can be experiential and logical. The experiential component refers to the
representation of processes themselves, whereas logical relates one process to another. The
mode of meaning which relates to the construction of text is textual metafunction. Textual
metafunction does not originate in an extrinsic context, but is intrinsic to language itself. It
refers to systemic resources of language required for the creation of discourse. Also, it
enables each instance of text to make contact with the context of situation as well as other
instances of text (Halliday & Matthiessen, 1999). Finally, interpersonal metafunction refers to
enacting social relations, both those that define society and those related to the immediate
dialogic situation. Eggins (2004) adds that interpersonal metafunction involves the
component of purpose, by which any use of language is motivated.

Finally, rank is the fifth dimension that builds up the architecture of language. It is a
compositional aspect of language where compositional layers, or constituents, are organized
hierarchically (Halliday & Matthiessen, 2004; Matthiessen, Lam & Teruya, 2010; Fryer,
2019). Namely, units of the higher rank are composed of the units of the rank below. In other

words, larger units are composed of smaller units. Such a hierarchy of units is called a rank
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scale, where each step in the hierarchy represents a rank. Halliday and Matthiessen (2004)
identify four rank scales with their own compositional hierarchy in English. The rank scale of
phonology consists of tone group, foot/rhyme group, syllable/hemisyllable and phoneme.
Secondly, on the rank scale of graphology there are sentence, sub-sentence, word and letter.
Next, there is rhythm, which involves stanza, line, foot/metric and syllable. The fourth rank

scale is lexicogrammar, incorporating clause, phrase/group, word and morpheme (Table 2).

Table 2
Rank scales in English (adapted from Halliday and Matthiessen (2004))
Rank scale Compositional hierarchy of ranks
Phonology (sound) tone group - foot/rhyme group - syllable/hemisyllable—
phoneme
Graphology (writing) sentence - sub-sentence - word - letter

Rhythm (spoken verse) stanza — line - foot/metric - syllable

Lexicogrammar clause - phrase/group - word - morpheme

According to Matthiessen, Lam and Teruya (2010), the function of one rank is
realized by the rank below. For instance, in lexicogrammar, clauses are realized by phrases,
phrases by words and words by morphemes. This applies to other rank scales as well.

Finally, in an attempt to position the present study in relation to the dimensions of
language in context, we can make the following conclusions:

1) In terms of stratification, the research is focused on analyzing grammatical structures
and lexical items employed to reveal how the authorial voice positions itself in relation to the
putative readers and prior knowledge. Hence, the analysis is situated at the lexicogrammatical
stratum.

2) When the dimension of instantiation is concerned, it is stated above that the study of
language within the scope of SFL starts from an instance, which is a single
lexicogrammatical resource, and progresses towards the other cline of the instantiation pole
in order to make generalizations about a particular text type. In this case, generalizations are
made about abstracts as a genre of interest. Therefore, the study cannot be located at a
particular point of the instantiation pole; its position is rather dynamic.

3) Concerning metafunctions, interpersonal meaning in a text incorporates the

expression of the writer-reader relationship as well as the writer's attitude towards the subject
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matter, which goes beyond the exchange of information. Therefore, the study addresses

interpersonal metafunction.

2.2 Appraisal Theory

Within the field of SFL, Appraisal theory provides an approach to the analysis of
meaning-making resources employed to enact interpersonal metadiscourse. Such linguistic
resources are integrated as the “the language of evaluation” (Martin & White, 2005; White,
2015). According to White (2015, p. 1), this theory groups together different aspects of
evaluation, such as “positive and negative assessments, by which the intensity or directness
of such attitudinal utterances is strengthened or weakened and by which speakers/writers
engage dialogistically with prior speakers or with potential respondents to the current
proposition”.

The analysis of interpersonal metadiscourse, including assessments and attitudes, has
been examined from several different linguistic perspectives, which has developed into some
major approaches to this function of language. Such threads of research involve the concepts
of evidentiality (cf. Chafe, 1986), stance and voice (cf. Hyland &Guinda, 2012), hedging (cf.
Hyland, 1998), Appraisal (cf. Martin & White, 2005), and others. The importance of all of
these approaches lies in constituting self-representation in writing, positioning oneself in the
relation to the community and relevant issue and crafting convincing arguments (Zhang &
Cheung, 2017).

In Appraisal theory, Martin and White (2005) indicate that the theory proposes
interpretations at the level of discourse semantics for three reasons. Firstly, evaluative
language goes beyond grammatical boundaries since it can be realized across a range of
lexical and grammatical categories. Secondly, the interpretation of grammatical metaphors
introduces certain tension between wording and meaning. They claim that this theory
complements interpersonal meaning with two other systems — negotiation and involvement.
Negotiation focuses on the interactive features of discourse, speech function and exchange
structure, whereas involvement targets non-gradable resources for negotiating tenor relations.
Appraisal itself takes into consideration both the epistemological and interpersonal
expressions, thus providing a comprehensive model for construing the value of social
experience (Oteiza, 2017).

The evaluative language described within this theory provides the mechanisms by

which the interpersonal metafunction operates. More precisely, such mechanisms present
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speakers’/writers’ feelings, tastes and opinions categorized by degree and intensity, and also
interpret propositions as more or less warrantable, thus aligning or disaligning them with
value positions in a particular communicative context (White, 2015). Martin and Rose (2007)
foreground the interactive nature of discourse where social relations are negotiated and
things, people’s characters and their feelings are evaluated. Appraisal resources, therefore,
present an integral part of the negotiation of meanings, in both spoken and written texts,
where speakers/writers can construct particular personae for themselves (Martin, 2000).

The contribution of Appraisal theory is its comprehensive approach to studying
evaluation as “options in networks of semantic categories for expressing Attitude, for
manipulating the strength of those values (Graduation) and for introducing and managing
other voices and positions (Engagement)” (Hood 2004, p. 49). Additionally, Hood (2004)
adds that these semantic categories can be expressed through a range of lexicogrammatical
choices with the emphasis on how meanings are construed across such choices rather than the
function of each choice.

The beginnings of Appraisal theory can be traced back to the 1980s and 1990s, when
a group of academics, led by James Martin, attempted to extend the research of interpersonal
meaning in SFL beyond the level of grammar since such a limited approach omitted a more
detailed description of the semantics of evaluation (Hood, 2004; Wei et al., 2015). According
to Hood (2004), the emergence of the theory of Appraisal starts with Martin’s paper
“Macroproposals: Meaning by degree” in 1992. In this paper, Martin (1992) raises the
question of grammatical resources for grading, thus stating that such resources arrange
comment, evaluation and attitude by degree, such as high, median and low values. As Martin
(2014, p. 20) himself states, his linguistic work accords with Halliday’s 1950s dream to
create a socially accountable linguistics which would put language in its social context and, at
the same time, put linguistics in its social context “as a mode of intervention in critical social
practices”. However, for Halliday, evaluative meaning was scattered across various systems —
process types (affective mental processes) at clause rank, attitude in nominal groups,
comment in adverbial groups and connotation for words (Martin, 2014). Also, Halliday’s
SFL made no reference to the interpretation of feelings, estimations and judgments, which
triggered a new approach to interpersonal language within SLF. In this regard, Martin and his
associates shifted their focus from grammar to lexis and developed a systemic lexico-
grammatical framework. Furthermore, they wanted to emphasize the need to move beyond
the clause in the analysis of text structure and create a system that would generalize across

these diverse lexicogrammaticalizations, which brought attention to discourse, and later to
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discourse semantics (Martin, 2014). All things considered, the Appraisal theory provided a
model for referring to semantic resources, including words, phrases and structures to
negotiate emotions, judgments and valuations (Wei et al., 2015; Oteiza, 2017).

The endeavor initiated by Martin was fundamentally established in the Sidney School
of linguistics, which then accelerated the progress in the research of the language of
evaluation (Oteiza, 2017; Martin, 2014). The first research within the Appraisal framework
was concerned with evaluative meanings in English, having in mind that the evaluative
categorization of linguistic resources did not necessarily operate in other languages. The
subsequent research focused on the evaluation in other languages, thus enabling the
comparison between English and some other languages and across languages in general
(White, 2015). The development of the theory considered studies undertaken on various
discourses, such as discourse of science, history, administration, media, literary texts, popular
science, legal discourse, school writing, infant language as well as casual conversations
(Hood, 2004; Hood, 2010; Wet et al., 2015). This proves that Appraisal tools can be an
effective and comprehensive framework for the analysis of interpersonal meaning due to the
systematization that they offer and broad application to various discourses.

The taxonomy elaborated in this theory involves three categories —Attitude,
Engagement and Graduation. Attitude is a framework for mapping feelings more
comprehensively or a system of meanings for expressing feelings (Martin &White, 2005;
Babaii, Reza Atai & Saidi, 2017). Engagement involves the resources of dialogic positioning,
i.e. mechanisms by which speakers/writers adopt different stances towards a particular
attitudinal proposition in the text and those they address. In many aspects, Engagement is
comparable to evidentiality (Martin &White, 2005; White, 2015). Graduation concerns
resources for intensifying and mitigating meanings and adjusting boundaries of semantic
categories, both modulating meaning by degree (Martin & White, 2005; White, 2015).

2.3 Attitude: Affect, Judgment and Appreciation

In traditional terms, Attitude involves the semantic regions known as emotion, ethics
and aesthetics. In Appraisal system, these categories are called Affect, Judgment and
Appreciation, respectively. According to Martin and White (2000; 2003; 2005), Affect is
fundamental to each of these categories as it is an expressive resource we are born with,
whereas the other two have evolved for the purpose of socialization. Namely, Judgment is

Affect recontextualized to control behavior and appreciation is affect recontextualized to
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manage taste. Also, the realization of these categories varies across a range of lexico-
grammatical structures and can be adjusted by degree (Martin, 2000; Martin & White, 2005).
The essence of the attitudinal linguistic resources is their meaning-making potential since
they typically do not have fixed attitudinal meaning. It is rather activated in context (White,
2015).

White (2011) draws attention to the interplay of these categories as all of them are
grounded in feelings. In Affect, emotional reactions are directly indicated as personal mental
responses of humans to some stimulus. However, in Judgment and Appreciation, “these
feelings arc institutionalized in some way and are recast as qualities which inhere in the
evaluated phenomenon itself” (White, 2011, p. 19). For example, ‘I like her’ is the individual
reaction of the speaker/writer thus belonging to the category of Affect. ‘She is naughty’ is a
negative feeling towards a person which is revoked as a proposal about her behavior. Since
this feeling is institutionalized as ethics/morality, this example represents Judgment. Under
Appreciation, there is a feeling institutionalized as aesthetics/value as in ‘This picture is
beautiful” (White, 2011).

Affect groups together the attitudinal meanings presented as emotional reactions
(White, 2015). Those emotional reactions can be either positive or negative. In a text, such
positive or negative assessments belong to the speaker/writer or the third party (White, 2011).
In order to classify Affect, Martin and White (2005) rely on the following points:

1) Feelings can be interpreted as positive or negative by the culture. Here, positive
feelings refer to the enjoyable experience whereas negative feelings refer to the experience
that is better avoided (e.g. “the man was happy” is a positive Affect, “the man is sad” is a
negative Affect)

2) Feelings can be realized as an emotional outburst which includes some paralinguistic
or extralinguistic manifestation or an internalized emotive state or ongoing mental process
(e.g. “the man wept” vs “the man was sad”).

3) Feelings can represent a reaction to some specific emotional trigger or a general
ongoing mood (“her behavior displeased him” vs. “he was sad”).

4) Feelings can be graded on scale of intensity from low to high (“he dislikes her” vs “he
hates her”).

5) Feelings can include intention (rather than reaction) regarding a stimulus which is
irrealis (rather than realis). For example, “he disliked leaving” vs. “he feared leaving”.

6) The classification of Affects involves four subclasses: (dis)inclination, (un)happiness,

(in)security and (dis)satisfaction. (Un)happiness involves the affairs of the heart, such as
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sadness, hate, love; (in)security covers emotions related to ecosocial well-being — anxiety,
fear, confidence and trust; and (dis)satisfaction includes emotions concerned with telos (the
pursuit of goals) — ennui, displeasure, curiosity, respect (Martin & White, 2005; Read &
Carroll, 2012; Oteiza, 2017).

Considering the realization of Affect, Martin and White (2005) propose two aspects—
inscribed and invoked. Inscribed affect involves explicit lexicogrammatical realizations in the
text, whereas invoked Affect goes beyond direct wordings and includes meanings that
provoke or invite Affect. Similarly, Bednarek (2008) uses the terms ‘emotion talk’ and
‘emotional talk’, where the former comprises linguistic expressions that denote emotions and
the latter comprises verbal, non-verbal, linguistic and non-linguistic resources that
conventionally signal emotions (Bednarek, 2008; Ariztimuno 2016).

Judgment is the assessment of human behavior or character in the context of ethics,
social acceptability and social norms (White, 2011, 2015). Similar to Affect, Judgment can be
positive or negative, corresponding to positive or negative assessment of human behavior
(Martin, 2000). The taxonomy of Judgments incorporates those dealing with social esteem
and social sanction. Social esteem refers to admiration and criticism, while social sanction
involves praise and condemnation. Judgments of social esteem are further divided into
normality (how special someone is), capacity (how capable someone is) and tenacity (how
resolute someone is). Judgments of social sanction involve veracity (how truthful someone is)
and propriety (how ethical someone is) (Martin & White, 2015; Oteiza, 2017; White, 2011).

Whereas Judgment evaluates human behavior, Appreciation represents the assessment
of ‘things’, including performances and natural phenomena (Martin & White, 2005). As with
Affect and Judgment, it can also be positive or negative. According to Martin and White
(Martin, 2000; Martin & White, 2005), Appreciation is organized around three variables —
reaction, composition and valuation. Reaction refers to the degree to which the text/process
attracts the reader’s attention or the impact it has on them. Composition deals with one’s
perception of proportionality (balance) and detail (complexity) in a text/process. Finally,
valuation addresses one’s assessment of the social significance of a text/process, i.e. how
innovative, authentic and timely they are.

As Martin and White (2005) point out, there is a need to establish social semiotic
principles for classifying lexis into abovementioned attitudinal categories and to establish
clear borders. These principles may emerge from corpus studies, developed argumentation or
both. So far, it has been considered that the canonical grammatical realization of Attitude is

adjectival.
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2.4 Engagement — Monoglossia and Heteroglossia

The system of Engagement is concerned with linguistic mechanisms used by
speakers/writers to adopt a stance towards the attitudinal propositions in a text and their
addressees and thus engage the addressees in the process of evaluation (Martin & White,
understood in truth functional terms but as possibilities for the authorial voice to position
itself towards alternative viewpoints and other voices in a communicative event (Martin &
White, 2005; White, 2015). This intersubjective stance is called dialogic positioning and the
aim of this framework is to recognize and classify the dialogistic effects of the meaning in
context. The abovementioned linguistic mechanisms consist of a variety of lexical and
grammatical forms which achieve a specific rhetorical effect in context. Therefore, they
operate on the level of discourse semantics.

According to Martin and White (2005), Engagement is concerned with whether the
authorial voice is neutral, undecided or stands with or against other speakers/writers and their
value positioning. In other words, authors negotiate their alignment or disalignment with such
positionings referenced by the text. Therefore, they engage with other speakers/writers and
prior utterances in the same sphere, thus creating a community of shared beliefs and values.
As a subcategory of Appraisal, Engagement includes those meanings that establish a dialogic
relationship with prior knowledge, alternative viewpoints and putative readers. As a result,
they construe for the text a heteroglossic backdrop. However, there are those assertions that
are considered intersubjectively neutral, objective and factual. Such formulations attend only
to the issue of truth conditions, not taking into consideration dialogistic functionality. They
are called bare assertions. Such monoglossic or single-voiced propositions are considered
inert as they have no dialogistic alternatives (Martin & White, 2005). According to Bakhtin
(1981), bare assertions are the so-called authoritative or prior discourse whose authority has
been acknowledged in the past. Their semantics is static and they have a single meaning.
Consequently, they do not engage with alternative propositions.

We can deduce that the broad classification of Engagement involves monoglossia
(‘single voice’), in which the utterances do not allow for alternative viewpoints, and
heteroglossia (‘diversity of voices’), by which the voice in the text invokes other voices.
Martin and White (2005) illustrate this classification in the following way:

1) “The banks have been greedy®, is an example of a monoglossic utterance, which

needs no justification nor allows for dialogistic alternatives.
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2) “In my view the banks are greedy”, represents a heteroglossic utterance, which opens
for discussion and alternative viewpoints.

Martin and White (2005) add that the positioning of utterances as either monoglossic
or heteroglossic is complex and affected by a range of factors, such asthe communicative
objectives being pursued by the whole text (whether it narrates, argues, explains or else), the
role of the proposition with the reference to this objectiveand the nature of the proposition
itself.

2.5 Graduation

Graduation, as the third dimension of Appraisal, is concerned with attitude by degree
or “manipulation of degrees of values”. Attitudes can be graded in two ways — by ‘force’ and
‘focus’. Force addresses the degree of intensity whereas focus sharpens or softens the
boundaries of categorical meanings (Hood, 2010). Martin and White (2005) advocate that
Graduation operates over both Attitude and Engagement and the difference in scaling is
based on the nature of the meanings that are scaled.

In force, the assessment of degree covers the domains of quality (e.g. extremely
foolish, slightly sad) and processes (e.g. This slightly disturbed me), which is referred to as
intensification, as well as amounts (e.g. small problem, many miles), which is referred to as
quantification (Martin & White, 2005).

Martin and White (2005) distinguish between two lexicogrammatical classes of
intensification — isolating and infusing. When the up-scaling/down-scaling is realized by an
isolating or individual item whose sole or primary function is to set the level of intensity, we
refer to the isolating mode of intensification (e.g. a bit miserable, somewhat possible,
happieretc.). With infusing, there is no separate lexical item whose sole function is to convey
intensity. Up-scaling/down-scaling is conveyed as just one aspect of the meaning of a
particular lexical form (e.g. this frightened me, the price inched up etc.).

Quantification, which refers to the scaling of amounts, involves both concrete (e.g.
many sharks) and abstract quantities (e.g. many problems). Also, grading in terms of
quantification can be performed with respect to number (e.g. many things), mass or presence
(e.g. a small problem) and extent in time and space (e.g. long-lasting friendship, widespread
hostility). The majority of quantifications are isolating rather than infusing (Martin & White,
2005).
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Focus applies to experiential categories which are clearly bounded by some sufficient
or necessary conditions. It means that they are not scalable in experiential terms and
Graduation functions to reconstrue these categories so that they can be part of scalable clines
of prototypicality. In the example They don’t play real jazz, the experiential category of jazz
music is defined by certain factual properties. Nevertheless, in this example, jazz music is
reconstrued in such a way that it is no longer an either-or category, but a matter of degree
(Martin & White, 2005; Hood, 2010).

Focus enables the sharpening and softening of categorical boundaries, which are
referred to as up-scaling and down-scaling, respectively. Sharpening involves prototypical
examples which are marked by a positive attitudinal assessment (e.g. a real father) whereas
softening is characterized by a marginality flag and a negative assessment (e.g. they sort of
play jazz) (Martin & White, 2005; Hood, 2010; Stoji¢i¢ & Zivkovi¢, 2020).

Whereas Martin and White’s (2005) system network of focus identifies the categories
of sharpening and softening, Hood (2010) identifies another taxonomy comprising fulfillment
and valeur. Fulfillment encodes the degree of completion of the process, which can be
nominalized as well (e.g. the findings achieved statistical significance, achievement). Valeur
expresses a degree of authenticity and specificity of the categorical meaning (e.g. real

audience, the general thrust of the conclusion).

2.6 Appraisal in Academic Discourse

According to Hood (2012), academic discourse foregrounds experiential meaning, but
it is evaluative at the same time as its role is to both represent and persuade. At the surface
level, academic texts describe the object of study and other research and knowledge in the
field. However, there is the second layer beyond description, which functions to persuade the
reader of the warranty of the author’s position (Hood, 2010). The latter belongs to the domain
of interpersonal metafunction. Regarding the management of interpersonal meaning in
academic writing, authors are often discouraged from overtly expressing their positioning.
For example, the objectivity of an academic text is achieved by avoiding first person
pronouns or replacing subjective projection of ideas (e.g. in my opinion, | think) with more
objective expressions (e.g. it is likely that). The major difference between experienced and
novice academic authors is “cautious criticism and humble reporting of results”. For example,
young learners try to maintain familiarity with the community and engage with them while

respecting status hierarchies, thus imitating academic features, which may result in excessive
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engagement. PhD candidates show greater autonomy in deciding whether to follow or
disregard conventions, but still try to avoid criticism.

Despite the emphasis on the objectivity of expression, these novice authors are
criticized for the lack of their evaluative stance in their academic texts. For example, when
referring to the contributions of other authors, they do not indicate their position to such ideas
(Hood, 2010; Guinda & Hyland, 2012). Experienced authors use strategies, such as adoption
of roles (e.g. arguer, interpreter, observer). They may also choose to foreground the
knowledge or the knower and utilize an array of the rhetorical, thematic and
lexicogrammatical options for self-representation (Guinda & Hyland, 2012). This somewhat
contradictory stance indicates the importance of both objectivity and subjective positioning.
Thus, both positions are relevant for gaining control over academic texts (Hood, 2010). From
this perspective, Appraisal theory offers a suitable theoretical framework for explaining the
process by which academic authors generate their evaluative stance towards topics being
discussed and other scholars who hold a viewpoint on the same topic.

Expressions of evaluation serve as invitations of authors to encourage the readership
to align around the values expressed and build a relationship of solidarity with them, that is,
to persuade readers of their position. Persuasion involves convincing the reader that the
object of study is significant, that there is space for new knowledge in the field and that the
author’s own research contributes to the expansion of such knowledge (Hood, 2010). Hood
(2010) also acknowledges the option of attributing evaluation to other voices in academic
text, by which authors avoid committing themselves to such positions. Drawing on external
voices can also add authoritative force to the author’s position. These techniques employed
by academic authors are called evaluative strategies.

The analysis of the language of evaluation in academic writing is of particular
importance in the context of academic English due to its growing significance in academic
publishing as well as the increase in the number of international students whose medium of
instruction is English (Hood, 2010; Ngo & Unsworth, 2015). Within Appraisal framework,
researchers explore evaluative strategies in academic texts across various disciplines,
languages, levels of study and cultures. Furthermore, the distribution of such strategies can
vary with regard to genre, academic proficiency and the way English is taught (Xiaoyu,
2017). Variations may be found between scientific writing in English and other languages, as
well as native and non-native English writing. All these variations are potential lines of

research, some of which are presented in the following paragraphs. Since Appraisal
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framework studied in academic texts has emerged relatively recently, it is thus not surprising
that this aspect of SFL is still under-theorized (Hood, 2004).

One of the aspects of Appraisal in academic writing with special reference to its
pedagogical implications is provided by Hood (2004, 2010, 2012), who studied introductions
to research articles as a micro-genre. She finds that the consistency of the function of
introductions as research warrants is quite strong, even though it depends on the discipline,
topic, research approach and perceived strength of other arguments. Typically, evaluative
strategies are considerably denser when authors describe their object of study than in the
description of other studies. In pedagogic practices, the identification of a common general
social purpose of introductions is relevant in the context of English for academic purposes,
where the analysis of introductions to already published articles can assist teachers who offer
academic language support “to model texts for students and jointly deconstruct them with
students” (Hood, 2010, p.71). In her PhD dissertation, Hood (2004) draws on Appraisal to
analyze introductions to published research articles and undergraduate student dissertations.
These two types of texts are not directly compared, but student texts are studied relying on
the theoretical framework which emerged from the analysis of published research articles.
Hood observes a strong degree of commonality between these two types of texts, which she
interprets as students reproducing the evaluative strategies found in published articles. One of
the observations pertains to the conclusion that writers in both types of texts encode three
types of voice - observer voice, investigator voice and critic voice. The author situates the
pedagogical implications of this study at the level of new forms of discourse in English as a
second language, where final year students are required to write their own research and
position in relation to prior knowledge. Again, the motivation was to assist novice writers to
manage their own evaluative stance.

Another approach is taken by Fryer (2019) who primarily focused on linguistic
implications of Appraisal in his PhD dissertation. Namely, this author analyzed Engagement,
a subsystem of this theory, in medical research articles, taking a multisemiotic and systemic-
functional perspective. He investigated not only verbal but also visual and mathematical
resources and how they are integrated, combined and distributed in order to determine how
medical research writers position themselves in relation to different voices and propositions.
The aim of this study was to reveal to what extent the use of those resources reflects
disciplinary practices of medical research. The author concludes that medical research

discourse tends to restrict the scope of alternative voices, compared to mass-media and
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education discourses, which is a significant cross-disciplinary observation. However, in the
field of academic discourse, medical research articles show noteworthy dialogic diversity.

One more area of investigation within the Appraisal system concerns disciplinary
variation. Zhang and Cheung (2017), for example, examined Engagement resources in
literature review sections of research articles in the fields of computer networks and
communications and second language writing. In essence, the authors’ aim in this study was
to show variation between hard and soft disciplines. Their results show that the difference lies
in two out of eight Engagement resources, which suggests that authors in the field of
computer networks and communications emphasize the justification of methodological
choices, whereas scholars in second language writing focus on developing research
hypothesis. Furthermore, the use of evaluative language through the lens of Appraisal can be
examined in native and non-native English writers.

Bahmani, Chalak and Tabrizi (2021) conducted a qualitative study to analyze
evaluative strategies in research articles written in English by American and Iranian authors,
focusing on discussion sections. All articles were in the field of applied linguistics. Their
results indicated that the academic writing of native English speakers contained a more
authorial stance of Attitude compared to the non-native sub-corpus. Also, both native and
non-native corpora contained a higher number of instances of inscribed Attitude than evoked
Attitude. Nevertheless, the findings revealed that the use of idioms as evoked Attitude was
more frequent in non-native authors. Another perspective that we will mention pertains to the
analysis across languages. In light of Appraisal theory, Saidi (2021) investigated the
differences between English and Persian academic research articles published in peer-
reviewed journals in the field of nutrition. Despite cultural variation, his results found no
significant discrepancy between English and Persian academic research studies in the use of
Appraisal resources in all three subsystems.

A comprehensive analysis of studies investigating Appraisal across various genres
and micro-genres of academic texts, as well as different disciplines, languages and academic
levels, suggests their two-fold purpose. One of its fundamental contributions is the expansion
of the linguistic investigation of evaluative stance where an alternative to pragmatic analysis
of interpersonal meaning is provided. Since this framework is used in a variety of contexts,
each study individually contributes to the refinement of the theory and its applicability can be
adapted to a specific research purpose, which altogether contributes to its continuing
development. Secondly, there is a pedagogic attempt to assist young writers to both

deconstruct evaluative strategies in given academic texts and communicate their own
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evaluative stance in academic context. This pertains to the students of English as a second
language, especially those who pursue tertiary-level education in an English speaking
country. Also, novice academic writers can particularly benefit from theorizing how
evaluative stance is constructed as they are directly instructed how to achieve evaluative
precision in their own work. This aspect belongs to the field of English for Academic
Purposes. In view of this, we can assume that such studies represent an intersection between
linguistics and education (Hood, 2004; Ngo & Unsworth, 2015).
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3. HETEROGLOSSIA AND ENGAGEMENT

This chapter presents a detailed explanation of the key theoretical constructs of
heteroglossia and Engagement. Since monoglossic Engagement entails single-voiced
utterances which do not invoke other viewpoints, it will not be examined in this dissertation.
Monoglossic utterances present propositions as unquestioned, without referencing alternative
positions or voices (Martin & White, 2005). The discussion on heteroglossia and Engagement
starts with the elaboration of the dialogic approach to language and is followed by a detailed
taxonomy of the resources of dialogic positioning, on which we base the analysis of our
sample. The final section explores the sources of alternative voices invoked in academic

discourse.

3.1 Dialogic Theory of Language and Heteroglossia

According to Kent and Taylor (2021), the communicative concept of dialogue
originally emerged as a process or technique for discovering truth by subjecting ideas to
deliberation and scrutiny. The same authors advocate that the term ‘dialogue’ is not only used
informally to indicate a conversation between two or more people, but also as a scholarly
concept based on sound theory and communication principles. In that sense, dialogue has
been explored as a philosophical, moral, ethical and meaning making resource (Kent & Lane,
2021). In language studies, examining both written and spoken language as dialogue involves
directing attention to linguistic resources that bear traces of the interpersonal and interactional
nature of discourse (Bondi, 2017).

The dialogic approach to language draws especially on the work of Bakhtin
(1936/1981) and Volosinov (1929/1973), who formed the so-called Bakhtian Circle of
linguistic thought. According to Bakhtin (1936/1981), all rhetorical forms are oriented
towards listeners and their response, which is considered the fundamental feature of
rhetorical discourse. The relationship between writer/speaker and reader/listener constitutes
the very internal construction of such discourse. Open orientation towards the interlocutor has
typically been acknowledged in everyday dialogue; however, Bakhtin (1936/1981) set the
idea that every other type of discourse is responsive. In his view, there is no active
understanding without a response. Previously, linguistics only recognized a passive
understanding of discourse where an utterance was interpreted against the backdrop of

language, instead of other concrete utterances on the theme. With Bakhtin, the principle of
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active and engaged understanding was established. Similarly, Volosinov (1929/1973)
advocated that one’s consciousness is filled with semiotic content only in interaction with
another individual consciousness. This philosophy of language is known as ‘Bakhtinian
dialogism’.

Within the dialogic philosophy of language, heteroglossia is an important concept
since it describes the multiplicity and interrelation of voices encoded in an utterance (Rus.
raznorecie, raznorecivost) (Bakhtin, 1981, as cited in Fryer, 2019). According to Hood
(2010), heteroglossia is dialogism of written texts. Dialogic perspective deals with the
relationship that the speaker/writer enters into with prior utterances in the same sphere as well
as with the listener/reader who has previously taken a stand with respect to the same issue;
consequently, this creates a socially-constituted community of shared beliefs and values
(Martin & White, 2005).

The work of the Bakhtin’s Circle on dialogic philosophy of language was integrated
into Appraisal theory by Martin and White (2005). Their framework of Engagement, as part
of a wider Appraisal network, is directed towards modeling key dialogistic effects associated
with meanings. This framework entails resources of intersubjective positioning and their role
in meaning-making processes by which authors negotiate their alignment or disalignment
with value positions referenced in the text and the abovementioned community associated
with these value positions. This means that, when presenting their attitudinal positions,
authors invite their putative addressees to endorse the feelings, tastes or normative
assessments they presented. Such a relationship embodies dialogic orientation of discourse.
One of the central concerns here refers to the ways in which the resources of intersubjective
positioning are modeled. Those resources act to “write the reader into the text” since they
present the author as “taking it for granted that the addressee shares with them a particular
viewpoint, or as anticipating that a given proposition will be problematic (or unproblematic)
for the putative reader, or as assuming that the reader may need to be won over to a particular
viewpoint” (Martin & White, 2005, p. 95). These possible positions create heteroglossic
diversity, in which each resource engages with dialogistic background. Another matter
examined in this framework is solidarity with those who hold alternative viewpoints.
According to Martin and White (2005), the speaker/writer always has the possibility to
maintain solidarity by recognizing other viewpoints as valid. In this sense, solidarity does not
refer to alignment or disalignment, but tolerance for alternative positions. Martin and White

(2005, p. 96) use a variation on the example The banks have been greedy, to illustrate how
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solidarity is achieved: There is an argument, though, is there, the banks have been a bit
greedy.

Even though a negative viewpoint of banks’ dishonest activities is suggested, it is
presented as subject to debate (... is there...) and the authorial voice does not align with the
suggestion unconditionally. The author acknowledges that this is just one possible position,
anticipating that at least some parts of the community will challenge it. Therefore, the author
is “potentially in solidarity with both those who hold this negative view of the banks and
those who would reject it, on the basis that he recognizes the validity of both viewpoints”
(Martin & White, 2005, p. 97).

Heteroglossic diversity involves formulations which indicate a greater or lesser
degree of engagement with addressees and their value positions. The author marks such
formulations as ‘more or as less contentious, agreed-upon, or otherwise dialogistically
problematic’ (White, 2015, p. 5). White (2015, p. 4) illustrates the range of possible meanings
by the following examples: The media has been lying in its coverage of the gun-control
debate; Obviously, the media has been lying in its coverage of the gun-control debate; The
media, of course, has been lying ...”In my view the media has been lying ...; Supposedly, the
media has been lying ....

Such meanings are not understood in truth functional terms but as possible options
used by authors to position themselves with regard to other voices and alternative viewpoints.
Accordingly, meanings presented as problematic, for example, are likely to be questioned,
rejected or accepted, so, every utterance is considered to present authorial stance as it
involves some form of dialogic Engagement. Even bare assertions show stance in that they
are in no conflict with alternative positions and do not engage with alternatives, which is of
itself a stance. The aim of this framework is to systematically outline how such positionings
are achieved linguistically (Martin & White, 2005; White, 2015).

3.2 Dialogic Positioning

The framework of Engagement incorporates all locutions which enable the authorial
voice to position itself with respect to other voices and alternative positions in the same
communicative context. Such locutions involve lexically and grammatically diverse wordings
and formulations whose rhetorical potential may vary depending on different co-textual
conditions. The taxonomy of Engagement displays a variety of categories which represent an

apparatus for identifying particular dialogistic positionings associated with given meanings
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and showing what is at stake when one meaning is chosen over another. Therefore, when
classifying the resources of dialogic positioning into categories, one has to look beyond
commonalities in lexicogrammatical structure and examine commonalities in rhetorical effect
(White, 2003; Martin & White, 2005).

When alternative positions are acknowledged, which is the case in heteroglossic
Engagement, the authors can use formulations to either open or contract the dialogic space
for other viewpoints. Therefore, such alternatives are either allowed for or restricted. It
follows that the heteroglossic resources can be divided into dialogically expansive or
dialogically contractive in terms of their intersubjective functionality, which are the two

broad categories of Engagement.

3.3 Dialogic Contraction: Disclaim and Proclaim

The purpose of the resources of dialogic contraction is to restrict or limit the dialogic
space for alternative viewpoints. Martin and White (2005) explain that the grammar of
reported speech is employed to demonstrate this intersubjective functionality. They use the
following example to illustrate their point:

Follain punctures the romantic myth that the mafia started as Robin Hoodstyle
groups of men protecting the poor. He shows that the mafia began in the 19th century
as armed bands protecting the interests of the absentee landlords who owned most of
Sicily. He also demonstrates how the mafia has forged links with Italy’s ruling
Christian Democrat party since the war (Cobuild Bank of English, as cited in Martin
& White, 2005, p. 102).

The type of reporting used in this example (shows, demonstrates) proposes the
attributed propositions (that the mafia began in the 19th century as armed bands protecting
the interests of the absentee landlords who owned most of Sicily, how the mafia has forged
links with Italy’s ruling Christian Democrat party since the war) as being true. Martin and
White (2005) here suggest that the authorial voice aligns itself with the external voice thus
restricting potential contrary positions. Therefore, the space for alternatives is also restricted,
which makes these wordings dialogically contractive.

Dialogically contractive meanings include the subcategories of disclaim and proclaim.
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3.3.1 Disclaim: Deny and Counter

The subcategory termed ‘disclaim’ includes meanings that openly reject dialogic
alternatives, which are judged as unfavorable by the author or dismissed as irrelevant.
Formulations and wordings in this subcategory are used to invoke alternative positions and
then reject them, replace them or consider them unsustainable. In other words, the alternative
is identified but at the same time it is held not to apply, which is maximally contractive.
& Figar, 2018). Disclaim comprises two options — deny and counter.

The category of deny introduces the alternative position into the dialogue and then
rejects it directly. In terms of lexicogrammar, it is typically encoded in negation, e.g. nothing,
none, no, not, and the like (Martin & White, 2005; Fryer, 2019). In the example May | repeat
my assurances that this is not the case (Martin & White, 2005), the author acknowledges the
presence of the belief/claim that this IS the case, but denies it categorically. In this case, the
authorial voice indicates the disalignment with the third party, thus aligning the putative
reader into the opposite position (Martin & White, 2005). In terms of writer-reader solidarity,
we can notice that the author corrects the misconception by using the deny feature. This
feature is corrective rather than confrontational, which may enhance the solidarity with
addressees (Martin & White, 2005; Fryer, 2019).

Similarly, counter invokes a contrary position which is then said not to hold.
Whereas the denial is open rejection, countering acts to introduce a proposition which is
intended to replace the existing position. Counter is conveyed by a variety of
lexicogrammatical resources, such as concessive conjunctions and connectives such as
although, however, but, and yet, and adjuncts such as even, only, just and still (Martin &
White, 2005; Stoji¢i¢ & Figar, 2018; Fryer, 2019). Martin and White (2005, p. 120) illustrate
countering with the example Even though we are getting divorced, Bruce and | are still best
friends, where the proposition that the author and Bruce are still best friends is countering the
proposition that they are getting divorced. The latter proposition limits what could be
expected as the outcome of their divorce. Martin and White (2005, p. 120) add that deny and
counter are often combined in such a way that the denying proposition is opposing the
expectation arising from an immediately prior or posterior proposition, as in Even though he
had taken all his medication, his leg didn’t 100k any better.

As we can see in the example above, the author projects on the audience expectations

(e.g. that the leg would look better) shared between the two parties. Consequently, the
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countering proposition is aligning rather than disaligning based on the shared expectations,
since the author is as surprised as the audience is expected to be. Therefore, the writer-reader
solidarity is preserved. However, such solidarity can be at risk whenever an actual addressee
does not share the generally accepted belief (e.g. that the leg would look better after taking
medications) (Martin & White, 2005).

3.3.2 Proclaim: Concur, Pronounce and Endorse

The proclaim category groups together those formulations that rule out alternative
positions, thus limiting the dialogic space. Such formulations do not openly reject the
alternatives but emphasize the authorial position as highly warrantable, which, consequently,
suppresses other positions (Martin & White, 2005; White, 2011; Fryer, 2019). Proclaim
involves three options — concur, pronounce and endorse.

The relationship of concurrence represents the authorial voice as being in open
agreement with addressees or sharing the same knowledge with them. It is typically encoded
in adjuncts such as naturally, certainly, of course, admittedly, not surprisingly, obviously and
the like (Martin & White, 2005; White, 2011; Fryer, 2019), as in The Premier, of course,
wants us to think what a fine anti-racist fellow he is (Fryer, 2019, p. 41). Here, the authorial
voice explicitly presents its alignment with putative readers, thus being united with them in
the same belief, knowledge or attitude (Fryer, 2019). Some alternative position (e.g. that the
premier does not want us to think that he is anti-racist) is practically excluded.

Another lexicogrammatical option for expressing concurring positions is a rhetorical
question (Martin & White, 2005; White, 2011). Stoji¢i¢ and Figar (2018) claim that in such
questions the author assumes that no answer is required since it is highly predictable and
2018). Rhetorical questions are dialogic as the author establishes a dialogue with their
addressees in a general sense by inviting them to provide an answer. However, such an
add that the answer cannot be negotiated, which results in null space for an alternative.
Consequently, the author and the audience are fully aligned, thus expressing a high level of
solidarity.

Martin and White (2005, p. 124) observe the relationship between concur and counter
where the former often occurs as a precursor of the latter, as in Admittedly, he was badly

behaved. But look at what he achieved. In such cases, the authorial voice first expresses
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agreement with the putative reader regarding the proposition, but then rejects the natural
assumption arising from the proposition. The author thus admits some validity to the
community which perceives the behavior of the person described as faulty only to indicate
disalignment from such community and membership of the community which shares opposite
values. In the literature, such pairs are described as concessions (Martin & White, 2005).

Pronouncement is a category which covers authorial emphasis or explicit
interventions. Authors thus insist upon the value of their proposition, which implies the
presence of some opposing viewpoint. Since there is an explicit and an implied viewpoint, it
is obvious that such a discourse is heteroglossic, but the author limits the space for
alternatives by clearly advancing their own position. The realizations of pronouncement are
lexicogrammatically diverse because the category is rhetorically motivated. Martin and White
(2005) make an effort to provide an account of its typical realizations on two axes of
variation — subjective-objective and explicit-implicit. The subjective-objective distinction
depends on whether the authorial voice is overly announced. Objective resources are
impersonalized, such as there can be no doubt that...., really, the fact of the matter is...,
indeed, etc. In What really differentiates cool from warm couples is greater frequency of
negative experiences, rather than fewer positive experiences when together (Martin & White,
2005, p. 131) the authorial voice intervenes in the implicit commonsense assumption that
dysfunctional couples have fewer positive experiences.

Subjective resources are more personal (e.g. | contend, it was absolutely clear to me
that...).They typically contain personal pronouns as in It is absolutely clear to me that what
Charlotte was arguing was that Crouching Tiger was a bad film to which liberal audiences
imputed a significance shaped by their own prejudices (Martin & White, 2005, p. 128).

The explicit-implicit distinction is made based on the fact whether pronouncement is
encoded in a clause that has another clause embedded within it or it is just one element of the
clause, respectively. For example, in | contend it’s the worst address by a British Prime
Minister (Martin & White, 2005) the pronouncement feature is encoded in a clause, which
makes it explicit. On the other hand, implicit pronouncement is encoded in a single word,
such as really, indeed, ultimately, etc. Martin and White (2005) add that another way for
expressing implicit (subjective) pronouncement is through adding emphasis on the finite
auxiliary, as in I did turn out the lights before I left (Martin & White, 2005, p. 131).This
feature is employed in speech rather than writing, which makes it not as relevant to academic

discourse.
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Considering writer-reader solidarity, pronouncement can increase the interpersonal
risk due to a high level of authorial commitment. When pronouncements challenge the
addressee’s viewpoint, they pose a threat to solidarity, which can be negotiated by using other
dialogic resources. Nonetheless, when pronouncements challenge the third party, the
authorial voice and the putative reader can be united against certain dialogic opposition
(Martin & White, 2005; Fryer, 2019).

The term “endorsement” refers to the options by which the textual voice ascribes the
proposition to an external source. Therefore, such a proposition is valid and maximally
warrantable (Martin & White, 2005; Stoji¢i¢ & Figar, 2018). Endorsement is typically
achieved by reporting verbs such as show, prove, demonstrate, find and point out, and their
nominalized equivalents (e.g. findings, determination, indication etc.) (Martin & White,
2005; Fryer, 2019), which we can see in the examples Complaints about the treatment of the
‘Al Qaida’ detainees should subside now that Downing Street has released details from a
report which shows that the British prisoners have ‘no substantial complaints’ about their
conditions (Martin & White, 2005, p. 126) and 5% were considered by their own doctors to
have a clear indication for (or, rarely, contraindication to) statin therapy (Fryer, 2019).

Martin and White (2005) explain dialogic contractiveness of endorsement by the fact
that the proposition attributed to a cited source is undeniable, thus leaving no space for
alternative viewpoints. Also, in endorsement, proposition is associated with individual
subjectivity, which is the subjectivity of the external voice. The authorial, or internal, voice
shares responsibility for the proposition and guarantees its warrantability by the

abovementioned wordings, thus aligning the reader with the value position presented.

3.4 Dialogic Expansion: Entertain and Attribute

The resources of dialogic expansion actively make allowance for dialogic alternatives.
In such cases the textual voice distances itself from the given proposition and presents it as
open to question or doubtful. Their rhetorical effect is to invite and give attention to
alternative positions which, consequently, lowers the interpersonal cost (Martin & White,
2005). Such a discourse is dialogic in that the author acknowledges alternative viewpoints,
which are construed as possible and even likely, and authorized to greater or lesser degrees
(White 2003). In the example I firmly believe that air traffic control and the safety of both
passengers and those who live near and work in Britain’s airports are far t00 important to be

trusted to the vagaries of market forces or indeed shareholders interest (White, 2003, p. 262)
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the clause framed by I firmly believe is one of a number of possible positions and the putative

reader may be in disagreement with the textual voice.

3.4.1 Entertain: Modals and Evidentials

The entertain option incorporates the wording by which the textual voice indicates
that its viewpoint is overtly subjective, thus representing one of a number of possible
positions. Consequently, the author opens up the space for alternative positions. By doing so,
the author generally construes solidarity with the putative audience even, in the case when the
positions seem to be opposite. The level of solidarity will depend on the context and co-
textual elements (Martin & White, 2005; Fryer, 2019). According to White (2011),
formulations which entertain the dialogic space incorporate formulations which position the
proposition as more or less likely, such as modals of probability, and deductive formulations
(e.g. it seems, apparently, the research suggests etc.).

Martin and White (2005) classify entertainment resources into modality and
evidentiality.

As stated by Martin and White (2005), in terms of the systemic-functional tradition,
modality incorporates ‘modals of probability’, ‘reality phase’ and certain types of
‘interpersonal metaphor’. They include modal auxiliaries (e.g. may, might, could, must, etc.),
modal adjuncts (e.g. perhaps, probably, definitely, etc.), modal attributes (e.g. it is possible
that ..., it is likely that ... etc.), circumstances of the in my view type, and certain mental
verb/attribute projections (e.g. I suspect that ..., | think, | believe, I'm convinced that, | doubt,
etc.). All of them are used by the authorial voice to make assessments of likelihood. Such
locutions build their heteroglossic backdrop for the text by emphasizing that the grounding of
the proposition is inherent to the author’s subjectivity, who thus acknowledges that such a
proposition is just one of the possible options.

Some examples of modality are the following:

3.1. It is probable that the media has been lying... (White, 2015, p. 4)
3.2. This may be due to the potentiality that writing offers over speaking in

that itis more concrete and durable(Fryer, 2019, p. 45)

3.3.  The sad aspect of all this is that by giving support to this invasion

Blair will be destroying the UN and I believe will have betrayed the British people

(Martin & White, 2005, p. 107)
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3.4. It has been my privilege to have cared for possibly several hundred

terminally ill patients (Fryer, 2019, p. 45).

In these sentences, the authorial voice is highly invested in the proposition, but at the
same time, it signals that the proposition is one among a number of potential alternatives and
recognizes the possibility of another viewpoint, which is not necessarily in disagreement with
the authorial voice. For instance, in the last example, the modal adjunct probably does not
express the doubt in the number of patients, but indicates that the number given can be
slightly higher or lower, thus leaving the space for alternative or more precise quantification.

Martin and White (2005) emphasize the importance of context and co-textual
conditions for such locutions, rhetorical effect of which can sometimes be the lack of
commitment to truth value on the part of the author. In the example But before humankind
came on the scene, mass extinctions may have been caused by major changes in sea level or
disruptions in the food chain (Martin & White, 2005, p. 107) the putative audience can
interpret the authorial commitment as limited due to insufficient knowledge about the causes
of mass extinctions. Regardless of the fact whether the author’s investment is high or low,
alternative positions are allowed for.

Regarding the writer-reader relationship, modalizing locutions makes allowance for
alternative voices and different value positions which, consequently, can create potential
tension with dialogic alternatives because the value position is not universally shared.
However, the very fact of recognizing alternative viewpoints provides the possibility for
solidarity with those who hold to different values (Martin & White, 2005).

The category of entertain also includes evidentials, which frame a proposition whose
value position is derived via a process of deduction on the part of the author (Martin &
White, 2005). Such evidence-based propositions are dialogically expansive in that they
present just one among a number of possible positions, but are also contingent and based on
the authorial subjectivity. Typical evidentials are suggest, indicate, appear, apparent,
apparently, seem, etc. (Martin & White, 2005; Fryer, 2013, 2019), as in His defensive
behavior suggests /e feels ashamed and guilty that you 've discovered his habit (Fryer, 2019,
p. 45).

According to Fryer (2013, 2019), the textual voice uses suggest to allow for
potentially contrary positions, which opens up the dialogic space. In contrast, when the author

uses show, the proposition is attributed to an external source with which the textual voice
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aligns. In that case, alternative positions are restricted as the external source guarantees the
validity of the value position.

Also, the so-called pseudo questions are treated as evidentials. In Is Tara on a
downhill spiral to her bad old ways? (Martin & White, 2005, p. 110) the putative reader is
presented with an open-ended question, where an answer is encouraged. Again, the context
and co-textual elements play an important role. In this particular example, the audience is
presented with a newspaper headline on a British celebrity, which affects the reader’s
understanding of the question. Such a question is considered dialogically expansive as any
response to it would be considered subjective and one of possible options. Martin and White
(2005) suggest that pseudo question may be termed rhetorical. However, whereas rhetorical
questions are dialogically contractive in that the answer is universal and obvious, in pseudo
questions the addressee is invited to provide an individual answer.

Evidentials are also relevant in modeling intersubjective positioning as they
acknowledge and legitimize propositions that may differ from the textual voice (Fryer, 2019).
This is the opportunity to provide solidarity among different positions, which modality and

evidentiality have in common.

3.4.2 Attribute: Acknowledge and Distance

According to Martin and White (2005), attribution represents dialogic expansion via
externalized proposition. It incorporates those locutions which are attributed to some external
source, thus dissociating the proposition from the internal authorial voice. Such propositions
are most typically framed by the grammar of reported speech and thought, including
reporting verbs such as say, believe, suspect, etc., nominalizations of these processes such as
belief, assertion, announcement, etc., and various adverbial adjuncts such as according to and
in X’s view. Apart from propositions attributed to some specific external source, this category
also includes formulations in which no specific source is specified, such as reportedly, it is
said that, etc.

As with other Engagement resources, context and co-textual elements play a crucial
role in the proper categorization of lexicogrammatical structures. Formulations such as in X'’s
view, believe, think, suspect can be classified as both entertainment and attribution but when
the value position is attributed to the authorial voice, we deal with the instances of
entertainment (I believe, in my view). On the other hand, when the proposition is attributed to

an external voice (many people believe, in his view), we are presented with examples of
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attribution (Martin & White, 2005). Likewise, both the instances of endorsement and
attribution are ascribed to external sources, but endorsement does not leave any space for
alternatives as the external source is highly warrantable (the authors show, it is proved, etc.)
whereas the external source in attribution expands the dialogic space by presenting a highly
subjective point of view (they believe/think, etc.).

There are two subcategories within attribution — acknowledgment and distancing.
According to Fryer (2013), in both cases the authorial voice dissociates itself from a
proposition ascribed to an external source. In acknowledgment, it is achieved relatively
neutrally whereas in distancing the authorial voice explicitly rejects to take responsibility for
the proposition. They are typically realized via reporting verbs such as say, state, report,
declare, announce, believe and think, as in Increased blood pressure has been reported with
chlorpropamide (Fryer, 2013, p. 190). In this example the authorial voice acknowledges the
findings framed by the verb reported, but is not subjectively invested in the proposition by
either alignment or disalignment. Even though the external voice is not specified, the
proposition is attributed to the third party.

Another domain covered by acknowledgment is the use of references or citations,
where the cited proposition is also attributed to an external source (Fryer, 2019). This is also
the case which enables the authorial voice to “remain aloof” from the value position (Martin
& White, 2005), as in ... researchers in this tradition have since given the notion a
psychological interpretation, seeing the frequent co-occurrence of words as evidencing the
existence of “semi-preconstructed phrases that constitute single choices” for the speaker
(Fryer, 2019, p. 47).

Even though acknowledgments allow the textual voice to convey the viewpoints from
other sources, it does not necessarily mean that the author will preserve their neutral position.
Namely, there are other textual elements which can indicate the authorial position towards the
proposition in question. Consequently, this will signal greater or lesser degree of alignment or
disalignment (Martin & White, 2015; Fryer, 2019), as in The Archbishop of Canterbury
rightly describes the mass killing of children as ‘the most evil kind of action we can imagine’
(Fryer, 2019, p. 47). Here, the citation is clearly attributed to the Archbishop’s voice, but the
authorial alignment with the value position is indicated by the adverb rightly. Bearing this in
mind, Martin and White (2005) conclude that alignment-neutral attributions are actually in
minority.

The dialogic trait of acknowledgment is the interactive engagement of the authorial

voice with the proposition attributed to the external source. The very fact that the proposition
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is grounded in the subjectivity of the external party makes it one among a number of voices,
thus being presented as heteroglossic (Martin & White, 2005). Both grammar of reported
speech and citations are used extensively in scientific writing, which makes the category of
acknowledgment highly relevant for this thesis.

The subcategory of distance is employed by the authorial voice to explicitly detach
itself from the external voice and disassociate from the proposition (White, 2003; Martin &
White, 2005; Fryer, 2013, 2019). While acknowledging attributions aim to preserve the
neutral position with regard to the external voice, the distancing devices indicate open
disalignment (Martin & White, 2005). It is typically realized by a limited set of reporting
verbs such as claim, maintain and indicate, as well as scare quotes. By raising doubts about
the advanced proposition, the authorial voice opens up the dialogic space to alternatives
(White, 2005).

The abovementioned reporting verbs are semantically complex since they do not
always function to construe distance between external and textual voice. Their function is
rather determined by the context and co-textual conditions (Martin & White, 2005; Fryer,
2019). Therefore, we do not analyze the verb claim as a lexeme but invest in discerning its
rhetorical effect. With regard to that, Martin and White (2005) state that it is open to question
whether all uses of this verb are distancing and Fryer (2013,p.201) adds that “it may
generally be considered too face threatening to use claim as a means of explicitly declining to
take responsibility for a proposition”. In the example They claim that the report uses
extrapolations and projections based on Banguiand other unreliable registrations. It does no
such thing. (Fryer, 2019, p.49) the putative reader can more easily conclude the distancing
effect of claim as the authorial voice expresses open criticism to the framed proposition by
adding the sentence that follows (there is no such thing). Therefore, the authorial voice does
not preserve the neutral position but dissociates itself from the given viewpoint. However, in
His attack came as the Aboriginal women involved in the case demanded [...] a female
minister examine the religious beliefs they claim /...] are inherent in their fight against a
bridge to the island near Goolwa in South Australia. (Fryer, 2019, p. 49) the framer claim
can potentially signal entertainment (= suggest) or acknowledgment (= state) (Fryer, 2019).

Scare quotes can also be used to signal distancing (Martin & Rose, 2007; Fryer,
2019). This device is used to warn the putative reader that these words do not belong to the
textual voice but the third party with the effect of disowning the evaluation embodied in the
proposition, which is thus attributed to another source (Martin & Rose, 2007), as in ...there

must have been someone out there who is still alive and who can give a face to 'the orders
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from above' for all the operations (Martin & Rose, 2007, p.52). Since the rhetorical effect
of distance is to present the proposition as dubious and unreliable, the value position into
which the putative reader should be aligned is quite clear (Martin & White, 2005, p. 116).

3.5 Other Voices in Academic Discourse

Since the very concept of dialogue is unequivocally interrelated with the concept of
voice (Nadraska, 2017), it would be reasonable to ask who the other voices are. Apart from
the authorial voice, it is argued that in academic discourse voices belong either to other
authors referenced or implied in the text or to putative readers/audience (Fryer, 2013; Mori,
2017; Néadraska, 2017). In either case, the voices speak from the field of research but the way
they engage with the textual voice differs.

When an external voice is explicitly referenced in the text, the writer is invited to
interact with such a source within a coherent and clear text. The act of engagement is here
embodied in the way the writer frames and discusses the external voice, which is commonly
performed as reported language (Mori, 2017; Nadraska, 2017). Depending on whether the
textual voice agrees, disagrees or adopts a neutral stance towards the external voice, reporting
can reflect the relationship of endorsement, distance or acknowledgment, respectively (Fryer,
2019). For example, in Some researchers (AAAS, 1989; Anderson & Smith, 1987; DeBoer,
1991; Driver, 1983; Singer et al., 2005) (...) have discussed the inherent challenges of using
laboratory activities with regard to student learning (Hood, 2010, p. 191) the other voice
belongs to multiple researchers whose status is confirmed by their publications, which
suggests the validity of their claims. This external voice is the voice of the ‘knowers’ in the
field, which implies rather strong epistemic relations (Hood 2010). Since the proposition is
attributed to a specific external voice and the textual voice is not subjectively invested, we are
dealing with an instance of acknowledgment. In distancing, the author engages with the
external voice by expressing disalignment, and when a proposition is perceived as a fact, an
external voice builds the dialogic relationship of endorsement, as in The BRFSS showed a
prevalence of obesity of 12% to 14.4% during 1991 to 1994 (Fryer, 2019, p. 172).

The examples above illustrate explicit external voices that are identified in the text
without difficulty. Another type of dialogue commonly present in academic discourse is a
hidden dialogue with a projected dialogic partner, whose implicit or imaginary response
directly affects the utterance of a present authorial voice (Bakhtin, 1984; Nadraska, 2017). In

Chronic hepatitis C infection is now recognized as an important health care problem (Fryer,
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2019) the reporting verb recognize is used to endorse a proposition attributed to a voice
which is not directly indicated in the text. Nevertheless, it is implied that the proposition
belongs to the voice of a knower in the field, in this case medical, with whom the textual
voice engages. Hence, this is a type of dialogue established with another author implied in the
text.

As indicated above, another projected dialogic partner is a putative, implied, ideal or
intended reader/addressee. According to Tardy (2012), the dialogic view of language draws
our attention to the reader and the interaction between the writer and reader, which is
significant in academic discourse not only as a theoretical construct but also from the aspect
of writing instruction. However, in linguistic analysis the reader has not received
considerable attention due to its analytical elusiveness (White, 2021). White (2021) advocates
that the author can position the putative reader as like-minded, uncommitted or unlike-
minded with regard to the proposition. In each case, the putative reader is always implied in
the text in the form of a hidden dialogue.

According to White (2021), like-mindedness is construed by the rhetorical strategies
of concurrence. For example, in Obesity clearly has an important role in sleep-disordered
breathing (Fryer, 2019, p. 145) it is assumed that the authorial voice addresses fellow
researchers by affirming the advanced proposition. It suggests agreement with the putative
reader in sharing the general knowledge which relates sleep-disordered breathing with
obesity. The addressee is thus positioned as likeminded, which consequently contracts the
dialogic space.

When the addressee is positioned as uncommitted to the proposition, White (2021)
suggests that the mechanisms of dialogic expansion are employed. In such cases, putative
readers are not committed to, convinced of, or aware of, the merits of the proposition
currently being advanced (White, 2021, p. 14), which allows for alternative viewpoints. In
The discrepancy between the findings of HERS [Heart and Estrogen/progestin Replacement
Study] and the observational studies may also reflect important differences between the study
populations and treatments (Fryer, 2019, p. 167) the authorial voice uses the resources of
modality, which acknowledges the possibility that the putative reader does not share their
viewpoint (White, 2021), that is, the reader does not have to agree with the observation that
different findings of HERS and the observational studies reflect the differences between the
study populations and treatments.

According to White (2021), the mechanisms by which the addressee is construed as

unlike-minded involve the resources of denial and countering. Considering denial, it may
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sometimes be unclear who the source of the proposition which is denied may be. In that
sense, White (2021) claims that the source of the denied proposition is an external party
rather than the putative reader. Therefore, the purpose of the denial resources is to reassure
the putative reader that the authorial voice shares the beliefs that are being advanced, as in
The gas we use today, natural gas, contains more than 90 per cent methane, and was known
long before the discovery of coal gas. Natural gas burns with twice the heat of coal gas, is
not poisonous and has no odour. (Martin & White, 2005, p. 119).

In this example, the authorial voice acts to correct some potential misconception since
the putative reader can be constructed as someone who can hold the opinion that natural gas
can be poisonous (Martin & White, 2005; White, 2021). Therefore, it is not the putative
reader’s proposition that is being denied, but the one that belongs to the third party and the
putative reader is being dissuaded from such a value position.

In terms of countering, the proposition being advanced is construed as unexpected and
contrary to an expectation invoked by some adjoining proposition (White, 2021), as in In two
patients who received intensive insulin therapy, hypoglycemia was associated with sweating
and agitation, but there were no instances of hemodynamic deterioration or convulsions
(Fryer, 2022, p. 139). The implied unlike-mindedness in this refers to the anticipation that the
addressee would expect hemodynamic deterioration or convulsions as a result of intensive
insulin therapy, which the authorial voice immediately corrects using the resource of
countering.

Regardless of the fact whether the other voice belongs to another author or putative
readers, the relationship established between the textual voice and the projected dialogic
partner is that of alignment, disalignment or neutrality. As shown above, the author employs
different engagement resources to enact each of these relationships. The resources of
endorsement, distance and acknowledgment are used to construct the external voice of
another author, either explicit or implicit. Considering the voice of putative readers (White
2021), which is always implicit, the author uses the mechanisms of concurrence, modality,
denial and counter to establish the abovementioned relationships. Finally, the type and degree
of alignment and disalignment largely depends on the context and co-textual elements, as

well as individual traits and values of the projected dialogic partner (Fryer, 2022).
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4. ENGLISH LANGUAGE TEACHING AND ENGLISH FOR SPECIFIC
PURPOSES

Given that the abstracts selected for this study belong to the disciplines of English
Language Teaching (ELT) and English for Specific Purposes (EST), both situated within the
broader domain of the soft sciences, in this chapter we provide an overview of the theory and
research in these disciplines, which have been mainly approached from a pedagogical
perspective (Salmani-Nodoushan, 2020). The decision to focus on ELT and EST is informed
by several considerations discussed in this chapter. According to Geng (2015, p. 103), these
fields are well suited to the analysis of the Appraisal system as “research in this domain often
requires more frequent and strategic exploitation of interpersonal resources constrained by
the more qualitative and interpretive nature of knowledge”.

Both ELT and ESP are meaning-focused with an emphasis on language use and
communicative practices (Hyland, 2006b; Khansir, 2013). Furthermore, English as a Lingua
franca is the tool of socio-cultural and knowledge exchange and a language of international
business, science and medicine, which has induced the introduction of English teaching from
elementary (primary school) to advanced level (university) (Khansir, 2013). As for ESP,
which developed from ELT, the central underpinning of its work focuses on language use in a
particular social or professional community (Hyland, 2006a). Above all, professionals in both
disciplines are equipped with the knowledge of linguistic theory. Therefore, it would be of
interest to explore how academic writing in these disciplines exploits Engagement resources
to construct knowledge.

Within genre analysis, we elaborate on the structure of academic discourse, primarily
research articles and abstracts. Finally, Section 4.3 elaborates on specific linguistic studies
that address the rhetorical organization of abstracts, focusing on various analytical
approaches and perspectives. In Longman Dictionary of Language Teaching and Applied
Linguistics (Richards & Schmidt, 2002), English Language Teaching (ELT) is defined as a
term referring to the teaching of English as a Second Language (ESL) or English as a Foreign
Language (EFL), whereas in North American usage this is often referred to as Teaching
English to Speakers of Other Languages (TESOL). The same dictionary contrasts ESL to
EFL: the former refers to the activity of learning English after learning the first language in
infancy, typically in the home country, whereas the latter describes learning English “in a
formal classroom setting with limited or no opportunities for use outside the classroom, in a

country in which English does not play an important role in internal communication”.
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According to Widdowson (2003), ELT as a discipline refers to reflecting on the
practice behind a particular classroom activity where the English language is taught,
theorizing about it and establishing explicit principles that are relevant to other similar
situations. It involves inquiring into the nature of language, the psychological process of
learning and the effectiveness of different approaches to learning. In other words, it
represents the theory of practice. Smith and Knagg (2012, p. 5) define ELT research as “any
research whose data and/or findings relate directly to the teaching, learning or assessment of
English as a Foreign, Second or Additional Language”. Furthermore, Hinkel (2005)
emphasizes the immense diversity of interests and research topics covered by this discipline,
which hinders the identification of common characteristics that apply to all types of language
learners and learning activities. The same author states that ELT is bound to the learner’s
identity and culture, perspectives on the activity of language teaching, social structure,
schooling system, teacher training and prestige planning. Based on the prominence in ELT
literature and after substantial examination, Hinkel (2005) defined eight main research areas
in this discipline, which include the following:

1) Social contexts in research on ELT, focusing on individuals in various locations,
institutions, and political and educational systems who aim to obtain L2/FL proficiency in
order to achieve their educational, academic, professional, vocational, career and
communicative objectives;

2) Methods of research in ELT, where the methods of collecting data and making conclusions
from the analysis significantly affect what can be learned from research;

3) ELT and applied linguistics, covering how the findings in sociolinguistics, pragmatics,
second language acquisition, language socialization, sociocultural research, conversation
analysis, contrastive rhetoric and corpus studies clarify phenomena in ELT;

4) Research in second language processes and phenomena, which connects L2 skills, such as
speaking, listening, literacy, grammar, reading, vocabulary and writing, with mental and
physiological processes of learning and maturation;

5) Methods and curricula in ELT, such as communicative method, grammar-translation
method etc.;

6) ELT testing and assessment, including sociopolitical contexts of language assessment,
validity and history of testing and classroom-centered language assessment;

7) ldentity, culture and critical pedagogy in ELT, investigating into the relations between
language learning and the social identity and culture and the ways in which these relations

affect the individual and social groups within political and educational systems;

62



8) Language planning, policy and rights. Above all, it is important to remember that ELT is a
dynamic discipline evolving throughout time, which results in the changes of issues, key
paradigms, foci and challenges being investigated (M.H. Santosa, 2022).

ESP originated from three interrelated trends in ELT. The first one is the increasing
demand for English to adapt to the specific needs of a profession. Second, the developments
in linguistics diverted the focus from describing language features, which is grammar, to
language in use. This led to the creation of courses for specific groups of learners. The third
trend is educational psychology, where learners’ needs are believed to affect their motivation
and success. Simply put, the focus was on the learner (Hutchinson & Waters, 1987; Bojovic,
2006).

Concerning the name of ESP, Hans and Hans (2015) state that the term “specific” in
ESP indicates the specific purpose of learning English. According to Fitria (2020), this
purpose is to enable learners to communicate their professional skills and perform specific
job-related functions. In view of the learner’s perspective, ESP approaches the process of
studying English from the field that learners are familiar with and which is relevant to them.
Therefore, ESP enables them to use the language, and it also attends to their needs, which
thus integrates motivation into the subject matter and the process of acquiring relevant skills
(Hans & Hans, 2015; Fitria, 2020). Bojovi¢ (2006) emphasizes the need-related nature of
teaching ESP, which prepares the learner to communicate effectives in their field of interest.
Therefore, the focus of ESP is always on practical outcomes. As a result, two types of
definitions of ESP have emerged. Some of them attempt to define the discipline in terms of
its goal, whereas others focus on its materials and syllabuses (Mathangwane, 1990). For
example, Hyland (2022, p. 202) states that ESP is “teaching with the aim of assisting
learners’ study or research in the particular variety of English they may need”. Hutchinson
and Waters (1987), on the other hand, focus on the content and define ESP as an approach
based on designing courses to meet learners’ needs.

According to Hyland (2022), ESP emerged from classroom practice, distinguishing
itself as a dominant area of English teaching and learning in universities and workplaces. The
basic idea of the discipline is to attend to the learners’ future academic and occupational
goals, which generated two major directions in ESP — English for Academic Purposes (EAP)
and English for Occupational Purposes (EOP) (Bojovi¢, 2006; Hyland, 2022). However,
Hyland (2022) adds that the diversification of practice in ESP led to the abandonment of this
classification, which could no longer accurately represent the field. The analysis of the two

flagship journals, English for Specific Purposes (ESPJ) and Journal of English for Academic
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Purposes (JEAP), as well as other literature, has shown that classroom activities retain their
central position in the field, but also indicated an increased interest in specialized discourses,
such as Medical English, Business English, English for Legal Purposes, English for
Vocational Purposes, English for Management, Finance and Economics, English of training
for specific trades or occupations, English concerned with finding a job and interview skills
etc. (Bojovi¢, 2006; Hyland, 2022). Furthermore, “the fluid nature of the various types of
ESP” was still difficult to capture due to the overlapping between fields. For example,
Business English is a borderline area between the language of particular business and General
English. That being the case, some authors suggest that ELT should be observed as a
continuum that runs from General English to very specific ESP (Dudley-Evans & St John,
1998; Bojovi¢, 2006).

4.1 Genre and English Language Teaching / English for Specific Purposes

The period from the early 1990s onwards is known as “the modern age of ESP”. More
specifically, contemporary trends within ESP, which were introduced in the late 1980s and
early 1990s, witnessed the reorientation from a language-centered to a learning-centered
approach. The language-centered approach was based on the description of language use,
including surface forms, such as register analyses, or underlying processes, which is the case
with skills and strategies approach. In each case, the focus is on what learners do with
language. The learning-centered approach, on the other hand, aims to discover not the
language competence itself, but the way in which the competence is acquired. One of the
directions within the learning-centered approach is genre analysis (Mayo, 1999; Johns, 2013).

According to Bhatia (2004), genre analysis represents a more comprehensive
description of language use in academic, professional and educational settings, including the
immediate context and situation. The pioneering work on genre analysis in ESP was
conducted by Swales in his Genre Analysis: English in Academic and Research Settings
(1990), where the author provided an extensive discussion on situating the text in its socio-
rhetorical context and a pedagogically driven leadership in the ESP movement. Since his first
mention of the term ‘genre’, his studies have had a significant impact on ESP research and
teaching in the 20" and 21% centuries (Johns, 1992; Salmani-Nodoushan, 2020). Swales
(1990) proposes that one of the central concerns of genre analysis is the rhetorical
organization of texts. The author further elaborates on the microstructure of the genre of

research article.
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Swales’ original contribution to the analysis of the structure of research articles is the
development of the CARS (Creating a Research Space) model. The model is based on the
examination of the introduction, methods, results, discussion and results sections across a
range of disciplines and their detailed review (Johns, 1992). Swales primarily dealt with the
introduction section, dividing it into moves and steps, which drew particular attention to his
model. Lores (2004) argues that ‘move’ is a functional term which refers to a defined
communicative act designed to contribute to one main communicative objective. However,
there are no uniform standards for move identification since they incorporate both cognitive
and lexicogrammatical features. CARS model for article introductions by Swales (1990) is as
follows: Move 1 — Establishing a territory, Step 1 — Claiming centrality and/or, Step 2 —
Making topic generalizations and/or, Step 3 — Reviewing items of previous research; Move 2
— Establishing a niche, Step 1A — Counter-claiming or Step 1B — Indicating a gap orStep 1C —
Question-raising or Step 1D — Continuing a tradition; Move 3 — Occupying the niche, Step
1A — Outlining purposes or Step 1B — Announcing present research, Step 2 — Announcing
principal findings, Step 3 — Indicating RA structure.

Hyland and Salager-Meyer (2008) explain that moves are always motivated outside
the text but analysts have not yet been able to identify how the social context relates to the
lexicogrammatical patterns in the text. It involves the interpersonal dimension of academic
texts, accomplished by the construction of the authorial self and interaction or adoption of a
point of view related to the topic discussed in the text and others who form an opinion on that
topic (Hyland & Salager-Meyer, 2008). Despite its limitations, the CARS model initiated the
development of methods for analyzing schematic structures of research articles in both hard
and soft disciplines.

The linguistic movement directed at the analysis of the structure of research articles
gradually expanded to the investigation into the structure of the part-genre of abstracts.
According to Hyland (2004), the rhetorical microstructure of abstracts shall correspond to the
organization of the research article itself, that is, the move pattern. Hyland (2004) suggests
that a well-structured abstract consists of the introduction-purpose-method-product-
conclusion pattern. Swales and Feak (2009) also suggest a pattern of rhetorical moves in
abstracts, which comprises background / introduction, present research / purpose, methods /
materials / subjects / procedures and results / findings, discussion / conclusion / implications /
recommendations. It should be noted that they vary according to research-type (Salager-
Meyer, 1990). Apart from traditional abstracts discussed above, where moves are not

explicitly labeled, journals have started to introduce so-called structured abstracts since 1987.
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Traditional and structured abstracts are similar in their organization with the exception of an
obvious difference — labeled subsections, which is a feature of structured abstracts (Swales &
Feak, 2009).

4.2 Linguistic Analysis of Abstracts

There has been a considerable number of studies which focus on the move-pattern of
abstracts across disciplines as well as across languages and cultural communities (Martin-
Martin, 2005). Such studies draw on the IMRAD format of rhetorical units or some similar
model, such as Hyland’s (2004) or Swales and Feak’s (2009), and their linguistic realizations.
Interestingly, any kind of rhetorical unit in the linguistic analysis of the microstructure of
genres is frequently called “move”, even though it does not completely correspond to Swales’
original description of rhetorical moves. The term “move” has been generally adopted to refer
to a rhetorical unit in genre analysis.

Along this line of research, disciplinary variation in the structure of abstracts has been
systematically examined. Busch-Lauer (2014) holds that the structure of abstracts in natural
sciences and medicine is clearly defined, whereas in social sciences and humanities fewer
norms apply. A significant body of knowledge on the rhetorical structure of RA abstracts is
provided by Pho (2008, 2009, 2012), who investigates not only the move distribution but also
linguistic realizations of those moves comparing several disciplines. For instance, the author
compares abstracts in two seemingly similar disciplines, applied linguistics and educational
technology, in order to investigate prototypical linguistic features of each move. She
concludes that a combination of verb tenses, modal and reporting verbs, voice, self-reference
and stance words can help to distinguish moves (Pho, 2009). She also observed that in those
disciplines one sentence can express two or three functions. Moves with two textual functions
(dual moves) are explained by the condensed nature of abstracts (Pho, 2008).

Similarly, Samraj (2005) examines the structural elements of abstracts in conservation
biology and wildlife behavior and concludes that the methods move does not play a
prominent role in the abstracts of these disciplines. She also adds that wildlife behavior
abstracts exhibit a more explicit rhetorical work, thus serving a significant pragmatic
function, which can be explained by the novelty of the field itself where authors feel a greater
need to establish the worthwhileness of their research area. Some additional conclusions on
disciplinary variation were made by Dor6 (2013, p. 119), who compared linguistics and

literature abstracts and found that “the linguistics abstracts more often provided clear
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reference to the research scope, methodology and main results, while literature abstracts
focused on the placement of the research into a wider context and offered a more tentative
reference to the findings”.

Following the same line of research, Darabad (2016) investigated the rhetorical
structure of abstracts in applied linguistics, applied mathematics, and applied chemistry. He
found that the least frequent move in all three disciplines was introduction, while purpose and
product were identified in almost all abstracts in the examined sample. Also, his analysis of
the lexicogrammatical features revealed a high frequency of present tense verbs with active
voice in all three disciplines. However, in applied chemistry, passive voice was used more
commonly while the self-mention of the author was considerably lower compared to two
other disciplines.

Rhetorical variation of abstracts has also been studied from across-cultural
perspective. The aim of these analyses is to explore differences and similarities between
abstracts written in English and other languages as well as abstracts written in English by
native and non-native writers (Ruan, 2018). This line of research belongs to Contrastive
Rhetoric, which examines similarities and differences in writing across languages and
cultures and explores discoursal macro-patterns considering underlying cultural traditions
(Martin-Martin, 2005; Connor, 2002; Kaplan, 2005). Due to the gradual globalization of
discursive practices in academia, non-English publications are considered marginal as they
are unable to disseminate knowledge through a lingua franca. Also, non-English academic
authors are exposed to standardizing pressures in their sociopragmatic, textual, semantic and
lexicogrammatical constructions (Gotti, 2012). Consequently, Swales and Feak (2009) argue
that the traditional distinction between native and non-native English speakers is nowadays
collapsing in the Anglophone research world. Therefore, the aim of contrastive studies of
academic discourse is to determine to what extent language forms and functions are adapting
to globalization in academia (Gotti, 2012).

Many recent studies have examined disciplinary variations of the move structure of
abstracts across languages in order to provide a comprehensive overview of writing
conventions in various disciplines in different cultural communities. One such case is cross-
disciplinary and cross-linguistic research conducted by Behnam (2014), where the rhetorical
structure of 80 abstracts written in English and Persian in the field of mathematics and
applied linguistics was analyzed. The results of the study indicated that English abstracts are
more likely to follow the standardized move-structure whereas there were more move

omissions in Persian abstracts. In terms of disciplinary variation, abstracts in applied
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linguistics written by both English and Persian authors go along with international
conventions, which is less likely in mathematics. The author explains these results by the
probability that Persian linguists have been greatly influenced by the English authors in this
field, thus following the norms established in English.

Another similar study investigated 90 legal abstracts written in English and Persian in
terms of their move structure and the verb tenses of each move. The analysis of the rhetorical
variation indicated that the English writers used purpose, methods and conclusion more
frequently than introduction and results, whereas the Persian authors preferred introduction,
purpose and conclusion to methods and results. With regard to the use of tenses, the findings
revealed that “the present tense was the preferred tense in all moves in English abstracts, but
the past tense was the preferred tense only in the methods section in Persian abstracts”
(Ghasempour and Farnia, 2017, p. 739).

Donesch-Jezo (2016) conducted a similar cross-cultural and cross-linguistic study
where she investigated rhetorical moves and their lexicogrammatical features in linguistic
abstracts written by native and non-native English speakers, namely Polish scholars writing
in both English and Polish. The results of the study showed that the rhetorical structure of
moves in the abstracts written in English by native and non-native speakers is fundamentally
similar. However, the abstracts written in Polish reveal greater deviation from the standard as
90% is lacking the introduction. Also, Polish authors who write both in the English and
Polish languages frequently omit the conclusion section.

Cultural traces on the rhetorical organization of research article abstracts were
examined by Kafes (2012) who examined a rhetorical variation between abstracts written in
English by American, Taiwanese and Turkish authors in the field of education in English. His
overall results indicated that the entire sample reflected the Anglo-American writing
conventions despite culturally diverse background of the authors. These and other cross-
cultural and cross-linguistic studies of the rhetorical structure of abstracts have shown some
variations in their design, which can be caused by “different writing practices cherished
within each national academic writing style” (Blagojevi¢, 2015, p. 8). Consequently, native
English speakers may be confused when their expectations about the structure of abstracts are
not met (Busch-Lauer, 2014). The study of rhetorical variation across languages, cultures and
disciplines offers “a framework for conceptualizing the expectations, conventions and
practices which influence academic ”communication® (Hyland, 2006a, p. 20).

Besides the significant body of research dedicated to the analysis of the rhetorical

patterns of abstracts, which is an invaluable way of looking at texts, there is an increasing
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need to look beyond the move structure and explore how moves are motivated outside the
text as the writer’s response to their social context. This led to the investigation of other
aspects of academic discourse, such as those revealing the interpersonal dimension of
scientific writing. In view of this, the relationship between academic authors and their readers
has become central to the new linguistic research (Blagojevi¢, 2012b; Hyland & Salager-
Meyer, 2008; Martin-Martin, 2005). Dontcheva-Navratilova (2021) argues that interactional
metadiscourse, which conveys the writer's interaction with the reader, depends on the type of
knowledge which is transmitted through academic text, disciplinary conventions and
expectations of the discourse community. This calls for research into fine-grained distinctions
in the repertoire of interactive rhetorical strategies and linguistic resources in different
disciplines. Therefore, there are a variety of dimensions of interpersonal academic writing to
examine, metadiscourse markers and writer’s identity/visibility being the most prominent.

Concerning metadiscourse in research articles, Hyland (2005) claims that it serves to
“galvanize support, express collegiality, resolve difficulties and avoid disputation” between
writers and readers. In this regard, academic writing is examined through the lens of
linguistic devices which create a convincing reader-environment. Metadiscourse markers are
among the most important (Hyland, 2005, p. 90). The author categorized metadiscourse
markers into two broad groups — interactive and interactional. While interactive resources
address how writers guide their readers through the text by anticipating their reactions,
interactional resources involve the reader’s collaboration in the development of the text. This
taxonomy was adopted to analyze a number of abstracts in various disciplines. The utmost
attention was given to hedges, boosters, attitude markers and self-mentions, which are
subcategories of interactional markers.

In this field of research, Sandova (2021) conducted a diachronic study where she
explored interactional metadiscourse markers in abstracts from the field of applied linguistics.
Her results suggest that the distribution of hedges (e.g. rather, may, seem to, appear etc.) and
boosters (e.g. must, particularly, especially etc.) has been reduced substantially during the
past 35 years, which confirms their dynamic character. Following the same taxonomy,
Khedri, Chan and Helen (2015) took a cross-disciplinary quantitative approach to explore
interactional metadiscourse markers in the abstracts in applied linguistics and economics and
observed remarkable discipline-specific differences. In economics, hedges and self-
mentioning devices constituted the most prevalent markers while they were the least frequent
in applied linguistics. This finding reveals that authors writing about economics topics are

more inclined to signal their authorial persona in abstracts. Quite a few studies were
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conducted examining hedges as the most prominent subcategory of metadiscourse markers in
general (Li & Pramoolsook, 2015; Livytska, 2019; Rezvani & Javadi, 2021).

According to Hyland (2002b), the writer’s identity refers to the author’s explicit
appearance in the text, or its absence. Typical lexicogrammatical manifestations of the
writer’s identity are personal pronouns | and we, the object pronoun us, and the possessive
adjective our (Herrando-Rodrigo, 2019). Some common means of discourse
depersonalization are passive constructions, hedges and generic forms such as one and man
(Vassileva, 2000). The authorial presence in academic writing is the interplay of cultural and
disciplinary factors (Lorés-Sanz, 2011). In this regard, Hyland’s (2001, 2002b) investigation
suggests that a stronger identity is claimed in the humanities and social sciences while
authors in hard sciences prefer to downplay their personal role. Pho (2012) investigated the
writer’s identity in research article abstracts in the fields of applied linguistics and
educational technology published in English. Contrary to Hyland’s analysis of research
articles as a whole, she revealed the impersonal nature of abstracts, where self-reference
words, such as I, me, us, the author(s), the researcher(s), etc., are commonly replaced by
deictic this, as in “this study, article, research” and passive voice is widely exploited across
moves. This is explained by the writer’s attempt to draw the reader’s attention to the study
itself.

Adel (2022) conducted a similar study where she examined three variables potentially
affecting discourse patterns in abstracts - language (English; Swedish), regional variety
(British; US American English), and discipline (history; linguistics; literary studies). She
determined that Swedish authors outnumbered their English colleagues in the use of 1. She
found differences across varieties, with British English showing a preference for we over I. In
terms of disciplinary trends, the greatest writer/reader visibility was observed in linguistics,
followed by literary studies and history. Another study showing the opposite trend to the one
established by Hyland was conducted by Stotesbury (2006, p. 259). Her study comprised 300
research article abstracts in the fields of the humanities, social sciences and natural sciences.
Her results indicate that “the writer’s voice was most often heard in the natural science
abstracts, while humanities and social science abstracts preferred the passive voice and
impersonal metaphor”.

The brief overview of the linguistic analyses of abstracts has shown that such studies
are primarily conducted from a cross-disciplinary, cross-cultural and cross-linguistic
perspective. Such a framework enables authors to provide in-depth investigation of various

linguistic aspects in the text using diverse methods. Their aim is two-fold. Firstly, they are
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targeted at filling in the gap concerning lexicogrammatical analysis (Holtz, 2011) within its
scope of examination. Secondly, there is a strong pedagogic motivation to make abstracts
more transparent and accessible to novice academic authors, as well as to those who are non-
native English speakers.
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5. THE SAMPLE AND METHODS

This chapter discusses the research sample and the methods used to identify and
explain the Engagement strategies employed in the abstracts we collected to obtain two
subsets of data, referred to in this dissertation as English Language Teaching (ELT) sample
and English for Specific Purposes (ESP) sample.

Firstly, we will describe the sample of abstracts and provide a rationale for their
selection including the journals in which they were published. Secondly, we will present
certain numerical data, such as publication frequency per year/per journal, as well as the word
count in abstracts. The description of the sample is followed by the clarification of the
annotation process and the tools employed in it. We will elaborate on the methods of
analysis, which combine the quantitative and qualitative procedures.

5.1 The Sample Description

The research of Engagement resources in this dissertation is conducted on a sample of
200 research article abstracts, 100 in ELT and 100 in ESP. For the purpose of this study, we
selected abstracts of research articles, so we excluded book abstracts, conference abstracts,
summaries of Ph.D. dissertations and M.A. theses, etc.

The articles from which we collected the sample were published by Taylor & Francis
Group, a well-established academic publisher which produces more than 2700 journals in 30
hard and soft disciplines, including bioscience, medicine, engineering and technology, law,
language and literature, environment and sustainability, mathematics and statistics, arts,
politics, education, computer science, humanities, social sciences and more. Taylor &
Francis Group was selected based on the following three criteria:

1) In this research, we relied on articles that follow uniform standards regarding editing, peer-
review process, reporting, data availability, editor code-of-conduct, etc., namely set by a
single publisher;

2) All journals in the selected corpus of journals are listed in a science citation index, such as
Web of Science, Social Sciences Citation Index, British Education Index, Australian
Education Index, Education Research Index, European Reference Index for the Humanities
(ERIH), Directory of Open Access Journals (DOAJ), British Library, Education Resources
Information Center (ERIC), Google Scholar, the Emerging Sources Citation Index (ESCI)

and more;
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3) Based on Web of Science database (Clarivate Analytics), the articles selected have a high
citation index. The articles of the corresponding abstracts were published in 75 journals, all of
which are provided in Table 3. The abstracts in the ELT sample were published in 37
journals, whereas the ESP abstracts were published in 56 journals. There are 18 journals in

which abstracts from both samples were published.

Table 3

List of journals ranked by number of articles and percentage of occurrence in the sample

No. Journal Number %
of
Articles
1. Cogent Education 17 8.50
2. Asian Englishes 13 6.50
3. Journal of Multilingual and Multicultural Development 10 5.00
4. Critical Inquiry in Language Studies 10 5.00
5. Changing English 9 4.50
6. Journal of Language, Identity & Education 7 3.50
7. Language and Intercultural Communication 7 7 3.50
8. Innovation in Language Learning and Teaching 5 2.50
9. Current Issues in Language Planning 5 2.50
10. Southern African Linguistics and Applied Language 5 2.50
Studies
11. Computer Assisted Language Learning 5 2.50
12. Perspectives: Studies in Translation Theory and Practice 5 2.50
13. Language, Culture and Curriculum 5 2.50
14. International Journal of Bilingual Education and 4 2.00
Bilingualism
15. Language Assessment Quarterly 4 2.00
16. Pedagogy, Culture & Society 4 2.00
17. Reflective Practice 4 2.00
18. Studies in Higher Education 3 1.50
19. International Journal of Multilingualism 3 1.50
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20. Asia Pacific Journal of Education 3 1.50
21. Educational Action Research 3 1.50
22. Journal of Teaching in International Business 2 1.00
23. The Language Learning Journal 2 1.00
24, Cogent Arts & Humanities 2 1.00
25. Journal of Hospitality & Tourism Education 2 1.00
26. Teaching in Higher Education 2 1.00
27. Innovations in Education and Teaching International 2 1.00
28. Classroom Discourse 2 1.00
29. The Translator 2 1.00
30. Higher Education Research & Development 2 1.00
3L Language Awareness 2 1.00
32. Journal of Further and Higher Education 2 1.00
33. Interactive Learning Environments 2 1.00
34. Critical Discourse Studies 2 1.00
35. International Multilingual Research Journal 2 1.00
36. Mentoring & Tutoring: Partnership in Learning 2 1.00
37. Accountability in Research 1 1 0.50
38. Journal of Business & Finance Librarianship 1 0.50
39. Journal of Teaching in Travel & Tourism 1 0.50
40. Australian Journal of Linguistics 1 0.50
41. Africa Education Review 1 0.50
42. Assessment & Evaluation in Higher Education 1 0.50
43. Studies in Continuing Education 1 0.50
44, Journal of Research on Technology in Education 1 0.50
45, Modern Rheumatology 1 0.50
46. Assessment in Education: Principles, Policy & Practice 1 0.50
47. Journal of College Reading and Learning 1 0.50
48. South African Journal of African Languages 1 0.50
49. Teacher Development 1 0.50
50. Journal of International and Intercultural Communication 1 0.50
51. International Journal of Educational Sciences 1 0.50
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52. Medical Writing 1 0.50
53. The Interpreter and Translator Trainer 1 0.50
54, Language Matters 1 0.50
55. Asia Pacific Translation and Intercultural Studies 1 0.50
56. Journal of World Languages 1 0.50
57. Language and Education 1 0.50
58. English Studies 1 0.50
59. Educational Studies 1 0.50
60. The International Journal of Aerospace Psychology 1 0.50
61. Journal of Human Resources in Hospitality & Tourism 1 0.50
62. Cogent Social Sciences 1 0.50
63. Globalizations 1 0.50
64. European Journal of Teacher Education 1 0.50
65. The Anthropologist 1 0.50
66. Media Practice and Education 1 0.50
67. Teachers and Teaching 1 0.50
68. Cogent Psychology 1 0.50
69. The New Educator 1 0.50
70. Globalisation, Societies and Education 1 0.50
71. Journal of Multicultural Discourses 1 0.50
72. Compare: A Journal of Comparative and International 1 0.50
Education
73. Journal of Intercultural Communication Research 1 0.50
74. Pedagogies: An International Journal 1 0.50
75. Journal of Beliefs & Values 1 0.50

The time span in which research article abstracts were published ranges from 2015 to
2023, and the final data collection was completed in February 2024. With regard to the entire
sample of abstracts, the most noteworthy year was 2020, when 36 (18%) articles were
published, followed by 2018 with 35 (17.50%), 2017 with 32 (16%), 2019 with 28 (14%),
2016 and 2023 with 17 (8.50%), 2022 with 14 (7%), 2015 with 12 (6%), and 2021 with 9
(4.50%). If we examine our sub-samples separately, the results are the following:
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1) In the ELT sample, 22 articles were published in 2018, 17 in 2020, 13 in 2017, 12 in 2019,
10in 2023, 9 in 2016, 8 in 2022, 6 in 2021 and 3 in 2015;

2) In the ESP sample, 19 articles were published in 2017 and 2020, 16 in 2019, 13 in 2018, 9
in 2015, 8 in 2016, 7 in 2023, 6 in 2022, and 3 in 2021.

We will also explain the process of making a selection within the database of journals.
All abstracts are available in electronic form on https://www.tandfonline.com. For the
purpose of establishing individual criteria for sample collection, we first selected ‘advanced
search’ on the web page. Our first criterion was to define the date range and then the search
term. In both ELT and ESP samples, the date range was from ‘2015 to ‘2023°. With respect
to search terms, the collection of the ELT sample was based on the search terms ELT and
EFL, which provided a sufficient number of abstracts. When collecting the ESP sample, our
first search term was ESP. In order to refine the results, we continued with entries such as
English for Specific Purposes, and business English, academic English, EAP, medical
English, English for tourism and English for aviation. In search options, ’title’ and ‘key
words’ were not taken into consideration.

The final sample contains 33,049 words, with an average of 165 words per abstract.
The maximum number of words per abstract is 317, whereas the minimum is 69. The ELT
sample contains 16,686 words with an average of 167 words per abstract. The highest number
of words in an abstract is 317 words and the minimum number of words is 96. The ESP
sample has a total of 16,363 words, with an average of 164 words per abstract. The maximum
number of words per abstract is 259, whereas the minimum is 69.

Considering the ELT sample, we noted that the authors commonly explored teachers’
and learners’ beliefs and perspectives on the learning process, teaching in different
international communities, analysis of textbooks, the relationship between neoliberalism and
ELT and cultural underpinnings of ELT. The range of topics covered in the ESP sample is
slightly broader. Firstly, it encompasses the analysis of English in various professional fields,
such as medicine, aviation, business, tourism as well as academia. Secondly, it involves the
exploration of different language aspects in those fields, such as professional writing,
vocabulary acquisition, globalized workplace communication, translation challenges and

English as a medium of instruction.
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5.2 Corpus Annotation

As Xiaoyu (2017) explains, the annotation of Engagement resources is a complex and
subjective task because, even though the Engagement taxonomy is defined, it only represents
a draft instead of a definite model which can be applied to any text. Furthermore, since
certain wordings can have different evaluative meanings depending on the context, it is
required to closely examine the context itself (Xiaoyu, 2017).

The annotations were made using the UAM CorpusTool (version 6), a free software
for the annotation of text corpora. The UAM CorpusTool enabled us to annotate text files at a
number of linguistic layers. On each layer, it is possible to define a hierarchy of tags and
apply them to the whole text or its segments. This annotation scheme can be repeated for a set
of text files. The data used by this software include the content annotated, the files used for
saving annotations, as well as metadata, such as annotation schemes. Another advantage of
the UAM CorpusTool is its potential to provide various statistical analyses, such as the
following:

1) descriptive statistics of feature tagging of the sample;

2) contrastive statistics of feature tagging of two subsets, which is especially useful in this
study as the whole sample contains two subsets, the ELT sample and ESP sample;

3) general text statistics, providing details such as word count, lexical density, average
segment length, etc.; and

4) word propensity, which delivers a list of words related to one subset compared to the rest
of the sample (O’Donnell, 2008).

As mentioned above, the Engagement system presupposes that evaluative meaning
can be determined only in context. Consequently, annotations had to be made manually. In
light of this, the UAM CorpusTool provides functions to facilitate this process, such as
suggesting tags based on previously annotated wordings (Fryer, 2019). We made annotations
of Engagement manually by reading each abstract to ensure that all the wordings are
classified correctly. In unclear cases, we consulted dictionaries to explore word definitions
and determine whether any of the dictionary meanings corresponds to the meaning in context.

Before making annotations, each text was parsed for rhetorical moves, based on
Hyland’s model (2004). Hyland’s (2004) classification of rhetorical moves in soft discipline
abstracts comprises the following: introduction, purpose, method, product and conclusion.
Firstly, the model specifies that the introduction serves to establish the context of the article,

to provide its essential background, to indicate the importance of the topic and to motivate the
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research or discussion. Secondly, the purpose outlines the intention behind the article and
indicates its objective, thesis or hypothesis. Thirdly, the method describes design, procedures,
data, assumptions, approach, etc. Fourthly, the product provides information on research
results, on the argument or on what was accomplished. Lastly, the conclusion interprets the
results, provides implications, draws inferences, points to applications and explicitly
announces the wider significance of the research (Hyland, 2004). In line with this model, we
identified Engagement resources in each rhetorical move; the identification also served as a
basis for comparing their occurrence in both samples.

5.3 The Methodology

Quantitative method was used to generate the frequency of Engagement strategies,
provide the statistical analysis and determine whether their occurrence is statistically
significant. Qualitative method was employed to indicate whether the incidence of certain
phenomena reflects some general behavior in language (Xiaoyu, 2017). Consequently, we
could compare the two subsamples and make generalizations.

Considering the fact that linguistic research has relied on empirical information and
large corpora which cannot be examined by mere “eyeballing” (Gries, 2015), it is required to
adopt a quantitative approach and statistical tools in order to explicate distribution, frequency,
average data and similar patterns in certain linguistic phenomena. As stated above, the
quantitative approach for generating statistical results in this study comprises corpus-based
techniques. Such techniques represent a structured analysis of authentic language data, which
are known as corpora (Schweinberger, 2023). Even though no corpus can fully represent the
whole language, it is designed to illustrate some major dimensions of language variation
(Stubbs, 2001). According to Biber (2012), corpus-based analysis incorporates empirical
investigation of language use and assumes the validity of linguistic forms based on a
particular linguistic theory. Biber and Conrad (2001) identify major fragments of such a
qualitative approach, including the collection of the corpus of texts that would provide a
broad representation of language variation, the use of computational tools to identify the
linguistic features in question (tagging) and the use of various statistical techniques to count
the frequency of each linguistic feature. The results of such an analysis provide “a cumulative
characterization of a text” (Biber & Conrad, 2001, p. 184).

We used the UAM CorpusTool to obtain the results on the frequency of Engagement

resources in the full sample, ELT and ESP samples individually, in single abstracts and in
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rhetorical moves. Since the software enables the user to make annotations at a number of
layers, or annotation schemes, we set three independent schemes. The first scheme was used
for marking Engagement resources, the second for ELT and ESP samples individually, and
the third for rhetorical moves, which allowed me to generate statistical data. After setting the
schemes, we made annotations manually following the model provided by Martin and White
(2005). In addition, we used Microsoft Office Excel 2007 to calculate the total, average,
minimum and maximum number of words in each sample.

According to Hood (2004), the qualitative method foregrounds depth over breadth,
complexity over generality, allows an insight into the text which is not available through a
quantitative analysis and enables the examination of various aspects of meaning realized
through interrelated lexical and grammatical choices. Stubbs (2001, p. 305) states that text
represents “any stretch of naturally occurring language in use, spoken or written, which has
been produced, independently of the analyst, for some real communicative purpose”. In SFL,
text, rather than sentence, is the basic unit through which meaning is negotiated (Halliday &
Martin, 1993). Text analysis, unlike semantic and pragmatic analysis, incorporates certain
issues that are considered abstract when isolated sentences are examined. More precisely, text
analysis employs systematic examination of texts, either single or a collection of them, with
the purpose of gaining insight into their content and meaning (Schweinberger, 2023). De
Beaugrande and Dressler (1981) define seven standards of textual communication required to
deconstruct a text. Those include cohesion, coherence, intentionality, acceptability,
informativity, situationality and intertextuality. Similarly, Suter (1993, as cited in Cotter,
2001) encourages analysts to determine four constitutive features of each text — situational
context, function, content and form. Such delineation provides a good example of a broad
text reading and facilitates the analysis of linguistic patterns occurring in multiple texts. In
addition, Coulthard (1994) emphasizes that each text ultimately represents a string of words,
that is, lexical and grammatical choices. Since we draw upon the SFL theory, where language
represents a meaning-making resource, the text analysts’ task is not only to explicate why
such choices have been made but also to identify what kind of meanings they bear. In this
regard, text analysis in this dissertation enables us to determine how Engagement strategies
are integrated into the text, to compare them in two samples and several rhetorical moves in
each sample, to interpret statistical results and to create a generalized understanding of the

authorial position in academic discourse, as well as the writer-reader relationship.
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6. PILOT STUDY

Before annotating the entire sample, we conducted a pilot study on 20 abstracts, 10
from the ELT and 10 from the ESP sample, to test the feasibility of the methods described
above. This framework allowed us to approach the analysis through a threefold perspective,
ensuring a well-rounded investigation into Engagement resources. Since some of the research
questions in the dissertation address the statistical analysis of the overall distribution of
Engagement subtypes and the identification of prevailing types, their role in abstracts, and the
way they are integrated into the text, the first perspective looks at the instantiation and
realization of Engagement in the pilot sample as a whole. To answer the remaining research
questions, the second perspective provides the analysis of Engagement resources across
rhetorical moves. At the same time, the third one covers the comparison between
Engagement in the ELT and ESP pilot samples. Each perspective explores both statistical

data and their qualitative interpretation, supported by examples of the most typical usage.

6.1 Engagement: Instantiation and Realization in the Whole Pilot Sample

In this section, we present the findings regarding the instantiation and realization of
heteroglossic Engagement resources across the pilot sample as a whole, including statistical
analysis and the qualitative interpretation of the interpersonal meaning using examples
extracted from the target pilot sample.

A total of 163 instances of Engagement were identified and annotated in 20 abstracts,
with a relative frequency (RF) of 51.9 instances per 1000 words. Among these, contraction is
insignificantly more common than expansion, with 26.1 (50.3%) compared to 25.8 instances
(49.7%) per 1000 words. However, it is important to note that the most frequent subtype of
Engagement is modals [expansion: entertainment], with an RF of 12.4. Table 4 presents
Engagement subtypes ranked by global selection probabilities, with the number of instances,

frequency of occurrence, and most common realizations.

Table 4
Heteroglossic Engagement subtypes in the whole pilot sample ranked by global selection
probabilities, with number of instances, frequency of occurrence per 1000 words, and most

common realizations
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Heteroglossic G% No. of RF/1000 Most Common
Engagement Subtypes instances words Realizations
in the Whole Pilot
Sample

Modals [expansion: 23.9 39 12.4 may, can, attempt

entertainment] (n.,v.), about,
whether, aim (n.,
v), potential, tend
to

Endorse  [contraction: 221 36 11.5 find, finding (n.),

proclaim] show (v.), validity,
validate,  exhibit,
display (v.), verify,
result (v.), reveal,
demonstrate

Acknowledge 17.2 28 8.9 belief, perception,

[expansion: attribution] view (n.), vision,
observation

Pronounce [contraction: 11.0 18 5.7 remarkably,

proclaim] significantly,
significant,
notably, conclude

Deny [contraction: 8.6 14 4.5 not, non-, -un, -in,

disclaim] no

Counter  [contraction: 8.0 13 4.1 though, while, but,

disclaim] however, still,
although, to
conflict with,
despite

Evidentials [expansion: 8.0 13 4.1 suggest, indicate,

entertainment] emerge, lead to

Concur  [contraction: 0.6 1 0.3 widely accepted

proclaim]
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Distance  [expansion: 0.6 1 0.3 attempt (v.)
attribution]

6.1.1 Dialogic Contraction

As mentioned above, dialogically contractive resources, which serve to restrict the
dialogic space for alternative positions, account for 50.3% of all Engagement resources,
which is not significant from a statistical standpoint. The instantiation of dialogic contraction
with the number of instances, relative frequency of occurrence, and local and global selection

probabilities, is shown in Table 5, which is generated from UAM CorpusTool (version 6).

Table 5
Instantiation of dialogic contraction: number of instances (N), relative frequency per 1000

words, local (%) and global (%) selection probabilities

CONTRACTION-TYPE N | Per1000Wds % | %
- disclaim 27 86| 329| 16.6
- proclaim 55 17.5 67.1 337
TOTAL: | 82 26.1/100.0% | 50,39,

DISCLAIM-TYPE | | N |Per1000wds| % %
- denial 14 4.5 519 | 86|
- counter |1 13| 4.1 48.1 | 8‘0
. , L el |
TOTAL: | 27 8.6‘ 100.0% i 16.6%

PROCLAIM-TYPE N | Per1000Wds % I

- concurrence 1 0.3| 18| %
- endorsement | 38| 11.5 65.5 0.6
- pronouncement _ 18| 57| 327 | 221
TOTAL: 55 17.51100.0% | 11.0

Considering contraction resources, the instances of proclaim account for 67.1% (17.5
per 1000 words), with 55 identified instances. Concerning all Engagement categories,
proclaim accounts for 33.7%. The prevalence of the proclaim feature is explained by the
largest share of instances of endorse (65.5%), compared to pronounce (32.7%) and concur
(1.8%). As can be seen in Table 4, endorsement strategies are the second most common
subtype of Engagement in the total pilot sample, whereas concurrence has the minimum
frequency, with only one occurrence.

The strategies of disclaim comprise 16.6% of all Engagement categories and 32.9% of

contraction. In this pilot sample, there are 27 instances of disclaim, with a relative frequency

82




of 8.6 per 1000 words. In disclaim, the instances of deny (51.9%) are slightly more frequent
than counter (48.1%).

Deny [contraction: disclaim], with RF of 4.5 per 1000 words (14 instances), accounts
for 8.6% of all Engagement subtypes, 17.1% of dialogic contraction, and 51.9% of disclaim,
which makes it the fifth most frequent Engagement subtype. It is most typically signaled by
negative prefixes non-, -un, -in, as well as the negative operator not, usually combined with
modals, and negative determiner no in noun phrases, as in the following examples:

6.1. Replacing a local textbook with an imported coursebook, therefore,
may not necessarily be in the best interest of the country’s English language agenda.
(ELT 2)

6.2.  No significant difference were found to exist between mean scores for
flipped and non-flipped groups regarding midterms and final e-portfolio, but flipped
students received significantly higher essay scores compared to the non-flipped. (ELT
5)

6.3.  The paper highlights the following four main causes of the dominant
ELT research trends: the local educational research culture, the inappropriate
interdisciplinarity approach, reading sources and institutional regulations, and

researchers’ over-reliance on convenience sampling. (ELT 1)

As the instances above show, the scope and strength of negation can be different. In
(6.1), for example, the negation is rather moderate than strong because the negated modal
verb indicates a degree of possibility instead of a direct negation, which would be expressed
by is not. In (6.2), we can observe two different instances of negation, where the determiner
no negates the noun phrase, whereas the prefix non- only negates the noun. In the former
case, we deal with in noun phrase (syntactic) negation; in the latter, we have an example of
morphological negation.

The second disclaim-type dialogic resource is counter [contraction: disclaim]. In the
pilot study, we identified 13 instances of this resource, with RF 4.1 per 1000 words. It
accounts for 8.0% of all Engagement subtypes, 15.9% of dialogic contraction, and 48.1% of
disclaim, thus ranking as the sixth most frequent subtype of Engagement, immediately
following the subtype of deny. Its most common realizations are contrastive markers, such as
conjunctions while, but, although, adverbs however and still and the preposition despite. We
also identified the verb phrase to conflict with expressing the countering position. It is

illustrated by the examples below:
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6.4.  English language institute teachers displayed the highest collective
efficacy level while university instructors showed the lowest level. (ELT 3)

6.5.  However, this still remains at a theoretical level. (ELT 7)

6.6.  This policy, however, creates difficulties for many teachers, who find
themselves implementing certain practices that conflict with a vision of English

language teaching (ELT) that accords with humanist values. (ELT 9)

In (6.4), while introduces and emphasizes the contrast between two opposing
propositions. In (6.5), however is used to introduce the contrast with a previously stated idea
and still reinforces the effect of countering by indicating persistence in the face of potential
change. These two examples illustrate a typical usage of counter, realized by contrastive
conjunctions and adverbs. Less common realizations are verb phrases, as in (6.6), where two
contrasting propositions are presented as well. These countering resources do not show
disalignment with readers as “many of the expectations that are countered are set up text-
internally, as part of the aims or methods of the studies” (Fryer, 2019, p. 141). Consequently,
the writer-reader solidarity is preserved.

Considering the proclaim-type resources, we identified 55 instantiations, with a
relative frequency of 17.5 per 1000 words. The subtype of proclaim accounts for 33.7% of all
instances of Engagement and 67.1% of contraction. Within proclaim, there are 36 instances
of endorsement (65.5%) 18 of pronouncement (32.7%), and 1 of concurrence (1.8%).

As for endorse category [contraction: proclaim], we identified 36 instances in the pilot
sample, with 11.5 RF per 1000 words. It represents 22.1% of Engagement subtypes, 43.9% of
dialogic contraction, and 65.5% of proclaim, thereby ranking as the second most common
subtype of Engagement. According to Martin and White (2005), endorsement exploits the
grammar of reported speech, which is confirmed by the most frequent realizations found in
our pilot sample. Those are the reporting verbs, such as find, show, validate, exhibit, display,
verify, result, reveal, and demonstrate, which are typically used in academic discourse to
describe how evidence is tested or confirmed. The second common realization is the
nominalizations of these verbs, such as finding and validity. They are shown in the following
examples:

6.7. The findings can be considered a milestone and have important
implications for preparing professional English language teachers and achieving

quality and accountability in SLTE. (ELT 10)
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6.8. Results showed a positive effect for pre-teaching vocabulary in a
visual condition. (ESP 2)

6.9.  To capture the unique nature of collective teacher efficacy as reflected
in ELT settings, the current study attempted to develop and validate a context-specific
collective efficacy scale and use it in exploring collective efficacy beliefs in different
ELT contexts. (ELT 3)

These instantiations demonstrate the authorial voice undertaking the responsibility for
the proposition, which is thus presented and maximally warrantable (Martin & White, 2005).
They are an essential part of the authorial voice in academic writing, helping the author to
articulate how research results are presented and verified, which explains their frequent
occurrence in our pilot sample. Regarding the writer-reader solidarity, endorsement strategies
are designed to align the reader with the authorial value position, consequently preserving the
solidarity between them.

The subcategory of pronounce [contraction: proclaim] ranks as the fourth most
frequent Engagement subtype. It is represented by 18 instantiations (5.7 RF per 1000 words).
Pronouncement accounts for 11.0% of all Engagement subtypes, 22.0% of dialogic
contraction, and 32.7% of proclaim. We observed that the realizations of pronounce are
diverse and that in-depth reading is required to classify identified resources as
pronouncements. In our pilot sample, it is most typically signaled by adverbs remarkably,
significantly, and notably, verbs conclude and highlight, and adjective significant.
Instantiations are shown below.

6.10. Specifically, the experimentation, data quantification, and stereotyping
aspects remarkably noted in these studies have caused some methodological, topical,
and contextual research gaps in ELT research. (ELT 1)

6.11. We conclude that this pre-emptive multimodal approach heightens the
learners’ ability to notice vocabulary items thus providing an effective strategy to
increase vocabulary intake. (ESP 2)

6.12. Results demonstrated that there is a significant relationship between
teachers’ self-efficacy and their teaching styles. (ESP 10)

6.13. Informed consent forms (ICFs) in clinical trials are the only objective
testimony whether the information provided to participants is comprehensive and

presented in an accessible language. (ESP 8)
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In (6.10), remarkably serves to amplify the authorial commitment to a preposition.
Here, the author emphasizes “the experimentation, data quantification, and stereotyping ” as
the aspects which caused research gaps, thus signaling a strong evaluative stance. Similarly,
in (6.12), the authorial voice uses significant to amplify its commitment to the proposition
that the relationship between teachers’ self-efficacy and their teaching styles is important. In
(6.11), we conclude implies that the author has reached a definitive decision, which rules out
the possibilities for alternative positions and signals a strong commitment to a preposition.
The example (6.13) is a less typical instantiation of pronouncement, where the phrase the
only serves to exclude alternative positions, thus asserting strong authorial commitment and
placing the evaluative weight on the noun phrase it modifies. Concerning the interpersonal
risk in these examples, the author explicitly signals confidence in the given preposition,
which is expected to foster solidarity with putative readers and align them to the value
position. However, insisting upon the value or validity of the preposition may threaten the
author’s relationship with the reader.

The category of concur [contraction: proclaim], with only one instantiation (0.3 RF
per 1000 words), ranks as the Engagement subtype with minimal occurrence, alongside
distance. It represents 0.6% of all Engagement categories, 1.2% of dialogic contraction, and
1.8% of proclaim. Its representation in the pilot sample is as follows:

6.14. The effectiveness of explicit instruction, within the context of strategy

development in learners, has been widely accepted for several years. (ESP 2)

In the verb phrase has been widely accepted, the authorial voice affirms the preceding
proposition by presenting it as part of general knowledge. Like the instantiations of
pronouncement, it invites the reader to align with the value position presented by the author.
Nevertheless, in cases where the reader rejects such a value position, their solidarity may be

at risk.

6.1.2 Dialogic Expansion

Dialogic expansion, which opens up the space for alternative viewpoints, represents
49.7% of all Engagement resources. Within this category, the subcategory of entertain makes
up 64.2%, compared to attribution, which accounts for 35.8% of expansion resources. The
prevalence of the entertain subtype is largely due to the high frequency of modality, which

ranks first among all Engagement resources. Table 6, generated from UAM CorpusTool
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(version 6), presents details on dialogic expansion, with the number of instances of each

feature, its relative frequency, and local and global selection probabilities.

Table 6

Instantiation of dialogic expansion: number of instances (N), relative frequency per 1000

words, local and selection probabilities (%)

EXPANSION-TYPE N % %
- entertainment | 52 64.2 31.9
- attribution 29 35.8 17.8
TOTAL: 81| /100.0%  |49.7%
ENTERTAINMENT-TYPE N % %
- modality 39 75.0 23.9
- evidentiality 13 25.0 8.0
TOTAL: 52| |100.0% | |31.9%
ATTRIBUTION-TYPE N % %
- acknowledgment 28 96.6 17.2
- distance 1 3.4 0.6
TOTAL: 29| 1100.0%  |17.8%

In this pilot sample, entertain strategies account for 31.9% of all Engagement

categories and 64.2% of dialogic expansion. There are 52 occurrences of entertain, with a

relative frequency of 16.6 per 1000 words. Among these, modality represents 75.0% of

entertainment, whereas evidentials account for 25.0%.

Modality [expansion: entertainment], occurring 39 times with a relative frequency of

12.4 per 1000 words, represents 23.9% of all Engagement subtypes, 48.1% of dialogic

expansion, and 75.0% of Entertainment strategies. This makes it the most frequent

Engagement subtype. In our pilot sample, modality is typically represented by modal

auxiliaries may and can, but also other modal expressions, such as verb phrases attempt, tend

to, and aim at/to, nouns attempt, aim and perspective, adjective potential, about when used in

its adverbial role and subordinating conjunction whether. Some examples are shown below.

6.15. The current study aimed at exploring the most prominent constituent

elements of collective teacher efficacy beliefs and their contributing factors in the

specific context of English language teaching.(ELT 4)

6.16. To this aim, 30 English language teachers and instructors’ perceptions

of collective teacher efficacy were inspected through a series of in-depth interviews at

different high schools, English language institutes, and universities.(ELT 4)

6.17. English language teaching (ELT) research in Egypt is about four
decades old now. (ELT 1)
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6.18. Therefore, this study explores in detail the prospect and potential
challenges of teaching Englishes in Pakistan. (ELT 7)

6.19. They suggest how these challenges can be met from the perspective of
future employees in globalizing enterprises and practitioners of Business English

education in Chinese universities. (ESP 1)

The instances (6.15) and (6.16) exemplify how a verb phrase and its nominalization
can be used to signal modality. In both cases, we can observe the author’s intention and
degree of commitment to a particular objective, leaving space for a different outcome. In
(6.17), about is dialogically expansive in that it marks approximation rather than exact
information. Only in the case when about functions as an adverb can it be used to signal
modality. When used as a proposition (e.g. about the project), it does not have any role within
the Engagement system. In (6.18) and (6.19), the nouns prospect and perspective engage the
reader with a possibility rather than certainty, aligning them with epistemic modality.
Similarly, the adjective potential fulfills the same function and can is one of the most typical
realizations of modality.

In our pilot sample, we observe a common combination of the subtypes of modality
and deny. According to Fryer (2019), pairing dialogically contractive with dialogically
expansive resources serves to mitigate any potential threat to writer-reader solidarity. Some
instantiations of such pairings are shown below.

6.20. Replacing a local textbook with an imported coursebook, therefore,
may not necessarily be in the best interest of the country’s English language agenda.

(ELT 2)

6.21. The second scale development was continued to determine the item
scale factorial structure using confirmatory factor analysis (CFA) to confirm whether

the construct was consistent or not. (ESP 6)

Some less typical realizations of modality are the noun effort in (6.22) and the verb
design in (6.23), which both signal the author’s intention and commitment to a certain
objective but with a degree of uncertainty about the outcome, which opens up the dialogic
space to alternative results.

6.22. The inquiry involved asking them to keep reflective journals in an effort
to place their teaching in a critical perspective exposing the contradictory nature of

their professional situation. (ELT 9)
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6.23. The first developmental stage was designed to develop items for the
scale and to establish structure of factorial design utilizing a multivariate statistics of

exploratory factor analysis (EFA) test. (ESP 6)

Concerning the relationship between the writer and reader, modalizing expressions
accommodate alternative voices and diverse value positions, which can lead to potential
tension with dialogic alternatives since these value positions may not be universally accepted.
Nevertheless, acknowledging differing viewpoints creates an opportunity for solidarity with
the readers who hold different values.

Evidentials [expansion: entertainment], as another entertain-type heteroglossic
resource, appear 13 times, with a relative frequency of 4.1 occurrences per 1,000 words,
accounting for 8.0% of all Engagement subtypes, 16.0% of dialogic expansion, and 25.0% of
entertainment strategies, making it the antepenultimate Engagement subtype. In our pilot
sample, evidentiality is most commonly expressed with the verbs suggest, indicate, emerge
and lead to, which are all evidence-based and derived via the process of authorial deduction
(Martin & White, 2005). We did not note any instance of pseudo-questions. Some examples
are illustrated below.

6.24. The results of the confirmatory factor analysis indicated that the scale
showed indices of construct validity and suitably fit the proposed collective efficacy
model. (ELT 3)

6.25. They suggest how these challenges can be met from the perspective of
future employees in globalizing enterprises and practitioners of Business English
education in Chinese universities. (ESP 1)

6.26. Some common themes that emerged as the related contributing factors

included job satisfaction, administrative support, and shared leadership. (ELT 4)

Whereas the instantiations of evidentiality in (6.24) and (6.25) are common
illustrations of evidentiality, the verb emerge is less typical. In (6.26), emerge implies that the
themes were revealed through evidence within the research context. In each case, the
dialogically expansive value of evidentials, where the author validates alternative viewpoints,
provides the possibility of solidarity with putative readers.

The second category of dialogic expansion is attribution. In this pilot sample,
attribution strategies make up 17.8% of all Engagement categories and 35.8% of dialogic

expansion. There are 29 instances of attribution, with a relative frequency of 9.2 per 1000
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words. Within these occurrences, acknowledgment comprises 96.6% of attribution strategies,
while distancing constitutes the remaining 3.4%.

Acknowledgment [expansion: attribution] resources appear 28 times in the pilot
sample, with a relative frequency of 8.9 per 1,000 words. They account for 17.2% of all
Engagement subtypes, 34.6% of dialogic expansion, and 96.6% of attribution, thus being
ranked as the third most common Engagement subtype. Since this resource attributes the
proposition to an external voice, but with no overt indication of the author’s position (Fryer,
2013), it is typically represented by reporting nouns such as belief, perception, view, vision
and observation. Determining whether the authorial voice distances itself from the
proposition or merely acknowledges it depends on the context. The instances of
acknowledgment are as follows:

6.27. The current study aimed at exploring the most prominent constituent
elements of collective teacher efficacy beliefs and their contributing factors in the
specific context of English language teaching. (ELT 4)

6.28. In this article, through narrating the first author’s ethnographic
observations in a Chinese—Australian company, the researchers explore the
challenges of transnational and intercultural business in terms of English
communication and services. (ESP 1)

6.29. Specifically, the experimentation, data quantification, and stereotyping
aspects remarkably noted in these studies have caused some methodological, topical,

and contextual research gaps in ELT research. (ELT 1)

In (6.27) and (6.28), the realizations of acknowledgment are explicitly contributed to
teachers and other authors, respectively. In neither case does the authorial voice convey its
standpoint. Unlike these examples where acknowledgment is realized by reporting nouns, in
(6.29) it is signaled by a reporting verb. In this instance, the authorial voice acknowledges the
presence of an external perspective, which is not explicitly attributed to any identifiable
external source; however, the context suggests that it originates from other researchers. In
each case, authors position themselves as relatively neutral towards the value position being
presented (Fryer, 2019). Consequently, writer-reader solidarity is likely to be maintained, as
the authorial viewpoint is not explicitly articulated, allowing for the inclusion of other voices.

Concerning distancing [expansion: attribution], it represents the least frequent

Engagement resource, alongside concurrence, with only one instance in our pilot sample and
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a relative frequency of 0.3 per 1,000 words. It comprises 0.6% of all Engagement subtypes,
1.2% of dialogic expansion, and 3.4% of attribution. Its realization is shown below:

6.30. Although some studies have attempted to uncover the practicality of this

call, they are mostly based in Inner Circle and Expanding Circle countries as

opposed to Outer Circle countries with a colonial past. (ELT 7)

In this example, the verb attempt detaches the author from the proposition by
attributing it to other authors. Furthermore, the author does not maintain a neutral position by
indicating the limitations of the study, which are mostly based in Inner Circle instead of
encompassing Outer Circle as well. In addition to the context that primarily indicates the
distancing effect, it is further reinforced by the countering resource realized by the
subordinating conjunction although. In other contexts, the verb attempt can be classified as
acknowledgment in the case when the author preserves the neutral position. The interpersonal
risk of distancing resources is typically increased as distancing oneself from an alternative
viewpoint can threaten writer-reader solidarity, especially if it contradicts or challenges the
reader's knowledge, beliefs, or values (Fryer, 2019).

6.1.3 Summary

To summarize, the statistical analysis of the overall pilot sample shows no significant
difference in the frequency of occurrence between the resources of dialogic contraction and
expansion, though contraction shows a slight prevalence. Among these, the resources of
modality [expansion: entertainment] are the most common, slightly surpassing endorsement
[contraction: proclaim], with a relative frequency of 12.4 per 1000 words compared to 11.5
per 1000 words. The balanced distribution of the most common resources in both
Engagement categories indicates that the authors equally opt for the modalizing locutions
grounded in authorial subjectivity (e.g. may, can, tend to etc.) and the resources by which
they ascribe a proposition to an external resource which is highly warrantable (e.g. show,
reveal, demonstrate, find etc.).

As stated above, the prevailing resource of dialogic contraction is endorsement
[contraction: proclaim] (11.5 RF/1000 words), followed by pronouncement [contraction:
proclaim] (5.7 RF/1000 words), denial [contraction: disclaim] (4.5 RF/1000 words), counter
[contraction: disclaim] (4.1 RF/1000 words) and concurrence [contraction: proclaim] (0.3

RF/1000 words). Endorsement resources [contraction: proclaim], most commonly expressed
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through reporting verbs, ground arguments in the subjectivity of an external source, and their
high frequency suggests that the authorial voice generally refrains from disaligning with the
third party. Therefore, the authors adopt a cautious approach to preserve solidarity with their
readers. Regarding other resources of dialogic contraction, all of which occur at less than half
the frequency of endorsement, we could observe some realizations typically used in academic
writing, such as adverbs remarkably, significantly and notably [contraction: pronouncement]
or conjunctions while, but, although [contraction: counter]. The lowest frequency of
concurrence resources [contraction: proclaim], detected in one verb phrase (has been widely
accepted) may be attributed to their dialogic effect of overt agreement with the putative
reader, which can potentially undermine solidarity with the audience by placing excessive
emphasis. Consequently, authors tend to avoid utilizing this resource.

In terms of dialogic expansion, modals [expansion: entertainment] emerge as the
dominant resource with a relative frequency of 12.4 per 1000 words, followed by
acknowledgment [expansion: attribution] (8.9 RF/1000 words), evidentials [expansion:
entertainment] (4.1 RF/1000 words) and distance [expansion: attribution] (0.3 RF/1000
words). As previously mentioned, modalizing locutions (e.g. modal verbs may and can, aim
(n.,v.), adjective potential etc.) ranking first among all Engagement resources, can be used
without concern of threatening writer-reader alignment as they are grounded in the authorial
subjectivity, which explains why authors largely favor this resource. Acknowledgments, such
as nouns belief, perception, view etc., serve a similar purpose and are therefore frequently
used in the pilot sample as well. Evidentials (e.g. verbs suggest, indicate, lead to), which
require both evidence and authorial deduction are somewhat less prevalent. Finally, in
distancing, “the textual voice dissociates and disaligns itself from some externally sourced
proposition” (Fryer, 2019, p. 177), which can increase the interpersonal risk. Consequently,

authors typically refrain from using this resource.

6.2 Engagement Resources across Rhetorical Moves

In this section, we discuss the distribution of Engagement resources across the
rhetorical moves of RA abstracts, namely introduction, purpose, method, product, and
conclusion, as defined by Hyland (2004). For the purposes of this research, we use the terms
rhetorical move and section interchangeably. Table 7 provides an overview of the rhetorical

move density in the pilot sample.
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Table 7
Overview of rhetorical move density: number of sentences annotated as a specific move (N)

and global selection probability (%) of rhetorical moves

RHETORICAL-MOVES-TYPE N % Per1000Wds
- introduction 34 27.2 10.8
- purpose 22 17.6 7.0
- method 24 19.2 76
- product 31 24.8 9.9
- conclusion 14 11.2 45
TOTAL: 125/100.0% 39.8

Table 7 indicates that the majority of the text was annotated as belonging to the
introduction section, followed by purpose, method, product, and conclusion. In the following
sections, we will discuss the distribution of the resources of heteroglossic Engagement across

each move of the abstract separately.

6.2.1 The Introduction Sections

According to Hyland (2004), the purpose of introductions is to establish the context of
the article, provide its essential background, indicate the importance of the topic and motivate
the research or discussion (see section 5.2). In our pilot sample, we identified 38 instances of
heteroglossic Engagement in introductions (RF of 48.2 per 1000 words), with 20 (RF of 25.3
per 1000 words) classified as expansion and 18 instances (RF of 22.8 per 1000 words) as
contraction. Table 8 summarizes Engagement subtypes in introductions ranked by global
selection probabilities, including the number of instances, frequency of occurrence per 1000

words and most common realizations.

Table 8
Heteroglossic Engagement subtypes in introduction sections ranked by global selection
probability, with number of instances, frequency of occurrence per 1000 words and most

common realizations

Engagement Subtypes G% No. of RF/1000 Most Common
in Introduction instances words Realizations
Sections
Acknowledge 28.9 11 13.9 view (n.),
[expansion: attribution] perception (n.),
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report on, review

(V)
Counter  [contraction: 23.7 9 114 however, still,
disclaim] although, conflict
with (v.)
Modals [expansion: 21.1 8 10.1 about, attempt (n.,
entertainment] V), whether,

evaluate (v)

Pronounce [contraction: 10.5 4 5.1 significant,
proclaim] importance,

mostly, necessary

Deny [contraction: 5.3 2 2.5 little, as opposed to
disclaim]

Endorse  [contraction: 53 2 2.5 represent, exhibit
proclaim] (v.)

Distance  [expansion: 2.6 1 1.3 attempt (v.)
attribution]

Concur  [contraction: 2.6 1 1.3 widely accepted
proclaim]

Evidentials [expansion: 0.0 0 0.0 /

entertainment]

The resources of acknowledgment emerge as the most dominant category in
introductions. When measured against the overall pilot sample, it ranks third, with a global
selection probability (G%) of 17.2, whereas in introductions it ranks first, with a global
selection probability (G%) of 28.9. The prevalence of acknowledgment strategies can be
explained by their function of attributing a proposition to an external source, thereby making
the authorial voice less overt. In introductions, this external voice typically represents other
authors who establish the foundation of prior research, which is illustrated in:

6.31. Given the Malaysian English curriculum emphasis on learners’
intercultural skills, the question that arises is whether imported coursebooks meet

local learners’ needs. (ELT 2)
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In this example, the external voice is not attributed to any author in particular, but to
the policymakers of the Malaysian English curriculum, whose perspective is being challenged
by the authorial voice further in the article. In any case, the external voice originates from an
external source, wherein the authorial voice remains backgrounded.

The second most prominent Engagement subtype in introductions is counter. In
comparison to the overall pilot sample, this feature demonstrates a significantly higher
prominence in the introduction move, while ranking sixth in the overall abstract (G% of 23.7
in introductions versus G% of 8.0 in the entire abstract). According to Fryer (2019), one of
the key phases of introductions is identifying the gap in the field, which is realized by
contrastive features, such as counter or deny or their pairing, as in:

6.32. One of the major changes that scholars have called for is the need to
incorporate the diversity of the form, user and culture of English into the existing ELT

curriculum. However, this still remains at a theoretical level. (ELT 7)

Modals, which rank first in the entire abstract, are the third most prominent feature in
the introduction move. As can be seen in Table 4 and Table 8, their global selection
probabilities are similar (G% of 23.9 in the entire abstract versus G% of 21.1 in
introductions). The prominence of modals in introductions can be associated with the shift in
focus from previous to current research, where the authorial voice does not attribute the
proposition to an external source but grounds it in their subjecthood (Fryer, 2019), as in:

6.33. This paper describes a structured attempt to integrate the flipped

classroom model into a senior-level course at the higher education level. (ELT 5)

Pronouncements, which rank fourth in introductions, show a relatively lower
frequency of occurrence compared to the Engagement subtypes occupying the top three
positions in the ranking. In comparison to modals, which have a global selection probability
of 21.1, pronouncements are represented at half that frequency (G% of 10.5). When
considering their representation in the entire pilot sample, pronouncements in introductions
display a similar frequency. In both cases, they rank fourth, with a global selection
probability (G%) of 11.0 in the abstract as a whole and 10.5 in introductions. Since
pronouncements amplify authorial commitment to the proposition and rule out the
possibilities for alternative positions, they have the potential to increase interpersonal risk, a

stance that is seldom adopted in introductions. One of the examples where the authorial voice
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employs pronouncement features without posing much threat to the writer-reader solidarity is
shown below:

6.34. Teacher learning is of significant importance in mainstream education

and a number of attempts have been made to measure the quality of teacher learning

across different contexts. (ELT 8)

The features of deny and endorse are represented in introductions with a global
selection probability of 5.3%, placing them fifth and sixth in the ranking. Their frequency is
half that of pronouncement, the feature ranked immediately above them. Compared to their
representation in introductions, denials are represented in the entire pilot sample by the global
selection probability of 8.6%, whereas endorsement demonstrates a significantly higher
global selection probability of 22.1%.

In introductions, denials are represented by two realizations (as opposed to and little),
both of which introduce a rejection of an implied alternative, as in:

6.35. Although some studies have attempted to uncover the practicality of this
call, they are mostly based in Inner Circle and Expanding Circle countries as

opposed to Outer Circle countries with a colonial past. (ELT 7)

In this instance, the sentence implicitly contrasts where studies are conducted,
specifically negating or rejecting the inclusion of Outer Circle countries. The use of as
opposed to establishes this contrast by denying or rejecting the possibility that Outer Circle
countries have been equally represented. It is interesting to note that in introductions there are
no instances of morphological negation.

About the endorsement feature, it is typically used in introductions to establish the
overall field of study (Fryer, 2019), as we can see below:

6.36. The correct use of frequently occurring word combinations represents

an important part of language proficiency in spoken and written discourse. (ESP 4)

The verb represent demonstrates the author’s strong commitment to the preposition,
which is expected to be more commonly seen in the product section, when the authorial voice
presents the research results, rather than in the introduction, where the topic is introduced.

The features of distance and concur are represented by just one example in the whole
abstract. Interestingly, both instances appear in the introductions (see examples 6.30 and

6.14). In 6.30, the authorial voice explicitly detaches itself from previous research and its
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failed attempt to “uncover the practicality of this call”, positioning its own study as a possible
solution to the issue. In 6.14, the author uses concurrence in order to establish the territory for
current research.

Regarding evidentials, we found no instances in introductions whereas in the entire
abstract their global selection probability is 8.0%. Since the use of evidentials relies on
evidence-based postulations, it is not typical to employ such a deduction process in
introductions, which serve to set the article's context, provide background information,
highlight the importance of the topic and motivate the research or discussion.

In summary, we could observe that the distinction in frequency between dialogic
contraction and expansion is minimal in both whole abstracts and introductions. Therefore,
the extent to which frequency alone influences the dialogic expansion or contraction of a text
is open to debate. From a more fine-grained perspective, introductions are characterized by a
high frequency of acknowledgment strategies attributing the preposition to an external
source, which often represents previous researchers who lay the groundwork for the study.
This heteroglossic position creates the dialogic space for alternatives, which is further in the
abstract filled by the authorial perspective.

6.2.2 The Purpose Sections

The purpose section serves to outline the aim of the article, as well as its objective,
thesis, or hypothesis (Hyland, 2004). Our pilot sample contains 37 instances of heteroglossic
Engagement in this move, with a relative frequency (RF) of 56.1 per 1000 words. Among
these, 23 instances (RF of 34.9 per 1000 words) were categorized as expansion, and 14
instances (RF of 21.2 per 1000 words) as contraction. Table 9 provides the summary of the
Engagement subtypes in the purpose sections, ranked by global selection probability. The
table includes the number of instances, relative frequency per 1000 words, and the most

common realizations.

Table 9
Heteroglossic Engagement subtypes in purpose sections ranked by global selection
probability, with number of instances, frequency of occurrence per 1000 words and most

common realizations

97



Heteroglossic G% No. of RF/1000 Most Common
Engagement Subtypes instances words Realizations

in Purpose Sections

Modals [expansion: 40.5 15 22.8 attempt (v.), aim at,
entertainment] prospect, potential
(adj.), whether,

estimate (v.)

Acknowledge 21.6 8 12.1 draw on,
[expansion: attribution] observation, reveal,

report (v.), belief

Endorse  [contraction: 18.9 7 10.6 validate, establish,
proclaim] validity, reliability
Pronounce [contraction: 10.8 4 6.1 determine, confirm,
proclaim] the most prominent
Deny [contraction: 8.1 3 4.6 not, un-, non-
disclaim]

Evidentials [expansion: 0.0 0 0.0 /
entertainment]

Distance  [expansion: 0.0 0 0.0 /
attribution]

Concur  [contraction: 0.0 0 0.0 /
proclaim]

Counter  [contraction: 0.0 0 0.0 /
disclaim]

As Table 9 indicates, modals stand out as the most frequently occurring category in
the purpose sections, with a global selection probability of 40.5%. Similarly, Table 4 shows
that modals rank highest in the entire pilot sample as well (G% of 23.9), although this is
lower than their probability in the purpose sections. Since modality indicates likelihood
stemming from the author's subjectivity (see section 3.4.1.), the authorial voice employs
modalizing locutions in the purpose sections to convey the authors’ effort to achieve a
specific research goal, which may or may not be successful. In doing so, the author expands
the dialogic space for an alternative outcome, which is illustrated below.
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6.37. To capture the unique nature of collective teacher efficacy as reflected in
ELT settings, the current study attempted to develop and validate a context-specific
collective efficacy scale and use it in exploring collective efficacy beliefs in different
ELT contexts. (ELT 3)

About the category of acknowledgment, which ranks second in the purpose sections

(G% of 21.6), we noted that it holds the third position in the abstract as a whole, with similar

global selection probability (G% of 17.2). Compared to the top-positioned category of

modals, the global selection probability of acknowledgment in the purpose sections is almost

50% lower (G% of 40.5 as opposed to G% of 21.6). Like in introductions, the role of

acknowledgment in explaining the purpose involves recognizing the previous body of
knowledge, which is then further evaluated in the text, as in:

6.38. The current study aimed at exploring the most prominent constituent

elements of collective teacher efficacy beliefs and their contributing factors in the

specific context of English language teaching. (ELT 4)

In this example, the previous body of knowledge belongs to the teachers and refers to
the beliefs they hold about their collective ability to impact student learning and success. The
authorial voice is not explicitly present in the statement, suggesting a neutral stance towards
it.

The category of endorsement ranks third in the purpose section (G% of 18.9), whereas
it is ranked second in the abstract as a whole (G% of 22.1). While endorsement typically
serves to present a preposition as highly warrantable by attributing it to an external source, in
the purpose section it is not necessarily related to an explicitly stated external voice, which
can be seen in:

6.39. The present study aimed to develop a new motivational teaching
instrument and provide indication for the scale’s validity and reliability of English for
Specific Purposes (ESP) teachers’ basic psychological need fulfillment in online
teaching (BPNOT), using samples of Indonesian novice and experienced ESP

teachers across genders. (ESP 6)

In the given example, validity and reliability are implicitly associated with established

conventions in the field of educational measurement, instead of particular external research or
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author. Either way, the proposition is considered fully credible, leaving no space for
alternatives.

The fourth-ranked category is pronouncement, with a global selection probability of
10.8%. In the overall pilot sample, it occupies the same position (G% of 11.0). Consistent
with its role in the abstract as a whole, it serves to amplify the authorial commitment to a
preposition, as in

6.40. The current study aimed at exploring the most prominent constituent
elements of collective teacher efficacy beliefs and their contributing factors in the

specific context of English language teaching. (ELT 4).

Denials hold the fifth position, with a global selection probability of 8.1%,
maintaining the same ranking as observed in the whole abstract (G% of 8.6). Out of three
identified instances, two are morphological negations, one of which is presented below.

6.41. This study's purpose is to examine and compare the impact of flipped
classrooms versus non-flipped as a means to contribute to the growing line of
research on flipped teaching through an evaluation of both methods’ academic

outcomes, along with students’ perceptions for their learning experience. (ELT 5)

In the purpose sections, we did not identify the resources of evidentiality, distancing,
concurring and countering. Across the entire pilot sample, these four subtypes also rank in the
bottom four positions, with global selection probabilities of 8.0%, 0.6%, 0.6% and 8.0%,
respectively.

Overall, in the purpose sections, dialogic expansion predominates over dialogic
contraction, with global selection probabilities of 62.2% and 37.8%, unlike the entire pilot
sample where contraction surpasses expansion, with global selection probabilities of 50.3%
and 49.7%, respectively. From a more detailed perspective, we can observe that modals are
the predominant Engagement resource in both the entire pilot sample and the purpose
sections. This suggests that authors choose to present their voice as one of the available

alternatives and reflects their attempt to accomplish a particular research objective.

6.2.3 The Method Sections

The method section outlines the design, procedures, data, assumptions, approach, and

other elements related to the study. The pilot sample includes 14 instances of heteroglossic
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Engagement in this move (RF of 29.4 per 1000 words), which is relatively lower compared to

other moves. Among these, 9 instances (RF of 18.9 per 1000 words) are classified as

expansion, while 5 instances (RF of 10.5 per 1000 words) fall under contraction. Table 10

summarizes the Engagement subtypes in the method sections, ranked by global selection

probability. It details the number of instances, frequency of occurrence per 1000 words, and

the most common realizations.

Table 10

Heteroglossic Engagement subtypes in method sections ranked by global selection

probability, with number of instances, frequency of occurrence per 1000 words and most

common realizations

Heteroglossic G% No. of RF/1000 Most Common

Engagement Subtypes instances words Realizations

in Method Sections
Modals [expansion: 35.7 5 10.5 try, effort,
entertainment] perspective
Acknowledge 28.6 4 8.4 obtain, propose,
[expansion: attribution] perception
Endorse  [contraction: 214 3 6.3 verify, validate
proclaim]
Pronounce [contraction: 7.1 1 2.1 the most prominent
proclaim]
Deny [contraction: 7.1 1 2.1 not
disclaim]
Evidentials [expansion: 0.0 0 0.0 /
entertainment]
Distance  [expansion: 0.0 0 0.0 /
attribution]
Concur  [contraction: 0.0 0 0.0 /
proclaim]
Counter  [contraction: 0.0 0 0.0 /
disclaim]
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As can be seen from Table 9 and Table 10, the frequency distribution of Engagement
resources in purpose and method sections is the same. In both cases, the prevailing resource
are modals. Their global selection probability in method sections is 35.7%. In this rhetorical
move, modalizing expressions are employed to convey the degree of authorial investment in
the preposition, indicating an outcome that is not entirely certain, as the verb try in:

6.42. Based on the seven-component initial model obtained from qualitative
content analysis, a 32-item questionnaire was developed and tried on 405 EFL

teachers and instructors. (ELT 3)

The verb try indicates that the questionnaire was not definitively successful or fully
established but was instead put into practice to observe its effectiveness. Despite its
investment, the authorial voice includes the possibility that the questionnaire could be
refined, opening the dialogic space for an alternative outcome.

Regarding acknowledgment (G% of 28.6), which ranks second, we observed that, in
the method sections, it serves to present methodological choices and instruments as credible,
by attributing them to an external source, which is the case with the verb obtain in 6.43.The
verb obtain attributes the preposition to a qualitative analysis, which is considered neutral by
the author and thus warrantable.

Endorsement is ranked third in the method section (G% of 21.4). In this rhetorical
move, it is associated with confirming the reliability of particular methodological practices,
presenting them as unquestioned research standards, as illustrated below.

6.43. After developing the scale and administering it to 184 ELT teachers, it
was validated through both exploratory and confirmatory factor analyses which
resulted in a few alterations. (ELT 8)

The verbs validate and result serve to frame the methods as conclusive and beyond
dispute, thereby eliminating alternatives viewpoints, which is a characteristic feature of
endorsement resources.

The features of pronouncement and denial appear with a global selection probability
of 7.1%, ranking fourth and fifth. As with previous rhetorical moves, pronouncements in
method sections serve to reinforce authorial commitment to a proposition, as in:

6.44. To achieve this goal, guided by the related literature, the most
prominent constituent elements of collective teacher efficacy were identified through
a series of semistructured interviews with English language teachers and instructors

in educational contexts of school, institute, and university. (ELT 3)
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In denials, we could observe the instances of local negation, which does not entail the
negation of an entire clause and therefore does not produce a significant syntactic effect, as
in:

6.45. This article reflects on the first author’s action research, using student
presentations as a pedagogical practice with first year postgraduate students not

majoring in English in a Chinese university. (ESP 9)

As with the purpose sections, we did not identify the resources of evidentiality,
distancing, concurring and countering in the method sections either.

In short, in the method sections, dialogic expansion outweighs dialogic contraction,
with global selection probabilities of 64.3% and 35.7%, respectively. A closer look reveals
that authors typically choose the resources of modality, which aligns with both the purpose
section, as well as the abstract as a whole. Modals are followed by acknowledgment and
endorsement, which exhibit a more significant relative frequency per 1000 words, whereas all

other resources are represented to a lesser extent.

6.2.4 The Product Sections

The product section, which presents information on research findings, exhibits the
highest relative frequency per 1000 words of Engagement strategies among all rhetorical
sections, with an RF of 63.1 per 1000 words (55 instances). Out of these, 35 instances (RF of
40.2 per 1000 words) are categorized as contraction whereas 20 instances (RF of 23.0 per
1000 words) as expansion, which is the opposite of introduction, purpose, and methods
sections, where dialogic expansion prevails. Table 11 provides a summary of the Engagement
subtypes in the product sections, arranged by global selection probability. It includes the
number of instances, frequency of occurrence per 1000 words, and the most frequent

realizations.

Table 11
Heteroglossic Engagement subtypes in product sections ranked by global selection
probability, with number of instances, frequency of occurrence per 1000 words and most

common realizations
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Heteroglossic G% No. of RF/1000 Most Common
Engagement Subtypes instances words Realizations

in Product Sections

Endorse  [contraction: 38.2 21 24.1 find, finding, result
proclaim] (n.), show (v.),
validity, validation,

reveal, display (v.),

demonstrate
Evidentials [expansion: 20.0 11 12.6 indicate, emerge,
entertainment] suggest, lead to
Modals [expansion: 10.9 6 6.9 proposed (adj.),
entertainment] may, can,

perspective,  tend

to, propose
Deny [contraction: 10.9 6 6.9 un-, no, non-, lack
disclaim]
Pronounce [contraction: 7.3 4 4.6 remarkably,
proclaim] significantly,
significant
Counter  [contraction: 7.3 4 4.6 though, while, but
disclaim]
Acknowledge 55 3 3.4 note (v.), belief
[expansion: attribution]
Concur  [contraction: 0.0 0 0.0 /
proclaim]
Distance  [expansion: 0.0 0 0.0 /

attribution]

Endorsement is by far the most dominant Engagement resource in products, with a
global selection probability of 38.2%, compared to 20.0% of evidentiality, which ranks
second. Compared to the overall pilot sample, it exhibits significantly higher global selection
probability in products (38.2% in products versus 22.1% in the whole abstract) and a greater

relative frequency per 1000 words (24.1 in products versus 11.5 in the whole abstract),
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although it ranks second in abstracts as a whole. Since the resources of endorsement serve to
attribute the preposition to an undeniable external source, thus offering no space for
alternative positions, they are suitable for framing research results. This indicates that, in
presenting results, the authorial voice adopts a dialogically contractive position, asserting the
results with firm assurance of their correctness. This is illustrated with the verb demonstrate
in the example below. The verb signals the author’s strong agreement with the research
results, whose credibility is not subject to doubt.

6.46. Results demonstrated that there is a significant relationship between

teachers’ self-efficacy and their teaching styles. (ESP 10)

Evidentials rank second in product sections, with a global selection probability of
12.6%, which is 50% lower than that of endorsements. In the overall pilot sample, evidentials
rank third to last (G% of 8.0), indicating they are significantly more prominent in product
sections. Since the use of evidentials relies on evidence-based postulations, their use in
product sections is quite common, as this section typically serves to present research results.
This is shown in the example below, where verb indicate signals that the conclusion is drawn
based on data analysis and the statement is grounded in evidence.

6.47. The results of the confirmatory factor analysis indicated that the scale
showed indices of construct validity and suitably fit the proposed collective efficacy

model. (ELT 3)

Modality and denials rank third and fourth in product sections, with a global selection
probability of 10.2%. As noted earlier, modals ranks first in the whole pilot sample (G% of
23.9) whereas the category of deny ranks fifth (G% of 8.6). The purpose of modalizing
locutions in product sections is to avoid overstating authorial certainty and showing openness
to alternative interpretations, as in:

6.48. The results of the confirmatory factor analysis indicated that the scale
showed indices of construct validity and suitably fit the proposed collective efficacy

model. (ELT 3)

In this example, the adjective proposed positions the preposition collective efficacy

model as one of the possible options, whereas the scale mentioned in this sentence can fit

other models, which invites the readers to consider alternative positions.
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With regard to denials, we identified the instances of both morphological and noun
phrase negation. Since their character is local, they do not perform the role of addressing and
rectifying misconceptions, as exemplified in:

6.49. Though some relative differences were found between the published and
unpublished studies in the areas and contexts researched, both types of studies were

similar in the research methods used and nature of the topics covered. (ELT 1)

The Engagement categories that occupy the fifth and sixth position in the ranking,
with a global selection probability of 7.3%, are counter and pronounce. Within the entire
abstract, pronouncement exhibits a slightly higher representation (G% of 11.0), ranking
fourth. Counter shows a representation similar to that in the product sections, ranking fifth,
with a global selection probability of 8.0%.

As in other sections, pronouncement in the product section serves to reinforce the
authorial position, as illustrated in example 6.12. As for counter, it serves to identify and
correct misconceptions, as illustrated below.

6.50. Though some relative differences were found between the published and
unpublished studies in the areas and contexts researched, both types of studies were

similar in the research methods used and nature of the topics covered. (ELT 1)

The resources of acknowledgment rank seventh in production sections (G% of 5.5)
whereas they occupy the third position in the overall ranking (G% of 17.2). Such low
representation in this rhetorical move can be explained by the fact that acknowledgment
serves to attribute a preposition to an external source, whereas in product sections, the
authorial voice directly presents their findings. This is demonstrated by the example below,
where the authorial voice contrasts their own findings with the general body of knowledge
held by English teachers, which is framed by the noun belief.

6.51. Applying a one-way ANOVA also revealed that the three educational
contexts differed significantly with respect to English teacher collective efficacy

beliefs. (ELT 3)

As with the previous rhetorical moves, we did not identify the instances of
concurrence and distance in this move either.
In general, we have observed that, unlike other rhetorical moves, the strategies of

dialogic contraction are particularly prevalent in product sections, with endorsement
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strategies being especially prominent. This can be easily explained by the fact that the
product section is designed to present the author’s research findings, which are based on
thorough or empirical research. The results obtained in this manner are not open to
negotiation by the authorial voice, thereby limiting the dialogic space for alternative

perspectives.

6.2.5 Conclusion Sections

In the conclusions, which interpret the results, discuss implications, draw inferences,
highlight applications, and explicitly emphasize the broader significance of the research (see
section 5.2), we found 19 instances of heteroglossic Engagement (RF of 55.6 per 1000
words). Among these, 10 instances (RF of 29.2 per 1000 words) are classified as dialogic
contraction, whereas 9 instances (RF of 26.3 per 1000 words) fall under dialogic expansion,
showing no significant difference between the two categories. Table 12 summarizes the
Engagement subtypes in conclusions, detailing their global selection probabilities,

frequencies and most common realizations.

Table 12
Heteroglossic Engagement subtypes in conclusion sections ranked by global selection
probability, with number of instances, frequency of occurrence per 1000 words, and most

common realizations

Heteroglossic G% No. of RF/1000 Most Common
Engagement Subtypes instances words Realizations

in Conclusion Sections

Modals [expansion: 26.3 5 14.6 interpretation, can
entertainment] be considered,

may, evaluate

Pronounce [contraction: 26.3 5 14.6 largely,  notably,

proclaim] conclude, highlight
(n)

Endorse  [contraction: 15.8 3 8.8 result (n.), findings,

proclaim] portray

Evidentials [expansion: 10.5 2 5.8 suggest, indicate
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entertainment]

Acknowledge 10.5 2 5.8 perception, belief
[expansion: attribution]

Deny [contraction: 10.5 2 5.8 not
disclaim]

Counter  [contraction: 0.0 0 0.0 /
disclaim]

Concur  [contraction: 0.0 0 0.0 /
proclaim]

Distance  [expansion: 0.0 0 0.0 /

attribution]

In conclusion sections, modals and pronouncements are the most prevalent
Engagement resources, both with G% of 26.3. In the overall pilot sample, modals occupy the
same position (G% of 23.9) while pronouncements rank fourth (G% of 11.0). Whereas
modals expand the dialogic space by conveying conclusions with caution, providing space for
the reader to disagree, pronouncements emphasize the authorial stance, thereby further
limiting the dialogic space. The role of modality in conclusions is to signal that research
results are not absolute but rather subject to further investigation or interpretation, as in:

6.52. The findings can be considered a milestone and have important
implications for preparing professional English language teachers and achieving
quality and accountability in SLTE. (ELT 10)

The modalizing locution can be considered helps to soften the assertiveness of a
statement, allowing the reader to disagree with the importance of the findings discussed.

Regarding the category of pronounce, it emphasizes the authorial stance, as seen in
other sections, thus enhancing the plausibility of the author's conclusion, which is illustrated
below.

6.53. Drawing on decolonial perspectives, notably, the idea of ‘geopolitics of
knowledge’, the article contributes to our understanding of the politics of the
neoliberal discourses of English constructed through contemporary ELT development

aid projects by illustrating how such discourses of English and development may hide
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coloniality through the promotion of Euro-centric epistemological approaches as a

universal solution to global problems. (ELT 6)

The category of endorsement occupies the third position in conclusions (G% of 15.8),
while it ranks second in the entire pilot sample (G% of 22.1). In conclusions, endorsement
serves to add weight to the credibility of the results previously revealed, thus limiting the
dialogic space for other positions. In the example below, the noun findings suggests
credibility of the research conducted, making the conclusion persuasive.

6.54. The findings can be considered a milestone and have important
implications for preparing professional English language teachers and achieving

quality and accountability in SLTE. (ELT 10)

Evidentiality, acknowledgment and deny rank fourth, fifth and sixth in conclusion
sections, each with an equal global selection probability of 10.5. In the abstract as a whole,
evidentials occupy the penultimate position (G% of 8.0), while acknowledgment ranks third
(G% 17.2) and deny fifth (G% of 8.6).

Similar to the product section, the purpose of evidentials in conclusions is to
demonstrate that the conclusion is derived from data analysis and is supported by evidence,
while also leaving space for alternative interpretations. In the following example, the verb
suggest signals that the author is offering ideas and recommendations, rather than presenting
them as definite.

6.55. In light of these results and interpretations, the author suggests some

steps for reforming ELT research practices in Egypt. (ELT 1)

With regard to acknowledgment, their purpose in conclusions is to refer to various
perspectives without fully endorsing them. Similar to the product section, this Engagement
resource is not predominant, as both sections mainly focus on discussing the author’s
findings. In the instance below, the noun perceptions presents a subjective viewpoint, which
does not belong to the author, but to senior-year ELT students, as reflected throughout the
text. Therefore, the author maintains neutrality toward it.

6.56. Results indicate largely positive perceptions and satisfying learning

experiences. (ELT 5)
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In the instances of denial identified in the conclusion sections, as illustrated in
example 6.1, the scope of negation encompasses the modal verb, which makes it moderate,
yet stronger than the morphological negation.

The instances of countering, concurrence and distancing were not identified in the
conclusion sections.

In summary, the resources of dialogic contraction slightly prevail in conclusion
sections, similar to product sections, although the difference is more pronounced in the latter.
The most dominant resources are modality and pronouncement, where the former expands
the dialogic space while the latter limits it. As mentioned earlier, the dominance of modality
reflects the author’s cautious approach when interpreting the results of their research,
allowing room for the audience to interpret the results in other ways. They also
predominantly use pronouncement resources to reinforce their value position. Other resources
are almost equally represented in conclusions, with the exception of countering, concurrence

and distancing, which we did not identify.

6.2.6 Summary

The statistical analysis reveals that introduction, purpose and method sections
construe a relatively open dialogic space, whereas products and conclusions restrict the
dialogic space for alternative positions, particularly in the product section. Therefore, as the
text unfolds, the authorial voice increasingly limits the range of alternative perspectives.

A closer inspection of the distribution of Engagement resources in rhetorical moves
individually shows the prevalence of acknowledgment resources in introductions, such as the
nouns view, perception, belief and the like, which are all attributed to an external source,
laying the foundation for the study. In the purpose and method sections, we observed the
dominance of modality resources, which reflects the author’s effort to achieve a specific
research goal and their investment in the proposition, while also leaving the space for the
possibility of failure, thus expanding the dialogic space for alternative perspectives. The
limits of the dialogic space in products are explainable, as the authorial voice asserts the
research findings with strong confidence in their accuracy. In conclusions, on the other hand,
it is anticipated that the authorial voice would acknowledge alternative viewpoints while
interpreting research results; however, this is not supported by a simple statistical analysis. A
more detailed examination of the distribution of individual Engagement subtypes shows that

modality and pronouncement are the most dominant subtypes in the conclusion sections. This
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suggests that, despite the slight prevalence of dialogic contraction, authors do consider their
voice as just one of the possible options when interpreting results. Dialogic contraction in
conclusions is reinforced by the use of pronouncement resources, such as adjectives largely
and notably, which add emphasis to the authorial position.

The interpretation of the results is limited by the fact that not all abstracts contain an
equal number of rhetorical moves, implying that some abstracts are missing certain moves.
Despite these limitations, the analysis provides valuable insights into the way Engagement
resources shape the dialogic space within different rhetorical moves of research article

abstracts.

6.3 Engagement Resources in ELT and ESP

This section compares Engagement resources in the ELT and ESP pilot samples to
determine if there are significant differences in their use. As in the two previous sections, we
adopted the UAM Corpus Tool to obtain the statistical results. The tool also performed the
Chi-Square test to determine the statistical significance of the differences. We conducted the
analysis considering the relative frequency per 1000 words.

The total number of heteroglossic Engagement resources in the two subsets is 163,
with 104 belonging to the ELT pilot sample (RF of 60.0 per 1000 words) and 59 to the ESP
pilot sample (RF of 42.0 per 1000 words). For the resources of dialogic contraction and
expansion individually, the statistical results show that the ELT pilot sample contains 54
instances of dialogic contraction (RF of 31.2 per 1000 words), whereas the ESP pilot sample
has 28 instances (RF of 19.9 per 1000 words). Therefore, p = 0.0492 (<.01) indicates a
statistically significant difference in dialogic contraction between the two pilot samples (++).
On the other hand, no statistically significant difference was found in dialogic expansion (p =
0.2309), where we identified 50 instances in the ELT pilot sample (RF of 28.9 per 1000
words) and 31 instances in the ESP pilot sample (RF of 22.0 per 1000 words). The
descriptive statistics of heteroglossic Engagement in the two pilot samples is presented in
Table 13.

Table 13

Overview of heteroglossic Engagement in ELT and ESP pilot samples: number of instances,

relative frequency per 1000 words and Chi-Square test results
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HETEROGLOSSIC-ENGAGEMENT-TYPE L esp T

N |Per1000Wds N |Per1000Wds| ChiSqu P Signif | Effect Size

- contraction 54 31.2 28 19.9 3.87/0.0492 | ++
- expansion 50 28.9 31 22.0 1.4410.2309
TOTAL: 104 60.0 59 42.0

We also conducted a more detailed examination of the distribution of Engagement
resources which either contract or expand the dialogic space in each pilot sample. With
regard to contraction, the findings revealed a significant difference in the use of disclaim
strategies at p = 0.0058 (+++). In the ELT pilot sample, we identified 22 instances of disclaim
(RF of 12.7 per 1000 words) while the ESP pilot sample contained 5 instances (RF of 3.6 per
1000 words). More precisely, this statistical difference was caused by the unequal distribution
of the resources of countering (6.9 RF per 1000 words in ELT vs. 0.7 RF per 1000 words in
ESP) at p = 0.00700 (+++). In terms of denial, we determined that these resources are more
employed in the ELT pilot sample (RF of 5.8 per 1000 words) compared to the ESP pilot
sample (RF of 2.8 per 1000 words), but with no significant statistical difference. Proclaim, as
the other subtype of contraction, showed no significant statistical difference in the two pilot
samples, with 32 instances in the ELT pilot sample (RF of 18.5 per 1000 words) and 23
instances in the ESP pilot sample(RF of 16.4 per 1000 words). More precisely, the resources
of concurrence are represented by the relative frequency of 0.0 per 1000 words in ELT and
0.7 per 1000 words in ESP. Concerning the resources of endorsement, in the ELT pilot
sample the statistical analysis showed a relative frequency of 13.3 per 1000 words, while in
the ESP pilot sample it was 9.2 per 1000 words. Lastly, pronouncement had a relative
frequency of 5.2 per 1000 in the ELP pilot sample, showing a slightly lower representation
compared to the ESP pilot sample, which had the relative frequency of 6.4 per 1000.

As mentioned earlier, no statistically significant difference was found in the use of
dialogic expansion resources between the two pilot samples. A closer examination of these
resources reveals 30 instances of entertainment in the ELT pilot sample (RF of 17.3 per 1000
words), slightly exceeding their density in the ESP pilot sample, with 22 instances (RF of
15.6 per 1000 words). As the two subtypes of entertainment are modality and evidentiality,
we also inspected their distribution across the two pilot samples. Modals were slightly more
prevalent in the ELT pilot sample, whereas evidentials exhibited slightly greater dominance
in the ESP pilot sample. More precisely, modals in the ELT pilot sample show the relative
frequency of 13.3 per 1000 words compared to 11.4 per 1000 words in the ESP pilot sample.
For evidentials, the relative frequency was 4.0 per 1000 words in the ELT pilot sample,

slightly lower than 4.3 per 1000 words in the ESP pilot sample.
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As for attribution, we also identified a slightly higher density in the ELT pilot sample,
with 20 instances (RF of 11.5 per 1000 words) compared to 9 instances in the ESP pilot
sample (RF of 6.4 per 1000 words). Both acknowledgment and distancing, as the two
subtypes of attribution, were somewhat more frequent in the ELT pilot sample. Specifically,
the relative frequency of acknowledgment in the ELT pilot sample was 11.0 per 1000 words,
compared to 6.4 per 1000 words in the ESP pilot sample. The relative frequency of the
resources of distancing in the ELT pilot sample was 0.6 per 1000 words, as opposed to 0.0 in
the ESP pilot sample.

In general, the absence of a statistically significant difference in the use of all
Engagement subcategories in the two pilot samples, except for countering, suggests that these
are closely related disciplines, with one originating from the other (see Section 4.1). The only
statistically significant difference in the use of countering resources shows that they are more
densely employed in the ELT pilot sample. This finding suggests that ELT, as the more
established discipline with a longer tradition, utilizes countering resources more frequently to
challenge previous research and establish its contributions in the field. To obtain more precise
insights, future research could include a statistical analysis of countering resources within the

rhetorical moves in each discipline.

6.4 Summary

In the pilot study, we adopted both quantitative and qualitative approaches to analyze
our pilot sample from a threefold perspective. Such an approach provided the means to
determine how Engagement strategies are incorporated into the text, compare their
distribution in each rhetorical move and identify the differences in their use in each sample.

The statistical analysis of the overall sample reveals no significant difference in the
frequency of occurrence between the resources of dialogic contraction and expansion,
although contraction shows a slight predominance. However, conclusions can be made only
with a more detailed examination of the distribution of each resource. This closer inspection
shows that modalizing locutions are the most frequently employed heteroglossic resource,
thereby expanding the dialogic space, even though the most prevalent overall subtype of
Engagement is contraction.

Additionally, the analysis of their distribution across rhetorical moves shows that
modals are most prevalent in the purpose, method and conclusion sections. Another

interesting finding is that, in the conclusion sections, the slight prevalence of dialogic
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contraction would indicate that the authorial voice does not allow space for the reader to draw
their own conclusions. Nevertheless, a more in-depth examination of the distribution of
individual Engagement subtypes reveals that modality and pronouncement are the most
dominant subtypes in conclusions, indicating that authors still view their voice as one of
several possible perspectives when interpreting results, while also asserting the validity of
their findings.

Finally, the analysis of the distribution of Engagement resources in the ELT and ESP
pilot samples reveals no statistically significant difference in their use across these two fields,
except for the countering resources. This suggests that the two fields are closely related, with

differences not being anticipated in the first place.
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7. ENGAGEMENT: INSTANTIATION AND REALIZATION IN THE SAMPLE

In previous chapters, we introduced the theoretical concept of the Engagement
system, as a linguistic mechanism to address the authorial stance as neutral, undecided, or
standing with or against other speakers/writers and their value positioning. We also outlined
the procedure for analyzing the sample and the approach used to interpret the results, and we
conducted a pilot study to assess the applicability of the outlined methods, which were
validated as feasible.

In this chapter, we present and discuss the findings on the instantiation and realization
of heteroglossic Engagement resources across the entire sample, comprising 200 abstracts in
total - 100 from the ELT subsample and 100 from the ESP subsample. Building on the pilot
study, which analyzed 20 abstracts (ten from the ELT and ESP pilot samples, respectively),
this analysis includes statistical results alongside a qualitative interpretation of interpersonal
meaning, supported by examples directly drawn from the target sample.

Section 7.1 investigates the overall distribution of heteroglossic Engagement,
comparing dialogic contraction and expansion. Section 7.2 focuses on the distribution of the
resources of dialogic contraction and their purpose in RA abstracts through the comparison of
the proclaim and disclaim resources and analyzing each individual resource. Section 7.3
examines dialogic expansion, exploring entertainment and attribution, along with their

respective subtypes. Findings are summarized in Section 7.4.

7.1 Overall Assessment of Engagement Resources in the Whole Sample

The results of the statistical analysis conducted via CorpusTool (version 6) show that
we identified and annotated a total of 2155 instances of heteroglossic Engagement, with a
relative frequency of 64.1 instances per 1000 words. Among these, 1052 instances were
classified as dialogic contraction (RF of 31.3 instances per 1000 words), whereas 1103
instances as dialogic expansion (RF of 32.8 instances per 1000 words). Considering their
global selection probability, we can observe a slight prevalence of dialogic expansion
(51.2%), compared to contraction (48.8%). Table 14, directly extracted from UAM
CorpusTool (version 6), presents the instantiation of heteroglossic Engagement with the
number of instances, relative frequency per 1000 words and global selection probabilities.
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Table 14
Instantiation of heteroglossic Engagement: number of instances (N), relative frequency per

1000 words, and global selection probabilities (%)

HETEROGLOSSIC-ENGAGEMENT-TYPE| | N ([Per1000Wds| %

- contraction 1052 31.3 48.8
- expansion 1103 32.8 51.2
TOTAL: 2155 64.1/(100.0%

With regard to individual resources of heteroglossic Engagement, we can observe that
the most dominant subtype is dialogically expansive acknowledgment, with 587 instances
(RF of 17.5 per 1000 words), with the global selection probability of 27.2%, which
constitutes nearly one-third of the total resources. It is followed by dialogically contractive
endorsement (17.8%) and dialogically expansive modality (16.2%). The two lowest-ranked
categories are dialogically contractive concurrence (1.5%) and dialogically expansive
distancing (0.4%).Table 15 shows the subtypes of heteroglossic Engagement, ranked by
global selection probabilities, with the number of instances, frequency of occurrence, and

most common realizations.

Table 15
Heteroglossic Engagement subtypes in the whole sample ranked by global selection
probabilities, with number of instances, frequency of occurrence per 1000 words, and most

common realizations

Engagement Subtypes G% No. of RF/1000 Realizations
in the Whole Sample instances words
Acknowledge 27.2 587 175 belief, believe
[expansion: attribution] perception,
perceive, view
(n.,v.), vision,

observation,
observe,
perspective,

perceive, report

(v.), evaluation,
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evaluate

Endorse  [contraction: 17.8 383 11.4 Find, finding (n.),
proclaim] show (v.), validity,
validate,  exhibit,
display (v.), verify,
result  (n., V.,
reveal, demonstrate
Modals [expansion: 16.2 349 10.4 may, can, attempt
entertainment] (n., v.), about,
whether, aim (n.,
v.), potential, tend
to, hope (v.),
hopefully, seek
Deny [contraction: 10.1 218 6.5 not, non-, -un, -in,
disclaim] no, dis-, lack (n.,
V)
Counter  [contraction: 10.0 216 6.4 though, while, but,
disclaim] however, still,
although, to
conflict with,
despite, rather than,
unlike,  whereas,
remain
Pronounce [contraction: 9.4 203 6.0 remarkably,
proclaim] significantly,
significant,
notably, argue,
particularly,
essential
Evidentials [expansion: 7.3 158 4.7 suggest, indicate,

entertainment]

emerge, lead to,
seem, implication,

evidence (n., Vv.),
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appear

Concur  [contraction: 1.5 32 1.0 widely  accepted,
proclaim] not only...but also,
clear, clearly,

certainly, naturally

Distance  [expansion: 0.4 9 0.3 attempt (v.), claim

attribution] (v.), so called

7.2 Overview of the Resources of Dialogic Contraction

As pointed out in Chapter 3, dialogic contraction serves to challenge or limit the
dialogic space for alternative positions. In our sample, these resources account for 48.8%,
which is insignificantly lower than expansion. In the sections that follow, we will describe the
subtypes of disclaim and proclaim, with their individual resources. Table 16 presents the
overview of dialogic contraction, with the number of instances, relative frequency of

occurrence, global and local selection probabilities.

Table 16
Overview of dialogic contraction: number of instances (N), relative frequency of occurrence
(per 1000 Wds), global (%) and local (%) selection probabilities

CONTRACTION-TYPE N |Peri000Wds| % %
- disclaim 434 129, 20.1 413
- proclaim 618 18.4| 28.7 58.7
TOTAL: 1052 31.3| 48.8% 100.0%
7.2.1 Disclaim

The strategies within the disclaim category, which openly reject or replace the
alternative viewpoint, constitute 20.1% of all Engagement categories and 41.3% of
contraction. In this sample, disclaim appears 434 times, with a relative frequency of 12.9 per
1000 words. Within disclaim, instances of deny are slightly more frequent than counter, with
a global selection probability of 10.1% for deny, as opposed to 10.0% for counter. Table 17

presents the overview of the disclaim subtypes.
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Table 17
Overview of disclaim: number of instances (N), relative frequency of occurrence (per
1000Wds), global (%) and local (%) selection probabilities

DISCLAIM-TYPE N [Pert000Wds | % %
- denial 218 65| 10.1 50.2
- counter 216 64| 10.0 49.8
TOTAL: 434 129/(20.1% (| 100.0%

When selecting the options categorized as denials [contraction: disclaim], the
authorial voice both acknowledges and rejects possible alternative positions, thereby limiting
the dialogic space within the discourse (see Section 3.3.1). The statistical analysis of our
sample reveals that denials, identified 218 times, with a relative frequency of 6.5 per 1000
words, account for 10.1% of all Engagement subtypes, 20.7% of dialogic contraction, and
50.2% of disclaim, which positions them as the fourth most frequent Engagement subtype
and the second most frequent resource of dialogic contraction, alongside countering
resources. Following the pattern of the pilot study, they are typically signaled by negative
prefixes non-, -un, -in, but also dis- (examples 7.1 and 7.2). Also, the negative operator not
(example 7.3), which is commonly combined with modal verbs (example 7.4), negative
determiner no (example 7.5), and noun and verb lack (example 7.6 and 7.7) are frequently
used.

7.1. These are pertinent topics within the current ELT training courses as they
encourage inclusive classrooms through representing unrecognized narratives and
promoting a critical consciousness. (ELT 45)

7.2. This study also aims to enhance the scope of the duo ethnographic
approach to take into account intersectionality and social inequalities and advocate
for the usefulness of this emerging research method for teacher training and
professional development for language teachers. (ELT 49)

7.3. It promoted an alternative way to fulfil the goal of teacher development,
not through a ‘transmission’ model of education but through a process in which
teachers learn and continue to develop their skill in dialogue within a professional
community. (ELT 32)

7.4. Most teachers working within ELT, although perhaps critical of such
standardized products, might not be aware that earlier examples of ELT materials
embodied a quite different set of values and assumptions, and a different view of the
role ELT served in the world. (ELT 23)
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7.5. As the main technique of grammar-centred teaching, translation
apparently has no use in communicative teaching. (ELT 30)

7.6. They also identified the students' lacks, needs and interests with regard to
English language practices. The study concluded with pedagogical implications. (ESP
20)

7.7. The study was conceived from the concern that the twenty-first-century
workplace in Malaysia lacks locally sited and empirically based research that provide
evidence for a grounded view of language proficiency and use beyond the dominant

idealized notion of Standard English language models for education policy. (ESP 49)

As the examples above demonstrate, negation can vary in scope. We can start with
morphological negation, as seen in examples 7.1 and 7.2, whose scope is the least extensive
since the negation targets the word to which the negative prefix is attached. Similarly, in
example 7.5, we can observe syntactic negation, where a noun is negated. Both of these
instances are classified as local negation (Fryer, 2019). In addition, in example 7.3, negation
occurs through a negative determiner not, affecting a propositional phrase. In contrast, not in
example 7.4 is constituent part of the verb phrase might not be aware, which negates the
entire proposition that follows. However, since the modal verb might expresses possibility
rather than certainty, the negation itself is moderate rather than strong. Other resources used
to express denial involve a small set of semantically negative words, often functioning as
both verbs and nouns, such as lack (examples 7.6 and 7.7).

Fryer (2019) adds that the lexicogrammatical realization of denial affects its
‘arguability’ regarding the writer-reader solidarity. Generally, denial enhances solidarity by
aligning the argument with the putative reader. However, the local character of
morphological negation does not significantly contribute to the enhancement of solidarity
with the writer’s position.

The second disclaim-type feature includes the resources of countering [contraction:
disclaim], which serve to indicate that a specific proposition replaces, overrides, or ‘counters’
an anticipated claim or position (Fryer, 2019). The statistical analysis of the countering
resources identified 216 instances in the whole sample, with a relative frequency of 6.4 per
1000 words, accounting for 10.0% of all Engagement subtypes, 20.5% of dialogic
contraction, and 49.8% of disclaim. Among all Engagement subtypes, it ranks fifth. In our
sample, countering resources are most typically realized by subordinating conjunctions

though, while, although, rather than, and whereas, as well as coordinating conjunction but,
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adverbs still and however, and prepositions unlike and despite. Some examples are shown
below.

7.8. Although the findings indicate an overall Anglophone-centric attitude
among the participants, particularly in terms of the choice of teaching model, they
also reveal differences in the participants’ views and experience of language use
depending on their education level, age and occupational background. (ELT 20)

7.9. Feedback was largely positive, but it may be helpful to customize future
workshops for specific language groups. (ESP 11)

7.10. However, it was indicated that communicative competence, confidence,
English listening, and English speaking were the factors perceived to be most
important by the students. (ESP 13)

One particularly interesting example we observed is the conjunction while, whose
classification as a countering resource depends on its contextual meaning. Specifically, while
can indicate either the simultaneity of two events or a contrast between two elements. In the
former case (example 7.11), it is not classified as a countering resource, whereas in the latter
case (example 7.12), it is.

7.11. Think-aloud reporting was used to obtain information regarding the
strategic behavior of the participants while reading as series of technical reading
documents. (ESP 40)

7.12. While much has been reported on information literacy in language
learning contexts, not much has been written about how information is experienced.
(ESP 45)

In addition to the resources listed above, we observed that the verb remain (example
7.13) also serves a counterexpectant function, but it is used less frequently. Also, the
prepositional phrase on the other hand serves the same function (example 7.14), even though
the countering effect is not immediately apparent within the same sentence but rather
becoming evident when examining broader segments of the text. Thirdly, the adjective actual
(example 7.15) was also observed to construe a countering effect when contrasted with what
is planned or expected (Fryer, 2019).
7.13. Despite the development of ESP courses in the Asian region, research on
how ESP course development addresses Asian student needs remains limited. (ESP
72)
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7.14. The results indicate that the treatment groups performed significantly
better than the control group in the production task, but there was no significant
difference between the two treatment groups. On the other hand, students who
received meta-pragmatic feedback significantly outperformed those receiving direct
feedback and the control group in the recognition task. (ESP 63)

7.15. Informed by the conceptual framework of the PCK model for BE
teaching, this study examined how four BE teachers integrated the PCK components
in their actual classroom teaching in the English as a Foreign Language (EFL)
context in China. (ESP 88)

Considering the writer-reader solidarity, the countering resources do not seem to
create the disalignment between the authorial voice and the readers since many of the
expectations that are countered are established in the text itself. They can form part of the
introductory moves, where the authorial voice counters previous research, or the hypothesis
that is meant to be tested by the study’s results. Fryer (2019) states that such expectations are
considered logical, thus their subsequent countering is unlikely to result in disalignment.

In summary, the statistical analysis has shown that the resources of deny and counter
occur with equal frequency, which is 6.4 per 1000 words, thus occupying the fourth and fifth
position among all Engagement subtypes. Considering their global selection probability, we
can observe that each of these subtypes accounts for 10% of all heteroglossic Engagement. In
the pilot study, we observed that denials are insignificantly more frequent than the resources
of counter, thus occupying fifth and sixth position in the overall ranking, respectively. Also,
their realizations are rather typical, making their identification and annotation relatively

straightforward.

7.2.2 Proclaim

According to Martin and White (2005), the category of proclaim groups together
words and expressions in which the authorial intervention or emphasis serves to confront,
challenge or otherwise eliminate dialogic alternatives. In our sample, the proclaim strategies
constitute 28.7% of all Engagement categories and 58.7% of dialogic contraction. The
instantiations of proclaim appear 618 times, with a relative frequency of 18.4 per 1000 words.
They comprise the subtypes of concurrence, endorsement, and pronouncement. Table 18

shows the overview of the proclaim category.
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Table 18
Overview of proclaim: number of instances (N), relative frequency of occurrence (per
1000Wds), global (%) and local (%) selection probabilities

PROCLAIM-TYPE N |Peri000Wds|| % %
- concurrence 32 1.0 1.5 5.2
- endorsement 383 114/ 17.8 62.0
- pronouncement 203 6.0 9.4 32.8
TOTAL: 618 18.4|/28.7% | 100.0%

Concurrence [contraction: proclaim] serves to show the author’s open agreement with
a projected dialogic partner (Martin & White 2005). In our sample, we identified 32 instances
of concurrence, with a relative frequency of 1.0 per 1000 words. It accounts for 1.5% of all
Engagement subtypes, 3.0% of dialogic contraction, and 5.2% of proclaim, thus holding the
penultimate position in the overall ranking and last position within dialogic contraction. The
most common realization of this category is a correlative conjunction not only... but also
(example 7.16), as well as the adjective clear (example 7.17) and adverb clearly (example
7.18).

7.16. The findings of the analysis suggest that the global ELT textbook not
only presents a particular neoliberal worldview as common sense, but also
encourages students to implement techniques of self-government to become
entrepreneurial individuals and responsible consumers. (ELT 18)

7.17. Such a practice, it is believed here, is a clear instance of ‘inculcation’
(Fairclough N. [2001]. Language and power (2nd ed.). London: Routledge) whose
effect needs to be counterbalanced by reflective teaching and critical pedagogy. (ELT
14)

7.18. Furthermore, importing the transcription of the participants’
perspectives and the emerged codes and categories into MAXQDA vyielded: (1) a
semantic network which shows that the final conceptualisation of teachers’
perspectives enjoys descriptive, explanatory and predictive adequacy; (2) a code
relation browser that clearly shows the degree of overlap or concurrence of the
codes; and (3) a set of charts that illustrate the degree to which the emerged

categories are grounded in the participants’ perspectives. (ELT 70)
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In 7.16, the expression not only...but also serves to show that presenting a particular
neoliberal worldview as common sense in ELT textbooks and them encouraging students to
implement techniques of self-government are two inseparable claims that belong to the same
ideological pattern, implying their natural connection. Similarly, in 7.17 and 7.18, clear and
clearly serve to naturalize a proposition and present it as self-evident.

Other realizations of concurrence in our sample are the adverbs certainly (example
7.19) and naturally (7.20), as well as the verb phrase to be widely accepted (7.21). Similar to
the previously mentioned examples, these instances also function to present a proposition as
self-evident.

7.19. Collocations are essential for language learning because using
collocations naturally and accurately constitutes a key indicator of academic writing
success. (ESP 30)

7.20. The article argues that the ‘backpacker’ language teacher is certainly a
reality but also a contemporary cultural myth that works to disguise a
complex humanscape of relocators of different ages and aspirations who face
difficulties fitting in an industry that expects docile and inexperienced bodies and a
local market where nativeness enables quick access to teaching jobs but only to
unskilled and temporary ones. (ELT 22)

7.21. The effectiveness of explicit instruction, within the context of strategy
development in learners, has been widely accepted for several years. (ESP 2)

Regarding the writer-reader relationship, the subtype of concurrence encourages the
reader to align with the author’s value position. However, if the reader rejects the proposition
as naturally occurring, this relationship may be compromised.

The feature of endorse [contraction: proclaim] serves to attribute a proposition to an
external source and present it as maximally warrantable (see Section 3.3.2). In our sample,
there are 383 instances of endorsement, with a relative frequency of 11.4 per 1000 words,
accounting for 17.8% of all Engagement subtypes, 36.4% of dialogic contraction, and 62.0%
of proclaim. Therefore, it ranks second in the overall ranking and first within dialogic
contraction. According to Fryer (2019), realizations of the category of endorse can be
classified into two broad categories — verbs and nominalizations of these verbs. In our
sample, the most common realizations of endorsement exploit the grammar of reported
speech, framed by the reporting verbs find, show, validate, exhibit, display, verify, result,

reveal, and demonstrate (examples 7.22, 7.23, 7.24) whereas their nominalizations are less
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frequent. The most common nominalized forms of some of these verbs are validity, result,
and findings (examples 7.25, 7.26, 7.27). We also observed that these two types of
realizations are often combined (examples 7.28. and 7.29.)

7.22. The analysis of the educational goals in Iranian macro educational
documents and their realization in teaching materials reveals an organized effort to
resist and undo the influence of neoliberal education and provide an alternative
rooted in national-religious heritage of the country. (ELT 13)

7.23. The flipped classroom approach has been extensively adopted in STEM
disciplines, while little empirical evidence has been found in language teaching and
learning, especially in the English for Specific Purposes (ESP) context. (ESP 33)

7.24. Based on a larger case study project at an English language teacher
education program in Indonesia, this article demonstrates how Christian and non-
Christian students negotiate their religious faiths in English-language-teaching (ELT)
settings. (ELT 54)

7.25. The MNCL is the result of an innovative procedure that involves a four-
step selection method. (ESP 30)

7.26. Findings point to the inadequacy of pre-service education in Cyprus, in
this regard, and call for the reconceptualization of the current practices for preparing
primary teachers for the actualities of ELT in state schools. (ELT 48)

7.27. The content and construct validity of the survey were double checked by
seven experts in the field of Teaching English as a Foreign Language (TEFL) as well
as Exploratory Factor Analysis and Confirmatory Factor Analysis. (ELT 43)

7.28. Findings reveal weak impact and knowledge flow within the Argentinian
ELT professional community of practice caused by hegemonic practices and a
tendency to value works situated in the UK/US. (ELT 16)

7.29. Based mainly on qualitative analysis, findings showed that there was a
general agreement that the lesson focused more on meaning and less on form. (ELT
36)

In examples 7.22, 7.23 and 7.24, the reporting verbs serve to present the framed
proposition as highly reliable and empirically well-founded. In example 7.22, ‘the analysis of
the educational goals’ is the empirical foundation for concluding. In example 7.23, the
foundation is ‘empirical evidence’, whereas in example 7.24, it is ‘a larger case study’. In

each example, an external source is evoked to whom the proposition is attributed. It mainly
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refers to the existing or current research in the field, though not explicitly mentioned. The
same can be asserted for nominalized verb forms.

Some less common realizations of endorsement are the verbs discover, uncover, and
prove (examples 7.30, 7.31, and 7.32). In examples 7.30 and 7.31, the verbs discover and
uncover position the potential finding as being beyond dispute and also rooted in research,
instead of the writer’s authority. In example 7.32, the verb prove indicates empirical
validation, thus leaving little space for opposite perspectives.

7.30. The aim was to discover the key challenges of critical pedagogy and how

this practice is understood. (ELT 39)

7.31. The study uncovers a pentagonal dominant ideology as well as a

struggling alternative ideological orientation. (ELT 61)

7.32. The use of dynamic assessment has been proved to be effective in
improving the students’ skill in teaching of English as a foreign language (TEFL)

settings. (ESP 55)

As observed in the examples above, all instances of endorsement stem from highly
warrantable external sources, such as a survey, analysis or study. Such sources are used to
reinforce the validity of the framed proposition, thereby supporting the position of the author
who undertakes the responsibility for these propositions. Concerning the writer-reader
solidarity, the strength of the argument serves to align the reader with the writer’s position,
thus preserving their solidarity.

The pronounce [contraction: proclaim] feature groups together those locutions which
serve to constitute an overt authorial intervention into the text in order to add explicit and
subjective emphasis (Martin & White, 2005; Fryer, 2019). In our sample, it ranks as the sixth
most commonly employed Engagement resource and fourth within dialogic contraction. We
identified 203 instances of the category of pronounce, with a relative frequency of 6.0 per
1000 words. It constitutes 9.4% of all Engagement subtypes, 19.3% of dialogic contraction,
and 32.8% of proclaim. As stated in Section 6.1.1, its realizations are diverse, thus requiring a
detailed analysis of the text to accurately classify identified resources as pronouncements.
Some of the most typical realizations are adverbs remarkably, notably, and particularly
(examples 7.33, 7.34, and 7.35), adjectives significant and its corresponding adverb
significantly (example 7.36), adjective essential (examples 7.37) and verbs argue and
conclude (examples 7.38 and 7.39).
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7.33. Frequency analyses for both L1 and L2 speech yielded remarkably
comparable lists of highly frequently used, basic, commonly known words, and
considerable lists of infrequently used, typically sophisticated and academic words.
(ESP 85)

7.34. Findings highlight the functional deployment of English as the airport
lingua franca and non-verbal resources to accomplish meaning, notably around the
smooth and efficient security processing of travelers. (ESP 61)

7.35. This is particularly important in outer- and expanding-circle countries
where local cultural values and beliefs may be different from the Western, neoliberal
values reproduced in imported materials. (ELT 38)

7.36. The results indicate that the treatment groups performed significantly
better than the control group in the production task, but there was no significant
difference between the two treatment groups. (ESP 63)

7.37. Our results also show that the use of multimodal resources includes the
material placement of texts, and that old materialities such as pen and paper are still
essential. (ESP 39)

7.38. Using intersectionality and raciolinguistics as theoretical lenses, we
argue that in Thailand, and throughout Asia, culture/ethnicity and class are
often proxies for race or color, and as a result English language teaching (ELT)
reflects institutions that fail to challenge the hegemonies of whiteness, Europeanism
and Americanism, and English. (ELT 79)

7.39. We conclude that this pre-emptive multimodal approach heightens the
learners’ ability to notice vocabulary items thus providing an effective strategy to

increase vocabulary intake. (ESP 2)

As we pointed out in the pilot study, the purpose of the adjective remarkably is to

emphasize the authorial commitment to a proposition. A similar argument applies to the

pairing significant and significantly. Namely, in example 7.36, the adverb significantly is

employed to draw attention to the degree of difference between treatment and control groups,

indicating that it is statistically meaningful. In the same example, we observed the collocation

‘no significant difference’, which is typically used when explaining empirical results. This

combination of the features of deny and pronounce serves to assert that the absence of

difference is noteworthy. About the adverbs notably and particularly (examples 7.34 and

7.35), their role is to foreground a specific aspect of the proposition. In example 7.34,
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attention is drawn to ‘the smooth and efficient security processing of travelers’, whereas in
7.35 the author sheds light on ‘outer- and expanding-circle countries’. The adjective
essential, utilized in 7.37, serves the same purpose as significant, but with a stronger
emphasis.

The case with the verb argue is noteworthy as its classification within the
heteroglossic Engagement framework is highly dependent on its dictionary meaning, as well
as the surrounding context. In example 7.38, argue is defined by the Oxford Advanced
Learner's Dictionary (Oxford University Press, 2023) as “to show clearly that something
exists or is true”. Here, the verb is attributed to the authorial voice to reinforce the argument
and thereby narrow the dialogic space for alternatives. Consequently, we classified it as
pronouncement. However, in other instances, it can be attributed to an external source where
the authorial voice is not overt. For example, in 7.40, TEIL scholars argue in favor of a
particular idea, but this argument is not necessarily accepted by the academic community,
leaving space for alternative positions. Therefore, it is classified as dialogic expansion,
specifically within the acknowledgment resources.

7.40. In order to achieve these aims, key TEIL scholars argue that English
language teaching (ELT) materials need to include representation of diverse

varieties, users, and cultures of English. (ELT 53)

The verb conclude presents a particularly interesting case, as it can be classified as
monogloss, acknowledgement, pronouncement or evidential. Specifically, when it carries the
meaning “to bring something to an end” it does engage with alternative perspectives, thus
being classified as monoglossic (example 7.41). In the example 7.39, however, conclude
signals a strong authorial stance and asserts a definitive position, which justifies its
classification as a pronouncement. When conclude aligns with the dictionary meaning of
“deciding or believing something as a result of what you have heard or seen”, it indicates
reasoning grounded in evidence and, therefore, we classify it within the category of
evidentials (example 7.42). Lastly, when the verb conclude is attributed to an external source,
it is classified as acknowledgment (example 7.43).

7.41. 1t concludes by highlighting the various areas of development needed to

carry out this work more fully. (ELT 71)

7.42. Through content analyses, we concluded that ELT teachers defined the
moral component in teaching as consisting of: a balanced relationship with the

learners; being on time; and, effective teaching. (ELT 83)
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7.43. This research, limited to postgraduate programmes, concluded that
indeed most students lacked the EL skills to perform well. Some suggestions for

remedial action are offered. (ESP 75)

Another noteworthy lexicogrammatical realization of pronouncement is do as an
emphatic auxiliary verb (example 7.44). Martin and White (2005) state that adding emphasis
to the finite auxiliary is a subjective and implicit realization of pronouncement, which occurs
more frequently in spoken language than in written discourse. However, the examples
identified in our sample demonstrate that this emphatic effect is indeed present in academic
discourse.

7.44. The result shows that metaphor-enriched medical English supplement

did improve students’ metaphoric competence and enlarge their medical knowledge.

(ESP 99)

On the subject of writer-reader relationship, the author explicitly conveys confidence
in the given proposition, thus expecting to foster solidarity with the reader However, firmly
asserting the validity of the preposition may jeopardize the author's relationship with the
reader.

To sum up, the statistical analysis of the local selection probabilities shows that the
most frequent proclaim resource is endorse (62.0%), followed by pronounce (32.8%) and
concur (5.2%). Endorsement strategies occur nearly twice as frequently as pronouncement,
while concurrence is considerably less frequent. Compared to the pilot study, the results are
almost identical. Among all subtypes of heteroglossic Engagement, endorsement ranks
second, pronouncement fourth and concurrence second to last. This ranking remains
unchanged from the pilot study, except that concurrence shares the last position with

distance.

7.2.3 Dialogic Contraction: Summary

Considering all the resources of dialogic contraction, irrespective of their
classification as disclaim or proclaim, we can observe that endorsement emerges as the most
prevalent (36.4%), followed by deny (20.7%), counter (20.5%), pronouncement (19.3%) and
concurrence (3.0%), as shown in Table 19. The data indicate that the endorsement feature is

by far the most dominant resource of dialogic contraction, while the frequencies of deny,
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counter, and pronounce are relatively similar. Concurrence, on the other hand, appears to be
the least frequently used. Compared to the pilot study, endorsement remains the most
frequent resource; however, in the pilot study, it is followed by pronouncement and then deny
slightly exceeding counter, whereas the instances of concurrence continue to be the least
frequent. Given the prominence of endorsement resources, which are the second most
frequent resource within heteroglossic Engagement in total, the slight predominance of
proclaim over disclaim subtypes can be explained. Consequently, we can conclude that, in
their attempt to narrow the dialogic space and limit alternative viewpoints, the authors most
frequently employ reporting verbs and their nominalization to assert their position as highly

warrantable.

Table 19
Subtypes of dialogic contraction in the whole sample ranked by local selection probabilities,

with number of instances, frequency of occurrence per 1000 words, and most common

realizations

Dialogic Contraction L% No. of RF/1000 Realizations

in the Whole Sample instances words

Endorse [contraction: 36.4 383 114 find, finding (n.),

proclaim] show (v.), validity,
validate, exhibit,
display (v.), verify,
result (n., v.),
reveal, demonstrate

Deny [contraction: 20.7 218 6.5 not, non-, -un, -in,

disclaim] no, dis-, lack (n.,v.)

Counter [contraction: 20.5 216 6.4 though, while, but,

disclaim] however, still,
although, to
conflict with,
despite, rather than,
unlike, whereas,
remain

Pronounce [contraction: 19.3 203 6.0 remarkably,
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proclaim] significantly,
significant,

notably, argue,

particularly,
essential
Concur [contraction: 3.0 32 1.0 widely accepted,
proclaim] not only...but also,
clear, clearly,

certainly, naturally

7.3 Overview of the Resources of Dialogic Expansion

The second orientation within Engagement is dialogic expansion. Dialogically
expansive resources actively create space for dialogically alternative positions and voices
(Martin & White, 2005). These resources constitute 51.2% of our sample, which is only
slightly higher than contraction. Dialogic expansion comprises two subtypes — entertainment
and attribution. The following sections provide a detailed explanation of the individual
resources that constitute these two subtypes. Table 20 presents an overview of dialogic
expansion, including the number of instances, relative frequency per 1000 words, as well as

global and local selection probabilities.

Table 20
Overview of dialogic expansion: number of instances (N), relative frequency of occurrence
(per 1000Wds), global (%) and local (%) selection probabilities

EXPANSION-TYPE N |Per1000Wds % %
- entertainment 507 151 235| 460
- tiribution 596 17 277 54.0
TOTAL: 1103 3281 51.2% | 100.0%

7.3.1 Entertainment

As stated in Section 3.4.1, the expressions classified as entertainment signal that the
authorial voice presents its position as one among multiple possible perspectives, thus being

overly subjective. Entertainment accounts for 23.5% of all Engagement categories and 46.0%
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of dialogic expansion. We identified 507 instances of entertainment, with a relative frequency
of 15.1 per 1000 words.

Entertainment comprises two options — modality and evidentiality, with modality
(68.8%) occurring significantly more frequently than evidentiality (31.2%). Table 21 presents

the distribution of the abovementioned subtypes of entertainment.

Table 21
Overview of entertainment: number of instances (N), relative frequency of occurrence (per
1000Wds), global (%) and local (%) selection probabilities

ENTERTAINMENT-TYPE N |Perf000Wds | % %
- modality 349 104]| 16.2 68.8
- evidentiality 158 47 7.3 31.2
TOTAL: 507 15.1|123.5% | 100.0%

When the authors employ the resources of modality [expansion: entertainment], they
opt for the wordings and expressions which express likelihood and ground the proposition in
individual subjectivity (Martin & White, 2005). Statistical analysis of our dataset shows that
modality occurs 349 times, with a relative frequency of 10.4 per 1000 words. It constitutes
16.2% of all Engagement subtypes, 31.6% of dialogic expansion, and 68.8% of
entertainment. This positions modality as the third most frequently used Engagement subtype
and the second used resource of dialogic expansion, following acknowledgment. Consistent
with the findings of the pilot study, this resource is most typically signaled by modal
auxiliaries may, can, and might (examples 7.45, 7.46, and 7.47), as well as verb-noun pairs,
such as attempt (n., v.) (examples 7.48 and 7.49) and aim (n., v.) (examples 7.50 and 7.51).
We also identified the adjective—adverb pair possible and possibly (examples 7.52 and 7.53),
with the adjective occurring more frequently, as well as the verb-noun pair tend to and
tendency (7.54 and 7.55), with the verb being more frequent. In addition to modal verbs and
lexical pairings, one of the most frequently employed resources of modality is the
subordinating conjunction whether (example 7.56).

7.45. The article sets out from a view of ideology as the most fundamental
beliefs in any social practice, which may provide a less-formidable conception of the
term and lessen the divergence among ELT researchers who do concern themselves
with ideology. (ELT 58)
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7.46. Teacher research can be defined as research carried out by teachers for
teachers. (ELT 16)

7.47. 1t is increasingly recognised that attention should be paid to
investigating the needs of a new test, especially in contexts where specific purpose
language needs might be identified. (ESP 38)

7.48. This article attempts to visualise this elusiveness by providing a review
on how this notion has been approached in recent ELT research. (ELT 96)

7.49. This article presents an attempt to provide teacher professional
development for English teachers in Thailand to implement Global Englishes
language teaching (GELT).(ELT 72)

7.50. Therefore, this paper aims to investigate why publishing in predatory
journals has been increasing among higher education students. (ESP 22)

7.51. The aims of the study are to identify the actual situation of target
language use in business English teaching and to suggest ways for improvements.
(ESP 91)

7.52. Aside from mentioning possible issues of hidden identities and
curriculum development relating to anorexia, little research has been done exploring
how discourses of eating disorders and images of the body have been mediated by
teachers and learners in the English for Academic Purposes (EAP) classroom. (ESP
17)

7.53. Notwithstanding their common tourist activity, the existence of lexical
peculiarities in each resort suggests the coexistence of two varieties that appear to be
associated to the native or non-native background of holidaymakers and local sign
initiators, with social class possibly intervening as well. (ESP 12)

7.54. Thus, there tends to be a higher incidence of marking low ER or
disclaiming it in English media discourse, whereas high ER is marked less often.
(ESP 16)

7.55. Low foreign language achievers in vocational education often have a
lack of learning strategies, a tendency to feel frustrated, and unwillingness to be
involved. In order to develop vocational college students’ autonomy, this study
integrated on-site workshops with an online learning community by means of self-
directed learning English for specific purposes (ESP). (ESP 95)

7.56. The present study examines whether giving corrective feedback on

students’ performance during pragmatics-focused activities leads to their subsequent
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improvement in producing and recognising pragmatically appropriate email requests
in the above context. (ESP 63)

Modal verbs, as well as other modalizing expressions, serve to create a heteroglossic
backdrop, which enables the author to express a strong commitment to a particular viewpoint
while simultaneously acknowledging that the reader may hold a different value position
(Martin & White, 2005). For example, in 7.46, the author defines teacher research, which
demonstrates strong commitment, while also admitting that this is only one of many possible
definitions. Similarly, the verb-noun pairs attempt (v/n) and aim (v/n) express the authorial
commitment to pursuing a specific research objective; however, the outcome of their attempt
or aim is not guaranteed, thereby leaving space for alternative outcomes. The lexical pair
possible-possibly indicates the degree of commitment to a proposition, which, as with the
previous examples, expands the dialogic space for alternative perspectives. In 7.53, the author
suggests that social class may affect how language is used in resorts but does not assert it
with certainty since the proposition is modally framed by possibly, a marker of epistemic
modality. The lexical pair tend to - tendency also conveys a degree of possibility, reflecting a
lack of full commitment to the proposition being advanced. Therefore, in 7.55, we can
observe that low language achievers tend to feel frustrated, but this is not an inevitable
consequence of their limited language skills. On the subject of the subordinating conjunction
whether, its purpose is to present the proposition as open-ended and under investigation,
which opens the dialogic space for alternative study results. This is illustrated in example
7.56, where the study investigates the possibility that the improvement in producing and
recognising pragmatically appropriate email requests may result from corrective feedback,
while also acknowledging that this may not necessarily be the case.

Less frequent realizations of modality include the verb-adverb pair hope and hopefully
(examples 7.57 and 7.58), along with the adjective potential (example 7.59), noun purpose
(example 7.60), and likely used as both adjective and adverb (example 7.61). Concerning
examples 7.57 and 7.58, hope and hopefully frame a proposition where a particular research
result is anticipated, yet it conveys possibility rather than certainty, allowing the author to
open the dialogic space for alternative outcomes. Similarly, in 7.59, the adjective potential is
used to signal that reflection and reproduction of certain cultural attitudes and lifestyles may
occur, but it is not a definite outcome. The same applies to purpose and likely.
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7.57. In the case of teacher research, it is hoped that findings resonate with
other teachers in the broad contexts in which they originate and that there is impact,
knowledge flow and knowledge democracy. (ELT 16)

7.58. Hopefully, careful scrutiny of Iranian ELT program in its wider socio-
cultural context contains lessons about avertable errors when proposing alternatives
to neoliberal education. (ELT 13)

7.59. The present qualitative study focuses on an lIranian setting of English
language teaching (ELT) to explore the potential reflection and reproduction of
certain cultural attitudes and lifestyles in this context. (ELT 63)

7.60. The purpose of this paper is to contribute to the growing body of
literature critically analysing the relation between neoliberalism and the global
English Language Teaching (ELT) textbook with a new perspective. (ELT 18)

7.61. There has been a substantial body of research, in L2, documenting the
central importance of strategic knowledge in reading comprehension and exploring
the variables likely to influence strategy use by readers. (ESP 40)

We also found that the verb seek can function as a modality marker, but only when
used in the sense of "trying to do something" (example 7.62). In contrast, when seek means
"to look for something/someone," it is considered monoglossic (example 7.63).

7.62. In this article we report on an alternative, decentralised model of
language support, implemented in a School of Nursing and Midwifery, and which
seeks to develop students’ competency in the language skills required for their
Nursing studies and professional practice. (ESP 58)

7.63. Apart from a dominant preference for teacher evaluative feedback, the
students were found to be more likely to act on teacher feedback than to proactively
seek feedback. (ESP 29)

As in the pilot study, we found that modality resources are commonly paired with
denials, with the purpose of mitigating any potential threat to writer-reader solidarity.
Examples of these pairings can be found in Section 6.1.2. Not only in combinations with
denials, but more generally, acknowledging differing viewpoints provides an opportunity for
fostering solidarity with readers who hold alternative values.

The second entertainment-type heteroglossic resource is evidentials [expansion:
entertainment], which frame evidence-based propositions. In our sample, we identified 158

evidentials, with a relative frequency of 4.7 per 1000 words. They account for 7.3% of all
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Engagement subtypes, 14.3% of dialogic expansion, and 31.2% of entertainment. As such,
they rank as the seventh most frequently used Engagement subtype and the third most
commonly employed resource of dialogic expansion. The typical realizations of evidentiality
involve the verbs suggest, indicate, lead to, and seem, the lexical pair evidence (n., v.), and
the noun implication (examples 7.64 — 7.70).

7.64. Finally, the study suggests that modifications must be made to integrate
some concepts and features of content-based instruction with those of immersion to
meet the needs of English as a foreign language (EFL) teaching for non-English
majors in China's higher education. (ELT 98)

7.65. The findings indicate that despite the fact that international
communication may involve a broad spectrum of global English users, the books tend
to focus merely on preparing students to use English for communication with
Anglophone English users, thus only partially meeting the learners’ multiple
communicative needs in the real world. (ELT 67)

7.66. The present study examines whether giving corrective feedback on
students’ performance during pragmatics-focused activities leads to their subsequent
improvement in producing and recognising pragmatically appropriate email requests
in the above context. (ESP 63)

7.67. It seems that the study of culture presentation from the perspective of
English as a lingua franca in business English textbooks has been rather
underexplored. (ESP 69)

7.68. The flipped classroom approach has been extensively adopted in STEM
disciplines, while little empirical evidence has been found in language teaching and
learning, especially in the English for Specific Purposes (ESP) context. (ESP 33)

7.69. However, most style manuals tend to treat academic writing as a
monolithic and homogeneous entity, or only discuss the use of informal features
across broad disciplinary groupings, without capturing the disciplinary-specific use
of individual features as evidenced in this corpus-based research. (ESP 94)

7.70. The authors conclude with discussing the findings, presenting some
pedagogical implications for pertinent stakeholders, and sketching out some areas for
further research. (ELT 64)

In examples 7.64 and 7.65, the verbs suggest and indicate signal the presence of

evidence to support the claim being made, which can be derived from the findings or study
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mentioned in the text. In 7.66, lead to signals the causal relationship between corrective
feedback and students’ improvement, where the evidence may be derived from previous
research or observations. In each of these examples, the author does not assert the outcome
with certainty. The verb seem serves a similar function. About noun-verb pair evidence, it
indicates the presence of supporting data to justify a particular claim. In 7.68, the phrase
“little empirical evidence has been found” positions the proposition not as a personal opinion,
but as a result of research. Lastly, the noun implication, such as pedagogical implications in
example 7.70, is frequently employed in research articles to convey reasoned conclusions or
consequences drawn from evidence, which justifies its classification as a resource of
evidentiality.

Other commonly observed realizations of evidentiality include the verbs appear and
emerge. However, careful consideration of their contextual and dictionary meanings was
necessary to determine whether a given instance in our sample could be classified as
evidential. For example, when appear conveys the same meaning as the verb seem, it signals
evidentiality (example 7.71). In contrast, when appear is used in the sense of ‘to begin to
exist or be known or used for the first time’, it functions as a monoglossic expression
(example 7.72). The same principle applies to the verb emerge, though its classification
requires more nuanced analysis than simply referring to dictionary definitions. Specifically,
when the contextual indicators suggest that emerge signals the appearance of something
revealed through evidence, it can be classified as evidential (example 7.73). Conversely,
when it signals that something appears for the first time, but with no indication of evidence, it
is not considered an instance of evidentiality (example 7.74).

7.71. First, during the pandemic, humans appeared to grapple with the
ancient problem of killer viruses, with modern medicine initially offering little beyond
basic advice; and ELT seems to deal with old problems like teaching vocabulary with
little real progress in decades. (ELT 59)

7.72. This article explores how certain translations began to appear, circulate
and be accepted over the past decades. (ESP 82)

7.73. The following factors emerged from an analysis of the data: a) lack of
subject-matter knowledge, b) prescriptive approach to mentoring, ¢) problematic
mentoring relationship, d) ignorance of roles, e) student teachers’ reluctance to be
mentored and, f) contextual factors related to failings in the educational system. (ELT
47)
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7.74. After nearly four decades since the discipline emerged in Japan in the
1980s, the primary focus of applied linguistics has shifted from ELT to the application
of linguistics to the solution of problems in society, and then to a more
interdisciplinary approach to the solution of problems related to communication,

including language. (ELT 69)

Another noteworthy observation from our sample is the frequent co-occurrence of
evidentiality and endorsement resources, particularly in phrases such as results indicate,
findings indicate, results suggest and the like, as exemplified in 7.75. The purpose of such
pairings might be to reinforce the authorial stance by framing the claim as maximally
warrantable — emerging from research and grounded in evidence.

7.75. Results suggest that general classroom teachers without specialization
in ELT may be a potential positive alternative to implementing ELT by becoming

second language facilitators. (ELT 31)

Finally, in terms of the writer-reader relationship, none of the resources of
evidentiality poses a risk to their solidarity; rather, they contribute to constructing and
reinforcing it.

Overall, the analysis of local selection probabilities demonstrates that modality
resources are utilized more than twice as frequently as evidentiality resources—68.8%
compared to 31.2%. In the pilot study, this disparity was even more pronounced, with
modality accounting for 75.0% and evidentiality for only 25.0%. In terms of overall
frequency ranking, modality occupies the third position, whereas evidentials rank third from
the bottom. Notably, while evidentials retained the same position in the pilot study, modality

ranked first.

7.3.2 Attribution

Wordings and expressions classified as attribution function to assign a proposition to
an external source, thereby dissociating it from the authorial voice and grounding it in
another’s subjectivity (Fryer 2019). In our sample, we identified 596 instances of attribution,
with a relative frequency of 17.7 per 1000 words. Attribution accounts for 27.7% of all

Engagement categories and 54.0% of dialogic expansion.
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Attribution consists of two subtypes comprises two options — acknowledgment and
distance, with acknowledgment emerging as the most frequently employed Engagement
resource whereas distancing occupies the last position in the overall ranking. Table 22 shows
the distribution of the overview of attribution.

Table 22
Overview of attribution: number of instances (N), relative frequency of occurrence (per
1000Wads), global (%) and local (%) selection probabilities

ATTRIBUTION-TYPE N |Per000Wds | % %
- acknowledgment 587 175 27.2 98.5
- distance 9 0.3 0.4 1.5
TOTAL: 596 11.7(27.7% (100.0%

The resources of acknowledgment [expansion: attribution] are employed by the
authorial voice to neutrally dissociate itself from the proposition. However, as outlined in
Section 3.4.2, identifying a specific attribution as an instance of acknowledgment requires an
analysis of the semantics of the framing expression to determine whether this dissociation is
achieved neutrally. The statistical analysis of our dataset reveals that acknowledgment
appears 587 times, with a relative frequency of 17.5 per 1000 words. It accounts for 27.2% of
all Engagement subtypes, 53.2% of dialogic expansion, and 98.5% of the attribution
category. This places acknowledgment as the most frequently employed Engagement
resource in the whole sample.

Similarly to the pilot study, the typical realizations of acknowledgment are lexical
pairs believe — belief (examples 7.76 and 7.77), observe — observation (examples 7.78 and
7.79), view (n., v.) (examples 7.79 and 7.80), evaluate — evaluation (example 7.81), perceive
— perception (examples 7.82 and 7.83), and the verb report (example 7.84). However, the
classification of a particular word or phrase as an instance of acknowledgment is highly
context-dependent. All of them share the characteristic of being ascribed to an external
source, either explicit or implicit. For instance, in example 7.76, the proposition framed by
the verb believe is ascribed to learners even though the pronoun they is used in the sentence.
As shown in this case, co-textual cues within the surrounding text clarify that they refers to
the learners. In example 7.77, the external source is not explicitly stated, but the context
suggests that it is a linguistic academic community. Conversely, in example 7.80, the external

voice is explicitly acknowledged, with attribution directed to both learners and tourists.
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7.76. They also believed that the program overemphasized non-communicative
teaching techniques and paid little attention to communicative authentic language
learning tasks. (ELT 11)

7.77. As a result, there is a prevailing belief as though applied linguistics were
a synonym of ELT. (ELT 69)

7.78. A total of 200 hours of 10 ELT classes with 62 students were observed
and/or recorded in 4 months, and 20 teachers and students were interviewed. (ELT
63)

7.79. Using emails, interviews and field observations, the findings point to a
pluralistic view of linguistic proficiency that embraces functional business English,
Malaysian English, English as a lingua franca and the use of other language codes.
(ESP 49)

7.80. Through the medium of English, learners are both tourists, viewing their
own culture from the perspective of the ‘other,” while they are being prepared to be
‘tour guides,’ learning how to explain this perspective to the ‘other’ in the other's
language, English. (ESP 87)

7.81.Using the cognitive theory of multimedia learning, this study aimed to
evaluate the design of one multimedia courseware used for teaching English as a
foreign language (EFL) in China and to compare the attitudinal differences in the
teachers’ and students’ evaluation of the courseware. (ELT 40)

7.82. The analysis, using a critical lens, suggests that similar to what is found
in the general literature, in the ELT field professionalism also needs to be perceived
and discussed beyond a trait-based conceptualisation. (ELT 96)

7.83. To address this gap, this study examined the perceptions of both
academic and industry stakeholders on challenges and measures needed for designing
an ESP course in the field of STEM in a Cambodian tertiary institution. (ESP 72)

7.84. Numerous studies of written language development have shown minimal
improvement over the course of an instructional period, yet these solely text-based
studies offer little explanation for the lack of changes in writers’ language because

little is reported about the classroom and the participants. (ESP 50)

As previously discussed, the classification of a linguistic resource as an instance of
acknowledgment is context-dependent. Below, we present several instances where particular

lexical items, despite their typical classifications, are interpreted differently due to contextual
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cues. For example, the verb report, which is generally associated with attribution, is
classified as modality in example 7.85 because it conveys an internalized attribution ascribed
to the authorial voice. A similar observation applies to the verb claim. Although it is often
categorized as a distancing resource, in example 7.86 it neutrally frames the proposition,
warranting its classification as acknowledgment. Likewise, the verb argue, typically
associated with pronouncement when used to reinforce the authorial position (example 7.38),
is categorized as acknowledgment in example 7.43, where it is attributed to an external
source. The same principle applies to the verb conclude, whose classification also varies
according to contextual factors, as discussed in Section 7.2.2.

7.85. In this article we report on an alternative, decentralised model of
language support, implemented in a School of Nursing and Midwifery, and which
seeks to develop students’ competency in the language skills required for their
Nursing studies and professional practice. (ESP 58)

7.86. Others, however, see cause for concern by claiming that English
language instruction is not always effective or that learning English is a waste of time
and resources because the majority of English learners will most probably not use

English after they graduate from college. (ELT 52)

As discussed in Section 3.4.2, another domain covered by acknowledgment is the use
of citations, wherein the cited proposition is likewise attributed to an external source.
According to Martin and White (2005), this domain is especially typical of academic
discourse. In light of this, we identified an extensive number of citations in our sample.
However, the citations identified in our analysis are not instances of integral citation, where a
proposition is directly attributed to a specific third party. We identified the use of quotation
marks around particular terms to signal that these are borrowed or attributed concepts, not
invented by the author, as in example 7.87. Also, this type of citation can be classified as
distancing when the authorial voice explicitly dissociates itself from the proposition, which
will be addressed in the subsequent part of this section.

7.87. The notions of ‘exploratory talk’ and ‘task-based learning’ are explored
using a single case study with material drawn from the student’s autobiography and
diary, the spoken and written assignments, and the student and lecturers’ reflections

on completion of the modules. (ELT 24)
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Lastly, it is important to note that the resources of acknowledgment tend to preserve
the writer-reader solidarity as the authorial voice refrains from assuming responsibility for the
proposition. Since the viewpoint is attributed to an external source and the author’s stance is
not explicitly stated, there is no direct opposition to the potential perspectives of the reader.

The second option cover by the attribution-type is distance [expansion: attribution].
The authorial voice uses the resources of distancing to explicitly disengage from the external
source and dissociate from the proposition, indicating clear disalignment. In our sample,
distance occurs 9 times, with a relative frequency of 0.3 per 1000 words, thus being ranked as
the least utilized Engagement resource. It constitutes 0.4% of all Engagement subtypes, 0.8%
of dialogic expansion, and 1.5% of attribution.

Its most typical realizations include the verbs attempt and claim, which may
alternatively be categorized as acknowledgment, depending on the context, as well as scare
quotes. The classification of attempt as either a distancing or acknowledgment resource is
discussed in the pilot study (see Section 6.1.2, example 6.30). Regarding the verb claim,
example 7.86 illustrates its use as an acknowledgment resource, where the authorial voice
maintains a neutral stance. In contrast, when the authorial voice explicitly distances itself
from the proposition, as shown in example 7.88, claim functions as a distancing resource. The
co-occurrence of the verb claim with the conjunctive adverb however, functioning as a
countering resource, signals the author’s disagreement with the proposition framed by the
verb claim, which enables us to classify it as a distancing resource. Citations, as demonstrated
in the example 7.87, can function as acknowledgments. However, example 7.89 demonstrates
how the authorial voice creates a critical distance from the proposition by dissociating itself
from the ideological framing associated with the concept of a “free market”. This is a clear
example of a scare quote.

7.88. The US-funded Job Enabling English Proficiency (or JEEP) project
claimed to improve the standard of English in the region through the introduction of
imported educational materials and classroom configurations. However, we show

)

how English-only policy, “native-speakerism,” and the use of repetition as a
dominant language learning practice in the classroom are all implicated in the
politics of neocolonialism in Mindanao. (ELT 90)

7.89. Most of these coursebooks profess to being vaguely communicative in
their approach, while at the same time attempting to package and present language as
a standardized commodity, within a broader ideological framework that

enthusiastically embraces a view of the world in terms of aspirational, atomized,

142



competitive individuals pursuing their self-realization through a “free” market. (ELT
23)

Another less common realization of distance is the attributive adjective so-called
(example 7.90). This adjective inherently suggests that the proposition it frames may not be
entirely accurate and should be viewed with scepticism, thereby enabling the authorial voice
to distance itself from it.

7.90. While English is embraced worldwide as a global means of
communication, its teaching and learning is a contested arena of contacts between the

so-called English native-speaker culture and local learner cultures. (ELT 60)

Concerning writer-reader relationship, Fryer (2019) argues that distancing typically
involves greater interpersonal risk, as detaching the authorial voice from an alternative voice
may create a conflict with the reader if it challenges their values. Therefore, writer-reader
solidarity can be at risk.

In summary, the statistical analysis reveals that attribution resources are positioned at
both the highest and lowest ends of the spectrum of Engagement resources -
acknowledgment with a global selection probability of 27.2% ranks first, whereas distance
with a global selection probability of 0.4% ranks last. When considering the pilot study, we
can observe that distance is also the least frequently used Engagement resource, while
acknowledgment ranks third. This can be explained by the fact that maintaining a neutral
position through acknowledgment preserves the author’s solidarity with their readers while
an explicit disalignment from a proposition creates significant interpersonal risk, which is
why authors tend to avoid it.

7.3.3 Dialogic Expansion: Summary

When examining the resources of dialogic expansion, regardless of their classification
as either entertainment or attribution, we can observe that acknowledgment emerges as the
most dominant one, both within the category of dialogic expansion and the overall range of
heteroglossic Engagement. Acknowledgment (53.2%) is followed by modality (31.6%),
evidentiality (14.3%) and distance (0.8%) (see Table 23). This distribution, where
acknowledgment accounts for over half of all dialogic expansion resources, can be

interpreted in light of the varying degrees of interpersonal risk associated with each subtype.
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Specifically, acknowledgment involves the authorial voice adopting a neutral stance, thereby
posing a minimal interpersonal risk. Similarly, modality also carries relatively low risk, as it
conveys degrees of likelihood rather than a firm commitment. Evidentials reflect a more
assertive stance, particularly when combined with endorsement, which serves to reinforce the
argument’s warrantability. Distancing resources, on the other hand, present the highest level
of interpersonal risk due to their explicit disalignment with the proposition, which may
explain their infrequent use across both dialogic expansion and the broader category of
heteroglossic Engagement.

When comparing the distribution of entertainment and attribution, we can observe that
entertainment is slightly more prevalent, accounting for 54.0% compared to 46.0% for
attribution. This is noteworthy given that acknowledgment, as the most frequently employed
individual resource, falls under attribution. The overall ratio, however, is shaped by the
notably low frequency of distancing resources within the attribution category, which brings
down its total share.

Compared to the pilot study, modals surpass acknowledgment in frequency, whereas
the positions of evidentials and distance remain unchanged.

Table 23
Subtypes of dialogic expansion in the whole sample ranked by local section probabilities,

with number of instances, frequency of occurrence per 1000 words and most common

realizations

Dialogic Expansion in L% No. of RF/1000 Realizations
the Whole Sample instances words

Acknowledge 53.2 587 17.5 belief, believe

[expansion: attribution] perception,

perceive, view (n.,
V.), vision,
observation,
observe,
perspective,
perceive, report
(v.), evaluation,

evaluate
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Modals [expansion: 31.6 349 10.4 may, can, attempt
entertainment] (n.,v.), about,
whether, aim (n.,
v.), potential, tend
to, hope (v.),
hopefully, seek

Evidentials [expansion: 14.3 158 4.7 suggest, indicate,
entertainment] emerge, lead to,
seem, implication,

evidence (n., Vv.),

appear
Distance  [expansion: 0.8 9 0.3 attempt (v.), claim
attribution] (v.)

7.4 Engagement: Summary

Considering the ELT and ESP sample, the statistical analysis shows that authors more
frequently opt for the resources of dialogic expansion (51.2%), compared to contraction
(48.8%), even though this difference is insignificant. The prevalence of expansion can be
explained by the frequent use of acknowledgment, whose global selection probability is
27.1%. The authors’ preference for using acknowledgment resources can be attributed to their
function of positioning the authorial voice as neutral, as discussed in the previous section.
When comparing the results with those of the pilot study, a contrasting pattern emerges.
Specifically, while the results of the pilot study show an insignificant prevalence of dialogic
contraction, the main study results reveal the opposite trend. Since the predominance of
contraction (50.3%) over expansion (49.7%) in the pilot study is marginal, it can be
concluded that, in both cases, the authors employ dialogic contraction and expansion
resources in a relatively balanced manner.

In view of the individual resources of heteroglossic Engagement, it has already been
established that acknowledgment (27.2%) is the most dominant one, followed by
endorsement (17.8%), modality (16.2%), deny (10.1%), counter (10.0%), pronouncement
(9.4%), evidentiality (7.3%), concurrence (1.5%) and distance (0.4%). In the pilot study,
acknowledgment, endorsement and modality also emerged as the most frequently used

Engagement resources; however, their ranking differs, with modality being the most
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dominant, followed by endorsement and then acknowledgment. Concurrence and distancing
occupy the lowest position in the pilot study as well, each with an equal frequency of 0.6%.
This distribution indicates that authors predominantly employ strategies that are based on the
subjectivity of the external voice, such as expressions like it is
believed/reported/perceived/observed, which is the case with acknowledgment. Alternatively,
they use terms like it is revealed/shown/demonstrated/validated to ground results in external
research, thereby making the results well-established on factual grounds, as observed with
endorsement. When authors do assume responsibility for a claim and ground it in their
subjectivity, they do so through modality resources, such as may, might, can, possibly, likely,
and similar terms. The use of resources that carry minimal interpersonal risk serves to
preserve solidarity with the reader, which also helps explain why distancing resources are
avoided.

When annotating the sample, we found that the identification of some resources was
straightforward, while others were highly context-dependent. For instance, disclaim strategies
were relatively easy to recognize, whereas the annotation of the resources of
acknowledgment, modality, pronouncement, distance, and evidentiality required a closer
examination of the context for accurate classification. This is exemplified by verbs such as
argue, conclude, claim, and attempt.

What we also observed is the co-occurrence of certain Engagement strategies, such as
endorsement and evidentiality in phrases like findings indicate or results suggest, counter and
distance when claim is paired with however, deny and pronouncement in expressions like no
significant difference, or modality and deny in whether... or not. These pairings serve to
either mitigate potential threats to writer-reader solidarity, as seen with endorsement +
evidentiality or modality + deny, or to reinforce the argument, as demonstrated with counter
+ distance and deny + pronouncement in the examples we presented.

Consistent with the findings in Fryer’s study on medical research discourse (2019),
we observed that academic authors seldom, if ever, challenge or disalign with their readers'
voices. This is demonstrated by the strategies and their combinations highlighted above.
Following this, Fryer (2019) and Martin and White (2005) assert that disalignment and
opposition are relatively uncommon in academic discourse, whereas they are more prevalent

in other forms of discourse, such as mass media.
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8. ENGAGEMENT RESOURCES ACROSS RHETORICAL MOVES

In Chapter 8 we explore the distribution of the resources of Engagement across
different rhetorical moves of research article abstracts in the ELT and ESP sample. The
discussion begins with introduction sections, followed by the purpose, method, product, and
conclusion, in line with Hyland’s (2004) framework, that is, in the unfolding structure of an
abstract. Consistent with the pilot study, we will use the terms rhetorical move and section
interchangeably.

Before turning to the discussion on the distribution of the Engagement resources
across rhetorical moves, we will first provide a brief overview of the rhetorical moves
themselves. The initial observation was that not all abstracts contain every rhetorical move.
Furthermore, the rhetorical moves are not always distributed in the sequential order outlined
above. Thirdly, we also observed frequent merging of two rhetorical moves within a single
sentence. Common pairings include purpose + method (example 8.1), method + product
(example 8.2), product + conclusion (example 8.3) and purpose + product (example 8.4).

8.1. The research adopts a corpus-based approach to study English texts on

display in the tourist resorts of S’Arenal and Magalluf in the Bay of Palma. (ESP 12)

8.2. This study, conducted through questionnaires, surveys, focus groups and
interviews, indicates that junior and high school teachers in Japan are open to the

possibility of exposing students to different varieties of English. (ELT 87)

8.3. Feedback was largely positive, but it may be helpful to customize future

workshops for specific language groups. (ESP 11)

8.4. This study investigated the perceptions of students (n = 71) enrolled at a
university in Japan and found no statistically significant differences based on gender,

country of origin, year of study, work experience, or future work intentions. (ESP 13)

Given that UAM CorpusTool (version 6) allows for the annotation of rhetorical
moves at the sentence level rather than by larger text segments, it was not possible to
determine the exact number of rhetorical moves. Table 24 offers an overview of the rhetorical
move density observed throughout the sample. The number of sentences annotated as specific
moves offers a reliable indication of the proportion of rhetorical moves across the sample, as

seen in Table 24.
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Table 24
Overview of rhetorical move density: number of sentences annotated as a specific move (N)

and global selection probability (%) of rhetorical moves

RHETORICAL-MOVES-TYPE N %

- introduction 266 20.4
- purpose 268 20.6
- method 252 19.3
- product 347 26.6
- conclusion 170 13.0
TOTAL: 1303 100.0%

Table 23 reveals that the largest portion of the text was annotated as the introduction
move, followed by purpose, method, product and conclusion. Consequently, the introduction
section is expected to contain the highest number of Engagement resources. However,
insights into their density will be drawn from their relative frequency per 1000 words.

8.1 Introduction Sections

As stated in Section 5.2, introduction sections serve to set the context for the article,
present its key background information, highlight the significance of the topic, and justify the
need for the research or discussion. We identified 420 instances of Engagement in the
introduction sections, with a relative frequency of 63.0 per 1000 words. Of these, 237
instances (RF of 35.6 per 1000 words) were classified as contraction and 183 instances (RF
of 27.5 per 1000 words) as expansion. Therefore, dialogic contraction is more prevalent,
making up 56.4%, compared to 43.6% for expansion. Table 25 provides an overview of
Engagement in the introduction sections.

Table 25
Overview of Engagement in introduction sections: number of instances (N), relative

frequency per 1000 words and global selection probabilities (%)

HETEROGLOSSIC-ENGAGEMENT-TYPE introduction

N |Per1000Wds o
- contraction 237 35.6 56.4
- expansion 183 27.5 43.6
TOTAL: 420 63.0/|100.0%

The analysis of the global selection probabilities of individual subtypes within
dialogic contraction and expansion reveals that, within dialogic contraction, disclaim

resources (36.7%) are more frequently employed than proclaim resources (19.8%), as shown
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in Table 26. In the domain of dialogic expansion, attribution resources (21.9%) slightly
exceed entertainment resources (21.7%) in frequency, although the difference is minimal, as
illustrated in Table 27.

Table 26
Overview of dialogic contraction in introduction sections: number of instances (N), relative

frequency per 1000 words and global selection probabilities (%)

introduction

CONTRACTION-TYPE

N |Per1000Wds %
- disclaim 154 231 36.7
- proclaim 83 125 19.8
TOTAL: 237 35.6((56.4%
Table 27

Overview of dialogic expansion in introduction sections: number of instances (N), relative

frequency per 1000 words and global selection probabilities (%)

introduction

EXPANSION-TYPE N [Per1000Wds %
- entertainment 91 13.7 21.7
- attribution 92 13.8 219
TOTAL: 183 275||143.6%

We now proceed to the analysis of individual Engagement resources ranked by their
global selection probability, following the same approach as in the pilot study. We aim to
explain their prominence and illustrate their use through examples. While we do not find a
comparison of the frequency of occurrence within the broader categories of disclaim,
proclaim, entertainment, and attribution particularly meaningful, a comparison of the
individual resources themselves is considered relevant. Table 28 presents an overview of the

individual Engagement resources, ranked by their global selection probabilities.

Table 28
Engagement subtypes in introduction sections ranked by global selection probability, with

number of instances, frequency of occurrence per 1000 words and most common realizations

Engagement Subtypes | G% No. of RF/1000 Most Common
in Introduction instances words Realizations
Sections
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Acknowledge 21.2 89 13.4 perspective,
[expansion: attribution] perception, report (n.,
V.), assessment
Counter  [contraction: | 20.7 87 13.1 despite, although,
disclaim] however, regardless,
while, yet
Modals [expansion: | 19.3 81 12.2 aim (n., v.), can,
entertainment] possible, possibly,
potential, tend to
Deny [contraction: | 16.0 67 10.1 no, not, non-, in-
disclaim]
Pronounce [contraction: | 13.3 56 8.4 key (adj.), especially,
proclaim] increasingly, indeed
Endorse  [contraction: 4.5 19 2.9 show, define
proclaim]
Evidentials [expansion: 2.4 10 1.5 apparently, evidence
entertainment] (n.)
Concur  [contraction: 1.9 8 1.2 not only... but also,
proclaim] widely accepted, clear
Distance  [expansion: 0.7 3 0.5 so-called, attempt (v.)
attribution]

With a global selection probability of 21.2%, acknowledgment [expansion:
attribution] is the most prevalent Engagement resource in the introduction sections -
consistent with the findings of the pilot study. When compared to the overall sample (Table
15), it likewise maintains its position as the most dominant resource. In the introduction
sections, we identified 89 instances of acknowledgment, with a relative frequency of 13.4 per
1000 words. As noted previously in Section 6.2.1, the predominance of acknowledgment
strategies can be attributed to their role in assigning propositions to external sources, thereby
minimizing the explicitness of the authorial voice. In the context of introductions, these
external voices typically reference prior authors whose work lays the groundwork for the

current research. When analyzing the sample, we observed that the general body of
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knowledge is referenced considerably more often than specific authors, as illustrated in
example 8.5 with the verb report. However, this is not necessarily the case as the external
voice may be associated with a specific voice other than a referenced author or academic
community. In example 8.6, we do not observe a reference to a specific author upon whose
perspectives the following knowledge is built, but rather to the students’ voice, which will be
the focus of the analysis.

8.5. Despite the great body of work examining the cultural content of the
international and local ELT textbooks, the cultural content and elements of the ELT
textbooks in the inner, outer, and expanding circle countries have seldom been
reported. (ELT 74)

8.6. Educators commonly promote English as beneficial to future
employability, but students’ perceptions of the importance of English in the tourism
and hospitality industry are often not considered. (ESP 13)

In line with the results of the pilot study, the second most prominent Engagement
subtype in introductions is counter. In the overall sample, however, counter ranks fourth,
along with the resources of denial. In the introduction sections, we observed 87 countering
resources, with a relative frequency of 13.1 per 1000 words. Compared to the highest-ranked
acknowledgment, which has a global selection probability of 21.2%, the frequency of
countering resources is marginally lower, with a global selection probability of 20.7%.
Countering resources serve to identify the gap in the field, which explains their dominance in
introductions. In example 8.7, the countering resource is paired with deny to emphasize the
absence of research in a specific area, a pattern also observed in the pilot study (see Section
6.2.1). As can be observed, the authorial voice emphasizes the areas of study requiring
attention as well as the lack of action within the field, thereby creating a research gap. Fryer
(2019) adds that such counterexpectancy serves an important rhetorical function in
convincing the reader that not only do these gaps exist, but they also require urgent
consideration.

8.7. While there has been much research detailing how English as a foreign
language (EFL) students attending English for academic purposes (EAP) courses
struggle with a wide array of challenges when adjusting to university English-medium
instruction, how these students use feedback to self-regulate their academic English

learning and what contributes to or hinders this remain unknown. (ESP 29)
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In the main, as well as the pilot study, modals rank third in the introduction sections.
They occupy the same position in the overall sample. We identified 81 instances of modality
in introductions, with a relative frequency of 12.2 per 1000 words. They account for 19.3% of
all Engagement strategies in the introduction sections. Since introductions not only provide
the background of the article and highlight the research gap but also emphasize the
importance of the topic and justify the study, this transition from previous to current research
is marked by modality resources. They enable the authorial voice to assume responsibility for
the claims while also accommodating alternative perspectives. In the example 8.8, the
author’s voice offers a solution for addressing the research gap; however, the use of the
adjective potential as a modality marker indicates that the solution is not definitive and does
not have to be accepted by the broader academic community. In addition, we observed that
modality resources are used to make general assessments of the previous research upon
which the current study is built, without making bald claims about it (example 8.9).
8.8. A Personal Learning Environment (PLE) is a potential pedagogical
approach to realize learning-centered in ESP teacher development. (ESP 93)
8.9. Academic Literacies and English for Specific Purposes perspectives on
the teaching of academic writing tend to be positioned as dichotomous and

ideologically incompatible. (ESP 56)

The deny resources rank fourth among all Engagement types in the introduction
sections, with a global selection probability of 16.0%. A total of 67 instances of deny were
identified, yielding a relative frequency of 10.1 per 1000 words. Compared to the pilot study,
where deny ranked fifth, the main study reveals a notably higher density of these resources
when considering relative frequency (10.1 vs. 2.5 per 1000 words). Although the difference
in ranking is minimal, the global selection probability also increased substantially—from
5.3% in the pilot study to 15.7% in the main study. As compared to the total sample, deny
ranks fourth in both the pilot and main studies, exhibiting a comparable relative frequency
per 1000 words — 10.1 in introductions versus 6.4 in the overall sample. As previously
mentioned, the purpose of denials is to strengthen the position regarding the research gap in a
particular field, especially when combined with countering resources (example 8.7). Even
when denials appear independently, as in example 8.10, they serve a similar purpose, thus

legitimizing the author’s need for pedagogical intervention or further study.
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8.10. Low foreign language achievers in vocational education often have a
lack of learning strategies, a tendency to feel frustrated, and unwillingness to be
involved. (ESP 95)

Concerning pronouncement resources, the analysis reveals that they rank fifth in the
introduction sections, with a global selection probability of 13.3%. A total of 56 instances
were identified, with a relative frequency of 8.4 per 1000 words. In the pilot study,
pronouncement occupies the fourth position and demonstrates comparable figures (RF = 5.1
per 1000 words; G = 10.5%). In the overall sample, it ranks sixth, with a frequency similar to
that found in the introduction sections (RF = 6.0 per 1000 words; G = 9.4%). As stated in
Section 6.2.1, pronouncements increase the interpersonal risk by strengthening the authorial
commitment to a proposition, which may explain their relatively infrequent use in the
introduction sections. In example 8.11, the adverb increasingly reinforces the author’s
assertion regarding the growing need for advanced qualifications in ELT, thereby amplifying
the authorial stance and potentially inviting disagreement from readers who may not share
this view.

8.11. The field of English Language Teaching (ELT) increasingly requires

advanced qualifications. (ELT 51)

The endorsement feature, with a global selection probability of 4.5%, ranks sixth in
the introduction sections of the main study, maintaining the same position as in the pilot
study. A total of 19 instances were identified, yielding a relative frequency of 2.9 per 1000
words. When viewed across the entire sample, however, endorsement rises significantly in
prominence, ranking second overall with a relative frequency of 11.4 per 1000 words. The
purpose of this feature in introductions is to define the general scope of the research area, as
demonstrated in example 8.12., where the verb define is not attributed to any specific external
voice, but rather reflects the collective body of existing knowledge that precedes the current
study.

8.12. However, this construct has not yet been defined in operational terms in
foreign language teaching, and its constituent components are not specified due to the

absence of a robust and context-specific instrument. (ELT 81)

With a global selection probability of 2.4%, evidentials rank seventh in the

introduction sections, maintaining the same position as in the overall sample. We identified
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10 instances of evidentiality, with a relative frequency of 1.5 per 1000 words. In the pilot
study, with O instances, they occupy the lowest position. Since evidentiality typically
functions to interpret research findings based on evidence, their relatively low frequency in
introductions can be attributed to the assumption that such interpretive work generally occurs
in later sections of academic texts. In example 8.13, the use of evidentiality signals a
conclusion grounded in prior evidence resulting in commonly accepted knowledge within the
field. However, the deduction process leading to this conclusion is not explicitly shown in the
text.

8.13. As the main technique of grammar-centred teaching, translation

apparently has no use in communicative teaching. (ELT 30)

Concurrence strategies occupy the penultimate position within the introduction
sections (G=1.9%), mirroring their placement in both the main study and the pilot study. We
identified 8 instances of concurrence in introductions, with a relative frequency of 1.2 per
1000 words. In example 8.14, the role of the concurrence marker is to reinforce the claim that
cookery books follow their linguistic conventions.

8.14. Cookery books are governed by their own laws not only in the choice of

vocabulary and fixed expressions, but also grammar and style. (ESP 67)

The least frequently used Engagement strategy in the introduction sections is distance
(G=0.7%), maintaining this position consistently across the overall sample. In the pilot study,
it similarly ranks near the bottom, occupying the penultimate position alongside concurrence.
In introductions, we identified only 3 instances of the distance feature, with a relative
frequency of 0.5 per 1000 words. As in the overall sample, the low frequency of this resource
can be attributed to its explicit disalignment from the proposition. In the example 8.15, the
term so-called signals the author's critical stance toward the established notion of native-
speaker culture, suggesting that this concept may be problematized or examined later in the
text.

8.15. While English is embraced worldwide as a global means of
communication, its teaching and learning is a contested arena of contacts between the

so-called English native-speaker culture and local learner cultures. (ELT 60)

In summary, when considering the relative frequency per 1000 words, the density of

Engagement strategies in the introduction sections (63.0) is comparable to that observed in
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the overall sample (64.1). Regarding the distribution between dialogic contraction and
expansion, a slight predominance of contraction resources is evident in introductions,
whereas expansion resources slightly prevail in the total sample. However, given the minimal
nature of these differences, it can be concluded that the use of both subtypes of Engagement
is generally balanced across both the introduction sections and the total sample. In terms of
individual Engagement resources, acknowledgment emerges as the most frequently used
(21.2%), followed by counter (20.7%), modals (19.3%), denials (16.0%), pronouncement
(13.3%), endorsement (4.5%), evidentials (2.4%), concurrence (1.9%), and distance (0.7%).
The dominance of acknowledgment strategies can be attributed to their function of attributing
propositions to external sources, often referencing previous research that forms the
foundation for the current study. The high frequency of counter strategies is explained by
their role in identifying gaps in the research field, which are subsequently addressed by the
authorial voice. Modals are also prominently featured, serving to introduce elements of the
present research or to evaluate previous findings while avoiding categorical assertions. The
use of denials and pronouncements is moderate, whereas evidentials, concurrence, and

distance appear considerably less frequently in introduction sections.

8.2 Purpose Sections

Purpose sections serve to articulate the main objectives, thesis, or hypothesis of the
article. We identified 392 instances of Engagement in the purpose sections, corresponding to
a relative frequency of 50.6 per 1000 words. Of these, 112 instances (RF of 14.5 per 1000
words) were categorized as contraction, while280 instances (RF of 36.2 per 1000 words)
were classified as expansion. Thus, dialogic expansion is more prevalent, accounting for
71.4% of all instances, compared to 28.6% for contraction. Table 29 provides an overview of

Engagement in the purpose sections.

Table 29
Overview of Engagement in purpose sections: number of instances (N), relative frequency

per 1000 words, and global selection probabilities (%)

HETEROGLOSSIC-ENGAGEMENT-TYPE purpose

N |Peri000Wds| %
- contraction 112 145 28.6
- expansion 280 36.2 71.4
TOTAL: 392 50.6| 100.0%
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Considering global selection probabilities, within dialogic contraction, proclaim
resources are more frequently employed (19.9%) than disclaim resources (8.7%), as
presented in Table 30. In the domain of dialogic expansion, attribution resources (40.6%)
surpass entertainment (30.9%) in frequency, as shown in Table 31.

Table 30
Overview of dialogic contraction in purpose sections: number of instances (N), relative

frequency per 1000 words and global selection probabilities (%)

purpose
CONTRACTION-TYPE N |Per1000Wds %

- disclaim 34 4.4 8.7

- proclaim 78 10.1 19.9

TOTAL: 112 14.5||128.6%

Table 31

Overview of dialogic expansion in purpose sections: number of instances (N), relative

frequency per 1000 words, and global selection probabilities (%)

EXPANSION-TYPE purpose
N |Per1000Wds %
- entertainment 121 15.6 30.9
- attribution 159 20.5| 406
TOTAL: 280 36.2| 71.4%

Following the pattern established in the analysis of the introduction sections, the
discussion now turns to the individual subtypes of Engagement, ranked according to their

global selection probability. Table 32 presents the ranking of these Engagement resources.

Table 32
Engagement subtypes in purpose sections ranked by global selection probability, with

number of instances, frequency of occurrence per 1000 words and most common realizations

Engagement Subtypes | G% No. of RF/1000 Most Common

in Purpose Sections instances words Realizations
Acknowledge 40.3 158 20.4 observation,
[expansion: attribution] perception, perceive,

report (n., v.) review

(n.,v.)
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Modals [expansion: | 29.1 114 14.7 aim (n., v.), effort,

entertainment] purpose, can, could,
potential

Endorse [contraction: | 10.2 40 5.2 validity,  reliability,

proclaim] result (n., v.)

Pronounce [contraction: 8.4 33 4.3 particularly, key

proclaim] (adj.), significant,
crucial

Deny [contraction: 6.1 24 3.1 -in, -un, non-

disclaim]

Counter  [contraction: 2.6 10 1.3 conflict with, but,

disclaim] however

Evidentials [expansion: 1.8 7 0.9 implication, seem

entertainment]

Concur  [contraction: 1.3 5 0.6 naturally, not

proclaim] only...but also

Distance  [expansion: 0.3 1 0.1 seemingly

attribution] ‘contradictory’

With a global selection probability of 40.3%, acknowledgment [expansion:
attribution] is by far the most prevalent Engagement resource in the purpose sections,
whereas in the pilot study it ranks second. When compared to the overall sample (see Table
15), it retains its position as the most dominant resource. In the purpose sections, 158
instances of acknowledgment were identified, corresponding to a relative frequency of 20.4
per 1000 words. As discussed in the pilot study, the role of acknowledgment strategies in
articulating the purpose lies in referencing the existing body of knowledge or perceptions,
which is subsequently examined and evaluated throughout the text. In example 8.16, what is
subject to examination later in the text are the views of Korean science and engineering
students of English-medium instruction and Korean-medium instruction. Those are the

perspectives for which the authorial voice does not assume responsibility.
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8.16. The purpose of this study was to examine how Korean science and
engineering students view English-medium instruction (EMI) and Korean-medium
instruction (KMI). (ESP42)

The resources of modality rank second in the purpose sections, with a global selection
probability of 29.1%, whereas in the pilot study they occupy the first position. In the overall
sample, they hold the third position. In each case, modality consistently appears among the
top three most frequently used Engagement resources. In the purpose sections, we found 114
instances of modality, with a relative frequency of 14.7 per 1000 words. In this rhetorical
move, the authorial voice utilizes modalizing locutions to express their attempt to achieve a
specific research aim. However, the presented effort is potentially uncertain, thus expanding
the dialogic space to accommodate alternative outcomes. In example 8.17, the use of two
modalizing locutions in presenting their purpose reinforces the authorial effort to pursue a
specific research objective.

8.17. The aim of the present paper is to reflect on how this theoretical

integration could be put into practice. (ESP 56)

The category of endorsement ranks third in the purpose sections (G=10.2%),
maintaining the same position as the pilot study. In the overall sample, endorsement ranks
second. We identified 40 instances of this strategy in the purpose sections, with a relative
frequency of 5.2 per 1000 words. The general function of endorsement, as well as in the
context of presenting the purpose of research articles, is to present a proposition as highly
credible and grounded in external sources. As illustrated in example 8.18, the noun results is
associated with empirical research rather than authorial subjectivity, indicating that the
authorial voice positions itself as striving to achieve reliable and well-rounded outcomes.

8.18. This paper presents the results of research which set out to evaluate the

efficacy of an online Business English course in higher education. (ESP 86)

Pronouncement occupies the fourth position in the purpose sections, with a global
selection probability of 8.4%, which is consistent with its ranking in the pilot study. In the
overall sample, its frequency is slightly lower, ranking sixth. We found 33 instances of
pronouncement in the purpose sections, with a relative frequency of 4.3 per 1000 words.
Reflecting their general purpose in abstracts, pronouncement strategies in the purpose

sections serve to intensify the authorial alignment with the proposition. As illustrated in
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example 8.19, the author employs the adjective key to draw attention to the challenges that
will be addressed in this article, thereby reinforcing the proposition framed by this adjective.
8.19. The aim was to discover the key challenges of critical pedagogy and how
this practice is understood. (ELT 39)

With a global selection probability of 6.1%, denials occupy the fifth position in the
purpose sections, consistent with their ranking in the pilot study. Compared to the entire
abstract, where they rank fourth, this represents a lower position. We found 24 instances of
deny strategies, with a relative frequency of 3.1 per 1000 words. Most instances of the deny
feature in the purpose sections are locally realized via negative prefixes, resulting in minimal
contextual influence and a moderate dialogic effect. As illustrated in example 8.20, their
dialogic role lies in highlighting the contrast between native and non-native speakers.

8.20. To address the issue, this study sought to investigate the nonnative
teachers’ perceptions of idealized native-speaker linguistic and pragmatic norms in

the EIL context. (ELT 86)

The counter feature ranks sixth, with a global selection probability of 2.6%. It appears
slightly more frequently than in the pilot study where we identified no instances, thus holding
the lowest rank. Yet, it is somewhat less frequently used in the purpose sections than in the
overall sample, where it shares the fourth position with denial strategies. A total of 10
instances of counter strategies were identified, corresponding to a relative frequency of 1.3
occurrences per 1000 words. The infrequent occurrence of countering resources within the
purpose sections can be attributed to their function of refuting an anticipated claim. Since
purpose sections typically concentrate on outlining the objectives and scope of the current
study, we rarely encounter prior claims or viewpoints that necessitate refutation. This focus
on the study's aims, rather than on engaging with opposing perspectives, naturally results in a
lower frequency of countering resources in these sections. In the example 8.21, the verb
conflict with as a countering resource, is inherent to the study topic which focuses on the
analysis of the opposition between CEFR as a form of Western-imposed globalization and
local culture and values. Consequently, this countering element serves to delineate the subject
matter rather than to engage with alternative perspectives or challenge prevailing viewpoints.
Therefore, it does not play a significant role in shaping the dialogic character of the purpose

section.
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8.21. It presents a critical discourse analysis of newspaper texts in order to
show how CEFR represents a form of Western-imposed globalisation that conflicts

with local cultures and values. (ELT 37)

With a global selection probability of 1.8%, evidentials rank seventh in the purpose
sections, maintaining the same position in the overall sample. In the pilot study, we did not
find any examples of this strategy, which reflects their insignificant role in this rhetorical
move. We found 7 instances of evidentiality in purpose sections, with a relative frequency of
0.9 per 1000 words.One of the typical realizations of evidentiality is the noun implication,
which is most commonly found in conclusions. However, when identified in the purpose
sections, it is used to indicate that potential consequences or effects of the research analysis
will be discussed.

8.22. This introductory paper reviews the varying conditions and challenges of
dealing with conceptual incongruity in inter-systemic legal translation, on the one
hand, and the implications of ensuring harmonization and consistency in multilingual

legal texts through institutional translation, on the other. (ESP 73)

In the purpose sections, concurrence occupies the penultimate position, with a global
selection probability of 1.3%, mirroring its ranking in the overall sample. Similarly, it the
pilot study this feature shares the lowest rank with other strategies. In each case, it ranks
among the least frequently used Engagement resources. Specifically, in the pilot study, 5
instances of concurrence were identified, with a relative frequency of 0.6 per 1000 words.
Consistent with its general usage, concurrence in purpose sections serves to establish a
collaborative tone where the authorial voice shares the same knowledge with putative
readers. In example 8.23, the phrase naturally occurring interactions signifies that the data
analyzed were derived from real-life rather than experimental settings. By highlighting that
the interactions are naturally occurring, the author underscores the ecological validity of the
research.

8.23. This paper drew on Blommaert’s sociolinguistics of globalization and

Hymes’s Ethnography of Communication to examine naturally occurring interactions

in English between Vietnamese customs officers and foreign travelers. (ESP 61)

The least frequently used Engagement resource in the purpose sections is distance

(G=0.3%). We identified only one instance, with a relative frequency of 0.1 per 1000 words.
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In both the overall sample and the pilot study, concurrence consistently occupies the lowest
rank among Engagement strategies due to heightened interpersonal risk. In example 8.24, the
phrase seemingly ‘contradictory’ serves to attribute the assessment of the teacher's actions as
"contradictory” to an external viewpoint, while maintaining a degree of detachment. Even
though both the adverb seemingly and the use of scare quotes could function as individual
distancing resources, their co-occurrence within a single phrase amplifies the distancing
effect from the same proposition. Due to this combined effect, we have chosen to classify
them collectively as a single distancing resource.
8.24. In negotiating positionality, the two teachers choose to both discursively
‘trouble’ and not trouble who they, their colleagues, and their students ‘are,” ‘can,’
and/or ‘should’ be or become, in complex and seemingly ‘contradictory’ ways. (ELT
76)
In brief, the density of Engagement strategies in the purpose sections (RF of 50.6 per
1000 words) is slightly lower than in the overall sample (RF of 64.1 per 1000 words). This
observed decrease can be attributed to endorsement strategies where we observed a decline of
the relative frequency from 17.8 per 1000 words in the overall sample to 5.2 in the purpose
sections. This occurrence may be related to the nature of the content typically presented in
these sections. Purpose sections primarily aim to outline the objectives and scope of the
study, often focusing on the researcher's intentions and planned contributions. As such, there
is less emphasis on referencing external authoritative voices, which constrain alternative
interpretations. In examining the distribution of dialogic contraction and expansion, the
overall sample exhibits a relatively balanced use of these two categories, with expansion
accounting for 51.2% and contraction for 48.8%. However, this balance experiences a
pronounced change within purpose sections, where expansion strategies constitute 71.4% and
contraction strategies decrease to 28.6%. This notable divergence suggests that authors, when
articulating the objectives of their research, tend to favor dialogic expansion. Such a
preference may reflect an intent to present their study as open to interpretation and further
inquiry, marked by more frequent use of modalizing locutions. When considering individual
Engagement resources, we can observe that acknowledgment emerges as the most dominant
one (40.3%), preserving its position from the overall sample. It is followed by modality
(29.1%), endorsement (10.2%), pronouncement (8.4%), deny (6.1%), counter (2.6%),
evidentiality (1.8%), concurrence (1.3%) and distance (0.3%) The prevalence of
acknowledgment strategies can be attributed to their role of referencing established

knowledge or prevailing perceptions, which are then critically analyzed and assessed
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throughout the text, opening the dialogic space for various interpretations. As the ranking
shows, except for acknowledgment and modality, all other resources are employed less

frequently.

8.3 Method Sections

The purpose of method sections, both within the main body of the article and in
abstracts, is to outline the research design, procedures, data collection methods, assumptions,
and overall approach adopted in the study. We identified 139 instances of Engagement in the
method sections, with a relative frequency of 27.5 per 1000 words. Out of these, 43 instances
(a relative frequency of 8.5 per 1000 words) were identified as contraction, while 96
instances (19.0 per 1000 words) were classified as expansion. This indicates that dialogic
expansion is more dominant, comprising 69.1% of all instances, whereas contraction

accounts for only 30.9%. Table 33 outlines hetroglossic Engagement in the methods section.

Table 33
Overview of Engagement in method sections: number of instances (N), relative frequency per

1000 words, and global selection probabilities (%)

method
HETEROGLOSSIC-ENGAGEMENT-TYPE N |Per1000Wds %
- contraction 43 8.5 30.9
- expansion 96 19.0 69.1
TOTAL: 139 27.5/1100.0%

Based on global selection probabilities, within dialogic contraction, disclaim
resources are slightly more prevalent (16.5%) than proclaim (14.4%), as shown in Table 34.
In the area of dialogic expansion, attribution resources (56.1%) are significantly more

frequent than entertain resources (12.9%), as indicated in Table 35.

Table 34
Overview of dialogic contraction in method sections: number of instances (N), relative

frequency per 1000 words and global selection probabilities (%)
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method
CONTRACTION-TYPE N |Perl000Wds o
- disclaim 23 46/ 165
- proclaim 20 4.0 14.4
TOTAL: 43 8.5/30.9%
Table 35

Overview of dialogic expansion in method sections: number of instances (N), relative

frequency per 1000 words and global selection probabilities (%)

method
EXPANSION-TYPE N |Per1000Wds %
- entertainment 18 3.6 12.9
- attribution 78 15.4| 56.1
TOTAL: 96 19.0//69.1%

Building on the already established pattern, the focus now turns to the individual

subtypes of Engagement, ordered by their global selection probability. Table 36 displays the

ranking of these Engagement resources.

Table 36

Engagement subtypes in method sections ranked by global selection probability, with number

of instances, frequency of occurrence per 1000 words and most common realizations

Engagement Subtypes | G% No. of RF/1000 Most Common
in Method Sections instances words Realizations

Acknowledge 55.4 77 15.3 perceive, perception,

[expansion: attribution] perspective report
(v.), representation,
evaluate, evaluation

Modals [expansion: | 11.5 16 3.2 try, test (v.), potential

entertainment]

Endorse [contraction: | 11.5 16 3.2 uncover, find, finding,

proclaim] validate

Counter  [contraction: 8.6 12 2.4 whereas

disclaim]
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Deny [contraction: 7.9 11 2.2 -in, -un, no

disclaim]

Pronounce [contraction: 2.9 4 0.8 the most prominent,
proclaim] the most effective
Evidentials [expansion: 1.4 2 0.4 implication, suggest

entertainment]

Distance  [expansion: 0.7 1 0.2 scare quotes
attribution]
Concur  [contraction: 0.0 0 0.0 /
proclaim]

Acknowledgment emerges as the most dominant Engagement resource in the method
sections, with a global selection probability of 55.4%, consistent with its prominence across
the overall sample. In the pilot study, it occupies the second position. We found 77 instances
of acknowledgment, with a relative frequency of 15.3 per 1000 words. As discussed in the
pilot study, the role of this feature in method sections is to present the selecting methods as
credible, by attributing them to an external source, as in example 8.25. In this case, the
authorial voice attributes the method to a recognized authority within the field, thereby
maintaining a stance of neutrality and keeping their position implicit.

8.25. It adopts a Vygotsky’s socio-cultural theoretical perspective in
conceptualising English as a tool academics appropriate to mediate their teaching.

(ESP 21)

Modality ranks second in the method sections, with a global selection probability of
11.5%, whereas in the pilot study, it occupies the first position. In the overall dataset, it holds
the third position. Taken together, the findings indicate that modality consistently ranks
among the three most commonly employed Engagement strategies. In the method sections,
we found 16 instances of modality, with a relative frequency of 3.2 per 1000 words. The
realizations we identified in our sample suggest that the role of modality in this rhetorical
move is to express a degree of certainty regarding the potential feasibility of a given method,
as in example 8.26. However, the outcome remains uncertain, allowing the possibility of

alternative approaches.
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8.26. This application was further tested and refined in an iterative process,

with data collected from three different sources. (ESP 34)

With a global selection probability of 11.5%, the endorsement feature shares the
second position with modality, based on 16 identified examples and a relative frequency of
3.2 per 1000 words. In the pilot study, it ranks third, while in the overall sample it holds the
second position, consistent with its ranking in the purpose sections. As we already presented
in the pilot study, its role in this section is to confirm the reliability of specific methods by
portraying them as unguestioned research standards. In the example 8.27, the verb validate
serves to frame the method as definitive and indisputable, thereby suppressing alternative
viewpoints.

8.27. To validate test items and calibrate their psychometric qualities, four

parallel tests were assembled and given to 338 students. (ESP 92)

Countering resources occupy the fourth position in the method sections (G% of 8.6),
whereas in the pilot study, we did not identify any instance of this resource in methods due to
a small dataset and its low relative frequency per 1000 words. In the overall sample, counter
ranks fifth. In this rhetorical move, we found 12 instances of counter, with a relative
frequency of 2.4 per 1000 words. As example 98.28 indicates, countering resources in the
method sections can serve to highlight the difference between two study groups or between
different methodological approaches employed in the research.

8.28. Whereas one of these groups followed a ‘translanguaging’ or

‘plurilingual’ pedagogy, the other followed a strictly monolingual approach. (ESP

51)

Deny resources hold the fifth position in the method sections, with a global selection
probability of 7.9%. A total of 11 instances were identified, resulting in a relative frequency
of 2.2 per 1,000 words. In comparison to the overall sample, denials rank fourth, while in the
pilot study, they occupy the fifth position. As with the majority of denial realizations across
the dataset, those found in the method sections are predominantly morphological, and
therefore do not produce any notable syntactic effect, which is illustrated in example 8.29.

8.29. We summarise the advice about linguistic features traditionally

associated with an informal style offered in 25 style manuals, and conduct an
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empirical study to examine the distribution of these features in a 1.87-million-word

corpus of research articles in linguistics and physics. (ESP 94)

The pronounce feature ranks sixth in the methods section (G=2.9%), mirroring its
rank in the overall sample. In the pilot study, it ranks fourth. We identified 4 instances of
pronouncement, with a relative frequency of 0.8 per 1000 words. Reflecting its general
purpose, the role of pronouncements in the method sections is to add explicit and subjective
authorial emphasis, as illustrated in example 8.30.

8.30. By calculating the mean of each construct, the most effective and
prominent components that impact the quality of English Language teaching as

“must” to be indices in any educational setting were analyzed. (ELT 43)

Evidentials occupy the seventh position among Engagement resources in the methods
section, with two identified instances, yielding a relative frequency of 0.4 per 1000 words,
which accounts to a global selection probability of 1.4%. In the pilot study, we did not
identify any examples of evidentiality, whereas in the overall sample, they occupy the
seventh position as well. The rhetorical function of evidentials in the method sections is to
signal the outcomes associated with the application of specific methodological procedures,
which are supported by evidence inherent in the method itself, as observed in example 8.31.
The noun implications refers to the effects resulting from a particular action and the broader
significance of its outcome.

8.31. Data analysis applies the framework of complexity, accuracy and
fluency (CAF) to bring to the forefront the lexical features that delineate the presence

of two varieties of English and the implications of their choice. (ESP 12)

The penultimate position in method sections is occupied by the resources of distance,
with one example identified (RF of 0.2 per 1000 words). It accounts for 0.7% of all instances
of Engagement. In the pilot study, we found no distancing resources, whereas in the overall
sample, it is the lowest-ranked feature. It consistently appears at the lowest rank across all
datasets due to its high interpersonal risk. In example 8.32, distancing is realized through the
use of scare quotes, whereby the authorial voice dissociates itself from labeling unstructured
interviews as conversations.

8.32. In unstructured interviews or ‘conversations,’ migrants share narratives

about the type of communication they do at work, communication challenges, what
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they perceive as strengths and weaknesses/easy or difficult communication, and what

profession they held when in Mexico. (ESP 65)

Finally, the resources of concurrence occupy the last position among Engagement
resources in the method sections, with no instances identified. Similarly, it ranks last in the
pilot study, whereas in the overall sample, it is ranked second to last.

To summarize, the statistical analysis reveals that the density of Engagement
resources in the method sections (RF of 27.5 per 1000 words) is substantially lower than in
the overall sample (RF of 64.1 per 1000 words), suggesting that authors in this section tend to
favor monoglossic expressions. This trend can be attributed to the neutral role of the method
section, where the authorial voice adopts a neutral tone to present methods and materials,
leaving little space for dialogic interaction. In the distribution of dialogic contraction and
expansion, expansion notably surpasses contraction, with 69.1% for expansion compared to
30.9% for contraction. The dominance of dialogic expansion is linked to the frequent use of
acknowledgment resources, which constitute more than half of all engagement resources
(55.4%). These are followed by modality (11.5%), endorsement (11.5%), counter (8.6%),
deny (7.9%), pronouncement (2.9%), evidentiality (1.4%), distance (0.7%), and concurrence
(0.0%). The ranking indicates that all other Engagement resources are significantly less
frequent than acknowledgment. The high prevalence of acknowledgment, consistent with its
frequency in the overall sample, can be attributed to its rhetorical function of attributing
methodological procedures to an external authority recognized within the field, where the

authorial voice maintains neutrality and avoids direct responsibility for the methods applied.

8.4 Product Sections

Product sections serve to provide information on study results, arguments, and
accomplishments. We found 873 instances of Engagement, with a relative frequency of 89.6
per 1000 words. Of these, 542 instances were categorized as dialogic contraction,
corresponding to a relative frequency of 55.5 per 1000 words, whereas 331 instances were
identified as expansion, with a relative frequency of 34.0 per 1000 words. These results
suggest that dialogic contraction is more prevalent, constituting 62.1% of all instances, while
contraction represents 37.9%. Table 37 presents the distribution of Engagement in the

product sections.
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Table 37

Overview of Engagement in product sections: number of instances (N), relative frequency per

1000 words and global selection probabilities (%)

HETEROGLOSSIC-ENGAGEMENT-TYPE RECHEc

N |Per1000Wds|| %
- contraction 542 55.6 62.1
- expansion 331 34.0 37.9
TOTAL: 873 89.6| | 100.0%

Given global selection probabilities, within the domain of dialogic contraction,

proclaim resources are utilized more frequently (40.1%) than disclaim resources (22.0%), as

shown in Table 38. In terms of dialogic expansion, attribution resources (20.3%) occur more

often than entertain resources (17.6%), as illustrated in Table 39.

Table 38

Overview of dialogic contraction in product sections: number of instances (N), relative

frequency per 1000 words, and global selection probabilities (%)

CONTRACTION-TYPE PADH ek
N |Per1000Wds| %
- disclaim 192 197| 22.0
- proclaim 350 359| 401
TOTAL: 542 556 62.1%
Table 39

Overview of dialogic expansion in product sections: number of instances (N), relative

frequency per 1000 words and global selection probabilities (%)

EXPANSION-TYPE product
N Per1000Wds L7A
- entertainment 75 7.7 17.6
- attribution 79 8.1 20.3
TOTAL: 154 15.8(/37.9%

Building on the analytical approach used in previous rhetorical moves, we will now

examine the specific subtypes of Engagement, ordered by their global selection probabilities.

The ranking of these Engagement resources is presented in Table 40.
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Table 40
Heteroglossic Engagement subtypes in product sections ranked by global selection
probability, with number of instances, frequency of occurrence per 1000 words and most

common realizations

Engagement Subtypes | G% No. of RF/1000 Most Common

in Product Sections instances words Realizations
Endorse  [contraction: | 29.7 259 26.6 show,  demonstrate,
proclaim] finding, find, reveal,

result (n., v.)

Acknowledge 20.0 175 18.0 view (n., v.)
[expansion: attribution]
Deny [contraction: | 11.6 101 10.4 lack, not, no, -un, -in
disclaim]
Counter  [contraction: | 10.4 91 9.3 despite, though,
disclaim] however, while
Evidentials [expansion: 9.0 79 8.1 suggest, indicate,
entertainment] evidence, appear
Pronounce [contraction: 8.7 76 7.8 key, particularly
proclaim]
Modals [expansion: 8.6 75 7.7 tendency, could, can

entertainment]

Concur  [contraction: 1.7 15 1.5 not only...but also
proclaim]
Distance  [expansion: 0.2 2 0.2 claim, scare quotes

attribution]

The most prominent Engagement resource in the product sections is endorsement,
with a global selection probability of 29.7%, which reflects the results obtained in the pilot
study. We found 259 instances of endorsement in the product sections, yielding a relative
frequency of 26.6 per 1000 words. In the overall sample, endorsement ranks second. As
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explained in Section 6.2.4, the high frequency of the endorsement feature is product sections
can be attributed to their function of linking research results to authoritative external sources
and asserting them with firm confidence in their accuracy, which minimizes space for
alternative interpretations. In example 8.33, we can observe that the authorial voice employs
three realizations of endorsement in presenting results, thereby reinforcing the perceived
accuracy of the proposition. The use of the noun finding, along with the verbs show and
demonstrate, conveys a high level of confidence in the research outcomes, effectively
limiting the reader’s scope for alternative interpretations.
8.33. The findings of the study show that the KMI-class students
demonstrated higher levels of satisfaction and better performance in their classes
than the EMI-class students did. (ESP 42)

Acknowledgment ranks second in the product sections, with a global selection
probability of 20.0%, whereas in the overall sample, it holds the first position. In contrast to
the pilot study, where it ranks seventh, this represents a significant shift in its prominence. In
the product sections of the main study, we identified 175 instances of acknowledgment,
corresponding to a relative frequency of 18.0 per 1000 words. The instances of
acknowledgment identified in the product sections suggest that this feature primarily serves
to attribute a proposition to an external voice under examination in the analysis. As such, it
does not significantly influence how the authorial voice frames the research results. In
example 8.34, the authorial voice explores teachers’ perspectives, attributing the noun view to
their external voice.

8.34. Particularly, the analysis suggests that although teachers’ views on the
importance of English seem to converge with those of policy-makers, they have

reinterpreted policy goals in more socially sensitive terms. (ELT 26)

The deny feature occupies the third position in the product sections, constituting
11.6% of Engagement resources. A total of 101 instances of denial were identified, with a
relative frequency of 10.4 per 1000 words. In the pilot study, denials rank fourth, a position
consistent with their ranking in the overall sample. Denials in the product sections are not
limited to morphological forms; they also function to modify phrases or are realized through
semantically negative expressions, as illustrated in example 8.35. When denials operate
beyond the level of local negation, they can produce a more substantial dialogic effect by

actively rejecting alternative viewpoints.
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8.35. The following factors emerged from an analysis of the data: a) lack of
subject-matter knowledge, b) prescriptive approach to mentoring, ¢) problematic
mentoring relationship, d) ignorance of roles, e) student teachers’ reluctance to be
mentored and, f) contextual factors related to failings in the educational system. (ELT
47)

In the product sections, the fourth position is occupied by the resources of counter,
accounting for 10.4% of all Engagement subtypes. We identified 91 instances, with a relative
frequency of 9.3 per 1000 words. In the pilot study, they rank sixth, and in the overall sample,
fifth. Their position remains consistently within the mid-range of the ranking across all
datasets. Their role in the product section is to signal a departure from an expected result,
thus drawing attention to novel findings, as illustrated in example 8.36.

8.36. Despite their motivations to learn and use English, the majority of

English learners in China indicated that they lacked opportunities to use English both

in and outside of school. (ELT 52)

The evidentiality feature ranks fifth in the product sections, constituting 9.0% of all
Engagement strategies. A total of 79 instances were identified, corresponding to a relative
frequency of 8.1 per 1000 words. In contrast, the pilot study shows a notably higher
frequency, with evidentials occupying the second position. Across the entire dataset,
evidentials rank seventh overall. Their role in the product sections is to support evidence-
based claimssince this part of the abstract typically presents research findings. As observed in
Section 7.3.1, evidentials are commonly paired with endorsement strategies to strengthen the
authorial stance by presenting research results as maximally warrantable and deriving from
evidence — a characteristic feature of product sections. In example 8.37, the verb indicate
functions to suggest that the research results are empirically grounded in the participant’s
responses, while simultaneously allowing for possible alternative interpretations.

8.37. The participants’ responses to the questionnaire indicated that they were

engaged both with and in research to some extent. (ELT 73)

Pronouncement strategies occupy the sixth position in the product sections, with 76
instances and a relative frequency of 7.8 per 1000 words. They account for 8.7% of all
Engagement strategies in this rhetorical move. In the pilot study, they rank fifth, whereas in

the overall sample, they also occupy the sixth position — demonstrating a stable mid-range
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positioning across all datasets. Similar to their role in other rhetorical moves,

pronouncements in the product sections serve to add authorial emphasis, as illustrated in

example 8.38. The adverb particularly functions to direct the readers’ attention to specific
results that the authorial voice seeks to emphasize.

8.38. Particularly, the analysis suggests that although teachers’ views on the

importance of English seem to converge with those of policy-makers, they have

reinterpreted policy goals in more socially sensitive terms. (ELT 26)

In contrast to the overall sample, where modals rank third, and the pilot study, where
they also hold third place, modals in the product sections of the main study experience a
notable decline, ranking seventh, with a global selection probability of 8.6%. We identified
75 instances of this strategy, yielding a relative frequency of 7.7 per 1000 words. In the
product sections, modalizing locutions function to mitigate the risk of overstating authorial
certainty and to indicate openness to alternative interpretations, as is the case with the noun
tendency in example 8.39.
8.39. It showcased the tendency to bolster dichotomous juxtaposition of
genders and sexualities, and strengthened essentialized ways of being and becoming.
(ELT 80)

Concurrence resources rank second to last in the product sections, mirroring their
position in both the overall sample and the pilot study, where they share this rank with
distancing resources. A total of 15 instances were identified in the product sections,
corresponding to a relative frequency of 1.5 occurrences per 1,000 words and comprising
1.7% of all Engagement strategies. Within this rhetorical move, their function is to express
the author’s explicit alignment with a projected dialogic partner, consistent with their broader
role in academic discourse, which is shown in example 8.40.

8.40. It found that Chinese and British students belong to distinct discourse
communities shaped by different and similar discursive practices and norms, which
are conditioned not only by different national cultures, but also by a similar

community culture. (ESP 100)

The Engagement strategy that consistently ranks lowest across the pilot study, the
overall sample, and the product sections of the main study is distancing. In the product

sections, only two instances of this strategy were identified, yielding a relative frequency of
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0.2 occurrences per 1,000 words and accounting for just 0.2% of all Engagement resources.

Its primary function is to signal explicit disalignment from external sources, as shown in

example 8.41. In this example, the distancing function of the verb claim becomes evident
only when paired with the denial resources present in the subsequent sentence.

8.41. The US-funded Job Enabling English Proficiency (or JEEP) project

claimed to improve the standard of English in the region through the introduction of

imported educational materials and classroom configurations. However, we show

)

how English-only policy, “native-speakerism,” and the use of repetition as a
dominant language learning practice in the classroom are all implicated in the

politics of neocolonialism in Mindanao. (ELT 90)

In summary, the statistical analysis indicates that the density of Engagement resources
in the product sections (89.6 occurrences per 1000 words) is considerably higher than in the
overall sample (64.1 per 1000 words). Given this and the fact that endorsement emerges as
the most frequently used resource, it can be concluded that, in presenting their results, authors
predominantly choose an authoritative stance that constrains the potential for alternative
interpretations. This tendency is further evidenced by the predominance of dialogic
contraction (62.1%) over dialogic expansion (37.9%). Considering individual resources of
Engagement, the most dominant endorsement (29.7%) is followed by acknowledgment
(20.0%), denial (11.6%), counter (10.4%), evidentiality (9.0%), pronouncement (8.7%),
modality (8.6%), concurrence (1.7%), and distance (0.2%). The relatively low frequency of
evidentiality and modality in the product sections of the main study, despite their higher
occurrence in the pilot study, is particularly noteworthy. This may be attributed to the
dominance of dialogic contraction strategies, particularly endorsement, which suggests that
authors more often opt to present their findings with confidence and assertiveness, rather than

to hedge claims or invite alternative interpretations.

8.5 Conclusion Sections

As we noted in Section 5.2, the role of the conclusion sections is to interpret the
results, provide implications, draw inferences, point to applications, and explain the wider
significance of the research (Hyland, 2004). A total of 331 instances of Engagement were
identified in this rhetorical move, with a relative frequency of 75.3 per 1000 words. We

classified 118 instances as dialogic contraction, yielding a relative frequency of 26.8 per 1000
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words, while 213 instances were identified as dialogic expansion, with a relative frequency of
48.4 per 1000 words. These findings indicate a prevalence of dialogic expansion, accounting
for 64.4% of all instances, compared to 35.6% for expansion. Table 41 displays the

distribution of Engagement resources in the conclusion sections.

Table 41

Overview of Engagement in conclusion sections: number of instances (N), relative frequency
per 1000 words, and global selection probabilities (%)

conclusion
HETEROGLOSSIC-ENGAGEMENT-TYPE N |Per1000Wds %
- contraction 118 26.8 356
- expansion 213 48.4 64.4
TOTAL: 331 75.3//100.0%

Considering the global selection probabilities, within the domain of dialogic
contraction, proclaim resources are employed more frequently (26.3%) than disclaim
resources (9.4%), as shown in Table 42. Regarding dialogic expansion, entertain resources
(37.2%) appear more frequently than attribution (27.2%), as illustrated in Table 43.

Table 42

Overview of dialogic contraction in conclusion sections: number of instances (N), relative
frequency per 1000 words and global selection probabilities (%)

conclusion
CONTRACTION-TYPE N |Per1000Wds %
- disclaim 31 7.1 94
- proclaim 87 19.8| 26.3
TOTAL: 118 26.8|35.6%

Table 43

Overview of dialogic expansion in conclusion sections: number of instances (N), relative

frequency per 1000 words and global selection probabilities (%)

EXPANSION-TYPE conclusion
N |Peri000Wds| %
- entertainment 123 28.0| 37.2
- attribution 90 205| 27.2
TOTAL: 213 48.4|64.4%
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The analysis of individual Engagement subtypes within the conclusion sections

produced the results shown in Table 44.

Table 44
Engagement subtypes in conclusion sections ranked by global selection probability, with

number of instances, frequency of occurrence per 1000 words and most common realizations

Engagement Subtypes | G% No. of RF/1000 Most Common

in Conclusion Sections instances words Realizations

Acknowledge 26.6 88 20.0 discuss, conclude,

[expansion: attribution] consider, argue

Modals [expansion: | 19.0 63 14.3 interpretation,

entertainment] consider, may, can,
tend to

Evidentials [expansion: | 18.1 60 13.6 implication, suggest,

entertainment] indicate

Endorse [contraction: | 14.8 49 111 finding, result (n.),

proclaim] demonstrate, show

Pronounce [contraction: | 10.3 34 7.7 indeed, notably,

proclaim] highlight (v.),
essential

Counter  [contraction: 4.8 16 3.6 rather than, however,

disclaim] whereas, but

Deny [contraction: 4.5 15 34 not, -un, in-

disclaim]

Concur  [contraction: 1.2 4 0.9 clear

proclaim]

Distance  [expansion: 0.6 2 0.5 scare quotes

attribution]

As with most rhetorical moves, acknowledgment strategies also emerge as the most

frequently used in the conclusion sections. A total of 88 instances were identified,
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corresponding to a relative frequency of 20.0 per 1,000 words and accounting for 26.6% of
all Engagement strategies in this section. In contrast, in the pilot study, acknowledgment
ranks considerably lower, occupying the fifth position. However, in both the overall sample
and the conclusion sections specifically, acknowledgment strategies consistently hold the first
position. The prominence of the acknowledgment feature can be attributed to instances where
claims are not directly linked to the authorial voice, but rather to the study, research, or
similar entities. As a result, the author's voice is not explicitly foregrounded; instead, it is the
implications of the study’s findings that are conveyed. For instance, in example 8.42, the verb
discuss is attributed to the study results rather than the author, thereby allowing the author to
distance themselves from direct responsibility for the conclusions drawn.
8.42. The results of the study emphasise the tension between social structure
and agency in teachers’ emotional experiences and discuss implications for teacher

education and development. (ELT 84)

The second most prominent Engagement type in conclusions is modality, which
accounts for 19.0% of all Engagement strategies. We found 63 modalizing locutions, with a
relative frequency of 14.3 per 1000 words. In the pilot study, modals occupied the highest
position, while in the overall sample, they ranked third. This indicates that modals
consistently appear among the top three Engagement strategies across all datasets. As we
already explained in Section 6.2.5, the role of modality, in conclusion sections is to indicate
that the research findings are not definitive, but instead open to further inquiry or
interpretation. As we can see in example 8.43, the authorial voice uses two modal words to
soften its conclusion, allowing the reader to disagree with the proposition framed by those
modalizing locutions.

8.43. The findings can be generalized to other countries where the
sociolinguistic reality of English may not be accurately represented in English

teaching materials. (ELT 85)

The evidentiality feature occupies the third position in the conclusion sections, with
60 instances identified and a relative frequency of 13.6 per 1000 words. It accounts for 18.1%
of all Engagement strategies in this rhetorical move. In the pilot study, evidentials are fourth,
whereas in the overall sample, they rank seventh. As previously noted, similar to their
function in the product sections, the purpose of evidentials in the conclusion sections is to

indicate that the conclusions are grounded in data analysis and supported by evidence, while
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simultaneously allowing for the possibility of alternative interpretations. In example 8.44, the
noun implications refers to the possible application arising from the study findings, however,
its realization is not guaranteed.

8.44. The findings of this study have pedagogical implications on how

collocations should be perceived and approached in ESP classrooms. (ESP 30)

Endorsement strategies are the fourth most frequent Engagement resource in
conclusion sections, accounting for 14.8. We found 49 instances of endorsement, with a
relative frequency of 11.1 per 1000 words. In the pilot study, it occupies the third position,
whereas in the overall sample, it ranks second. In conclusion sections, endorsement serves to
affirm the credibility of the research findings, thereby constraining the reader’s ability to
draw alternative interpretations, as illustrated in example 8.45.

8.45. The study has demonstrated the value of following a principled
procedure to investigate the necessity for and the needs of a new test at the very

beginning of the test development. (ESP 38)

In the conclusion sections, the pronouncement feature ranks fifth, while in the pilot
study, it shares the top position with modals. In the overall sample, it occupies the sixth
position. A total of 34 instances of pronouncement were identified in the conclusion sections,
with a relative frequency of 7.7 per 1,000 words, accounting for 10.3% of all Engagement
strategies within this rhetorical move. Consistent with its function in other sections,
pronouncement serves to foreground the authorial stance, thereby reinforcing the plausibility
of the author’s conclusions. In example 8.46, the authorial voice employs two different
pronouncement resources to lend greater authority to its claim.

8.46. Therefore, our findings confirm that the translational business English in
our corpus did indeed reflect TU claims, as the collocations in the translated text
appeared to be both ‘simpler’ in form and more ‘explicit’ in meaning than native-

speaker business English. (ESP 25)

Counter resources occupy the sixth position in conclusions, comprising 4.8% of all
Engagement resources. In the pilot study, they are ranked seventh, while in the overall
sample, they hold the fifth position, demonstrating a consistent mid-level presence across all
datasets. We found 16 instances of this strategy in conclusions, with a relative frequency of

3.6 per 1000 words. As demonstrated in Example 8.47, countering resources in conclusion
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sections serve to override a preceding claim, thereby highlighting how the research addresses

an existing gap. In this instance, the current study fills a previously overlooked gap in the
area of customs communication.

8.47. The paper concludes with implications for English for Specific Purposes

curriculum design and materials development in the important but previously

neglected area of customs communication. (ESP 61)

Denial resources rank seventh in the conclusion sections, with 15 occurrences and a
relative frequency of 3.4 per 1000 words, representing 4.5% of all Engagement strategies. In
the pilot study, they share the fourth position with acknowledgment and evidentiality
resources and similarly hold the fourth position in the overall sample. As in the product
sections, denials in conclusions are not limited to morphological forms but also encompass
phrasal negation, thereby exerting a stronger dialogic effect. In example 8.48, the negative
operator not functions to negate the entire model proposed for achieving teacher
development.

8.48. It promoted an alternative way to fulfil the goal of teacher development,
not through a ‘transmission’ model of education but through a process in which
teachers learn and continue to develop their skill in dialogue within a professional
community. (ELT 32)

Concurrence occupies the penultimate position in the conclusion sections, maintaining
this consistent ranking across both the overall sample and the pilot study. A total of four
instances were identified in conclusions, with a relative frequency of 0.9 per 1000 words,
representing 1.2% of all Engagement strategies within this rhetorical move. In line with their
general function, concur strategies in the conclusion sections serve to naturalize a proposition
by presenting it as self-evident. This, in turn, reinforces the author’s conclusion as the only
logical outcome, restricting the reader from interpreting the findings differently, as illustrated
in example 8.49.

8.49. The findings have clear implications for materials developers and

practitioners. (ELT 70)

Distancing resources occupy the final position in the conclusion sections, a ranking
that is consistent across both the overall sample and the pilot study. Only two instances of

this strategy were identified in the conclusions, with a relative frequency of 0.5 per 1000
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words. These resources account for 0.6% of all Engagement strategies within this rhetorical
move. In example 8.50, the context reveals that the authorial voice distances itself from the
concept of feedback in academic English as mere information transmission, a stance that is
further emphasized by the use of scare quotes.

8.50. In the light of these results, this paper argues for a pressing need to
extend the notion of feedback in academic English courses from viewing it as
information transmission or ‘telling’ to recognising it as an iterative process whereby
students make sense of information from various sources and use it to enhance their

academic English learning. (ESP 29)

Overall, the density of Engagement resources in the conclusion sections, with a
relative frequency of 75.3 per 1,000 words, is higher than that observed in the overall sample
(64.1 per 1000 words). A comparison between dialogic contraction (35.6%) and expansion
(64.4%) strategies indicates that authors, when formulating their concluding remarks, tend to
favor dialogic expansion. This preference suggests a tendency to avoid definitive statements
and instead leave room for readers to consider alternative interpretations. Among the
expansion strategies, acknowledgment is the most frequently used (26.6%), allowing authors
to attribute their claims to the study itself rather than positioning themselves as individuals
putting forward a firm stance. This is followed by modality (19.0%), evidentiality (18.1%),
endorsement (14.8%), and pronouncement (10.3%). Less frequently employed are counter
(4.8%), deny (4.5%), concur (1.2%), and distance (0.6%). The prominence of the three most
frequent categories—acknowledgment, modality, and evidentiality—suggests that authors
aim to ground their conclusions in the research, ensure they are evidence-based, and avoid
drawing definitive conclusions. Collectively, these resources indicate a deliberate effort to

present conclusions as open to further interpretation and discussion.

8.6 Summary

The analysis of the density of Engagement resources across the rhetorical moves of
abstracts reveals that the highest density occurs in the product sections (RF of 89.6 per 1000
words), followed by the conclusions (RF of 75.3 per 1000 words), introduction (RF of 63.0
per 1000 words), purpose (RF of 50.6 per 1000 words), and method sections (RF of 27.5 per
1000 words). In the introduction and product sections, authors predominantly employ

dialogic contraction, with this strategy being particularly prominent in the products. This
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tendency can be attributed to the author's use of endorsement resources when presenting
research findings, thereby conveying confidence in their results. In contrast, dialogic
expansion is more prevalent in the purpose, method and conclusion sections. The relatively
low frequency of Engagement resources in the method sections suggests that the authorial
voice predominantly relies on monoglossic resources, avoiding dialogic engagement when
describing research procedures and materials. In the purpose sections, the use of dialogical
openness is expected, as authors outline their research goals without guaranteeing the
outcome. Finally, the prevalence of dialogic expansion in the conclusion sections aligns with
the intention to allow space for readers to disagree and offer alternative interpretations of the
results.

With regard to the specific function of Engagement strategies across rhetorical moves,
our analysis indicates that certain strategies serve distinctive roles in particular sections,
while others reflect broader function inherent to the strategy itself. For instance, in the
introduction sections, acknowledgment resources perform a specific role of referencing
external sources, existing literature and the general body of knowledge. Similarly, the high
frequency of counter resources in introductions can be attributed to their function in
highlighting gaps in the existing knowledge base—gaps that the current research aims to
address. Denial resources also feature prominently in introductions, with a higher relative
frequency per 1000 words than in other sections. When used in combination with counters,
denials strengthen the rhetorical effect of reinforcing the need to address identified gaps.
Regarding the nature of denials, we observed a functional variation across sections. In some
sections — such as purpose or methods, denials tend to be primarily morphological, thus
exerting limited dialogic impact. In contrast, the product and conclusion sections exhibit a
higher incidence of phrasal negation and semantically negative constructions. When denials
move beyond local negation, they carry a stronger dialogic effect by explicitly challenging
alternative viewpoints. A further example of a section-specific function is found in the
product sections, where endorsement resources are frequently employed to link research
findings with authoritative external sources, thereby asserting the credibility and accuracy of
those findings with confidence. Additionally, evidential resources occur more frequently in
conclusion sections than elsewhere, reflecting the authors’ intent to emphasize that their
conclusions are grounded in empirical evidence. On the other hand, pronouncement,
concurrence and distance tend to reflect their general role in each rhetorical move.

Finally, a comparison between the main study and the pilot study reveals some

deviations in the distribution of Engagement strategies within the product and conclusion

180



sections. In the product sections, the most prominent discrepancy concerns the use of
acknowledgment resources, which rank second in the main study but only seventh in the pilot
study. Similarly, evidential resources occupy the fifth position in the main study, whereas
they are ranked second in the pilot study. Modal resources also display a shift, ranking
seventh in the main study and third in the pilot. In the conclusion sections, deviations are
likewise observed. Acknowledgment resources emerge as the most frequently used strategy
in the main study, while in the pilot study, they are positioned significantly lower, at fifth
place. Conversely, pronouncement resources rank fifth in the main study but are the most
prominent strategy in the pilot. These discrepancies can likely be attributed to the limited
scope of the pilot study, which may have influenced the representativeness of its findings. It
is therefore recommended that future research expand the pilot sample to include a larger
number of instances, which may allow for more accurate comparison and potentially yield

findings that align more closely with those of the main study.
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9. COMPARATIVE ANALYSIS OF ENGAGEMENT IN THE ELT AND ESP
SAMPLES

Chapter 9 presents a comparative analysis of how authors utilize Engagement
resources in research article abstracts from two disciplines: English Language Teaching
(ELT) and English for Specific Purposes (ESP). This comparison aims to examine authorial
stance and the distinctive rhetorical strategies employed to convey interpersonal meaning
through Engagement in each disciplinary sample. In line with the methodology outlined in
the pilot study and previous research (e.g., Chen, 2018), the analysis employs the UAM
CorpusTool (version 6), incorporating the Chi-Square test to generate quantitative data,
which is subsequently interpreted through qualitative analysis. The qualitative analysis was
conducted based on a relative frequency per 1000 words.

As discussed in Chapter 4, both ELT and ESP are situated within the domain of soft
disciplines. These fields are inherently meaning-oriented, prioritizing language use and
communicative practices, and their practitioners typically possess a background in linguistic
theory. The distinctive feature lies in the disciplinary lineage: ESP is a more recently
established field that emerged from ELT. Given these shared characteristics, we do not
expect to identify any substantial differences in the deployment of Engagement resources

across the two disciplines.

9.1 General Distribution of Engagement Resources in ELT and ESP

The total number of Engagement resources identified across the two sub-samples
amounts to 2155, corresponding to a relative frequency of 64.1 occurrences per 1000 words.
Of these, 1110 instances were found in the ELT sub-sample (RF = 65.5 per 1000 words),
while 1045 instances were observed in the ESP sub-sample (RF = 62.7 per 1000 words).
These figures suggest that the overall density of Engagement resources is similar across both
sub-samples.

Regarding dialogic contraction, the ELT sub-sample comprises 489 instances (RF =
28.9), whereas the ESP sub-sample includes 563 instances (RF = 33.8). The difference is
statistically significant, as indicated by p =0.0096 (<.01) and ¥*> = 6.71.

As for dialogic expansion, the ELT sub-sample contains 621 instances (RF = 36.7),

compared to 482 instances (RF = 28.9) in the ESP sub-sample. This difference is also
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statistically significant (p = 0.0001; 4> = 15.81). Descriptive statistics related to Engagement

across both sub-samples are provided in Table 45.

Table 45
Overview of Engagement in ELT and ESP sub-samples: number of instances, relative

frequency per 1000 words, and Chi Square test results

HETEROGLOSSIC-ENGAGEMENT-TYPE o esp E

N [Per1000Wds N |Per1000Wds| |ChiSqu| P |Signif|Effect Size
- contraction 489 28.9 563 33.8 6.71]0.0096 | +++
- expansion 621 36.7 482 28.9 15.81(0.0001 |+++
TOTAL: 1110 65.5/ | 1045 62.7

Based on global selection probabilities, we found that dialogic expansion is more
prevalent than contraction in the ELT sub-sample, accounting for 55.9% compared to 44.1%.
In contrast, the ESP sub-sample exhibits the opposite trend, with dialogic contraction
prevailing at 53.9%, while expansion accounts for 46.1% (see Table 46). This suggests that
authors in the ESP sub-sample demonstrate a stronger authorial stance, as they more
frequently constrain alternative interpretations compared to their ELT counterparts.

Table 46
Overview of Engagement in ELT and ESP sub-samples: number of instances and global

selection probabilities

elt esp
HETEROGLOSSIC-ENGAGEMENT-TYPE N m N %
- contraction 489 441 563| 539
- expansion 621 55.9 482 4641
TOTAL: 1110(100.0% | | 1045]100.0%

These findings validate the basis for conducting a comparative analysis between the
two sub-samples. The analysis of the subtypes of dialogic contraction and expansion will

underlineareas where statistically significant differences arise.

9.2 Dialogic Contraction in ELT and ESP

Within dialogic contraction, we analyzed resources of disclaim and proclaim to
determine the sources of the statistical differences (see Table 47). The findings indicated a
significant difference in the use of disclaim strategies, with p = 0.0352 and y? = 4.44 (++). In
the ELT sub-sample, 197 instances of disclaim were identified (RF of 11.6 per 1000 words),
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whereas the ESP sample contained 237 instances (RF of 14.2 per 1000 words). Specifically,
this statistical difference was motivated by the unequal distribution of countering resources,
which had a relative frequency of 5.5 per 1000 words (93 instances) in ELT compared to 7.4
per 1000 words (123 instances) in ESP, (p = 0.0300; y*> = 4.47) (++), occurring more
frequently in the ESP sub-sample. Denials were also employed more frequently in the ESP
sub-sample (114 instances; RF = 6.8) than in ELT (104 instances; RF = 6.8) even though no
statistically significant difference was found. The overview of disclaim-type resources is
presented in Table 48.

Table 47
Overview of dialogic contraction in ELT and ESP sub-samples: number of instances, relative
frequency per 1000 words, and Chi-Square test results

elt esp Comparison
CONTRACTION-TYPE
N [Perti000Wds | N | Per1000Wds| ChiSqu| P | Signif|Effect Size
- disclaim 197 116/ | 237 14.2 4.44(0.0352 | ++
- proclaim 292 172/ | 326 196 2.52(0.1123
TOTAL: 489 289 | 563 33.8
Table 48

Overview of disclaim strategies in ELT and ESP sub-samples: number of instances, relative

frequency per 1000 words, and Chi-Square test results

elt esp Comparison
DISCLAIN-TYPE N [Peri000Wds|| N |Per1000Wds| |ChiSqu| P |Signif Effect Size
- denial 104 6.1/ 114 6.8 0.64(0.4225
- counter 93 55/ 123 74 4.71(0.0300 ++
TOTAL: 197 16| 237 14.2

Concerning the proclaim strategies, no statistically significant difference was found
between the two sub-samples. More precisely, in ELT we identified 292 instances of
proclaim (RF = 17.2), which is slightly lower than 326 instances (RF = 19.6) in ESP. In terms
of individual strategies, we found that the resources of concurrence are slightly more frequent
in the ESP sub-sample (17 instances; RF = 1.0) compared to the ELT sub-sample (15
instances; RF = 0.1). Similarly, endorsement resources are more prevalent in the ESP sub-
sample (200 instances; RF = 12.0) than in the ELT sub-sample (183 instances; RF = 10.8).

Furthermore, pronouncement resources are also more frequent in the ESP sub-sample (109
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instances; RF = 6.5) compared to the ELT sub-sample (94 instances; RF = 5.6). Table 49

presents the overview of the proclaim-type resources.

Table 49
Overview of proclaim strategies in ELT and ESP: number of instances, relative frequency per

1000 words, and Chi-Square test results

elt esp Comparison
PROCLAIN-TYPE N |[Per1000Wds|| N |Per1000Wds| ChiSqu| P |Signif|Effect Size
- concurrence 15 0.9 17 1.0 0.16/0.6887
- endorsement 183 10.8| | 200 12.0 1.07/0.2999
- pronouncement 94 5.6 109 6.5 1.38/0.2403
TOTAL: 292 17.2| | 326 19.6

9.3 Dialogic Expansion in ELT and ESP

In the analysis of dialogic expansion, we studied the subcategories of entertainment
and attribution to identify the sources of statistically significant differences (see Table 50).
The results revealed a significant variation in the use of both subcategories. Specifically, with
p = 0.0290 and y* = 4.77, the statistical difference in the use of entertainment strategies was
statistically meaningful (++). The ELT sub-sample featured 280 instances of entertainment
(RF = 16.5 per 1000 words), while the ESP sub-sample included 227 instances (RF = 13.6
per 1000 words). This statistical difference was attributable to the uneven distribution of
modality resources, which were more prevalent in the ELT sub-sample (196 instances; RF =
11.6) than in the ESP sub-sample (153 instances; RF = 9.2), yielding a significant difference
(p = 0.0309; > = 4.66) (++). The resources of evidentiality were also used more frequently in
ELT (84 instances; RF = 5.0) than in ESP (74 instances; RF = 4.4), however; this difference
did not reach statistical significance. A summary of the distribution of entertainment
resources is provided in Table 51.

Table 50
Overview of dialogic expansion in ELT and ESP sub-samples: number of instances, relative

frequency per 1000 words, and Chi-Square test results

elt esp Comparison
EXPANSION-TYPE N |Per1000Wds N | Per1000Wds| ChiSqu| P |Signif| Effect Size
- entertainment 280 16.5 227 13.6 4.77/0.0290 | ++
- attribution 341 20.1 255 15.3 11.23/0.0008 | +++
TOTAL: 621 36.7 482 28.9
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Table 51
Overview of entertainment strategies in ELT and ESP sub-samples: number of instances,
relative frequency per 1000 words, and Chi-Square test results

elt esp Comparison
ENTERTAINMENT-TYPE N [Per1000Wds N |Per1000Wds | |[ChiSqu| P  Signif|Effect Size
- modality 196 11.6 153 9.2 4.660.0309 ++
- evidentiality 84 5.0 74 4.4 0.48/0.4882
TOTAL: 280 16.5 227 13.6

For attribution, the statistical difference was identified at p = 0.0008 and ¥ = 11.23
(+++). The ELT sub-sample contained 341 instances of attribution (RF = 20.1), which is
significantly higher than the 255 instances identified in the ESP sub-sample (RF = 15.3). At
the level of individual strategies, the statistical difference was identified with the resources of
acknowledgment, with p = 0.0009 and y?> = 11.14 (+++). In the ELT sub-sample (336
instances; RF = 19.8) acknowledgment resources appeared significantly more frequently than
in the ESP sub-sample (251 instances; RF = 15.1). With regard to distancing resources, no
meaningful difference was determined. Distancing was somewhat more common in the ELT
sub-sample (5 instances; RF = 0.3) compared to ESP (4 instances; RF = 0.2). About
distancing, we observed an effect size of 0.125, but in combination with a non-significant p-
value, the differences observed are likely due to random variation. An overview of the

distribution of attribution-type resources is provided in Table 52.

Table 52
Overview of attribution strategies in ELT and ESP: number of instances, relative frequency

per 1000 words, and Chi-Square test results

elt esp Comparison
ATTRIBUTION-TYPE N |Per1000Wds N | Per1000Wds| |ChiSqu| P Signif|Effect Size
- acknowledgment 336 19.8 251 15.1 11.14{0.0009 | +++
- distance 5 0.3 4 0.2 0.10(0.7577 0.125
TOTAL: 341 201 255 15.3

9.4 Summary

A gquantitative analysis of abstracts in the two disciplines (based on relative frequency
per 1,000 words) reveals a statistically significant difference in the use of both dialogic

contraction and expansion resources. Overall, expansion resources are slightly more prevalent
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in the ELT sub-sample, while contraction resources are more dominant in the ESP sub-
sample, although the imbalance between them is relatively modest.

To identify the source of this difference, a more fine-grained analysis was conducted.
Regarding dialogic contraction, the difference is statistically significant in the use of counter
resources, which appear more frequently in the ESP sample. As Swales (1990) suggests, in
ESP, the author establishes a research space by positioning their work in contrast to prior
studies, a practice that can help clarify the greater use of countering resources in ESP
abstracts. This finding indicates that authorial voice in ESP tends to engage more critically
with the existing body of knowledge—where new knowledge challenges the old—whereas
ELT abstracts predominantly aim to present information clearly, with less emphasis on overt
contrast.

With respect to dialogic expansion, differences were observed in the use of modality
and acknowledgment resources. Statistical analysis indicates that modality is more prevalent
in the ELT sample than in the ESP sample. This finding may be attributed to the fact that ESP
research typically focuses on more objective domains, such as specialized language use,
workplace tasks, and professional settings, which require less hedging due to the observable
and context-specific nature of the data. In contrast, ELT researchers often need to hedge their
claims carefully, using modality to express possibilities (e.g., what might occur, what could
be effective, or what may influence learning) to avoid overgeneralization.

Regarding acknowledgment, the analysis revealed that these strategies are more
dominant in the ELT sample. This may be explained by the nature of the ELT discipline,
which is built around established theories and is inherently part of an ongoing discussion
about evolving teaching practices. As a result, prior research is more frequently referenced
for authors to position themselves within the existing body of knowledge. In contrast, ESP
research often focuses on the description of actual language use in specific contexts, with less
need to engage extensively with theoretical debates.

In comparison to the pilot study, which revealed a statistical difference solely in the
use of countering resources, the trend observed was the opposite. While countering resources
were more dominant in the ESP sub-sample in the main study, they prevailed in the ELT in
the pilot study. A more detailed analysis would be required to determine the cause of this
discrepancy.

In summary, a statistical difference was found in only three out of nine Engagement
strategies, suggesting that the two disciplines are relatively similar in their use of these

resources. To further explore the origins of these differences, a recommendation for future
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research is to compare the density of Engagement strategies within rhetorical moves. Future
studies could rank individual Engagement resources according to their frequency within each
discipline to identify whether any notable differences exist. Additionally, the nature of
differences in the use of Engagement strategies could be explored through a more detailed

qualitative analysis to gain deeper insight into their distinctive features.
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10. DISCUSSION

This chapter provides a comprehensive summary of the key findings of the study and
directly addresses the research questions outlined in Chapter 1. By synthesizing the main
results, this chapter establishes the groundwork for formulating the study’s principal
conclusions and contributions to the theoretical framework, which will be discussed in the
final chapter. This discussion also lays the foundation for acknowledging the study’s

limitations and identifying directions for future research.

10.1 Study Overview and Major Findings

As discussed in Chapter 1, the primary aim of this study was to examine the dialogic
space negotiated by academic writers and readers within research article abstracts in the
fields of English Language Teaching (ELT) and English for Specific Purposes (ESP). This
dissertation centers on the notion that academic discourse reflects the writer’s stance toward
the topic, issue, or disciplinary field, taking into account both prior knowledge and the target
audience. The research involves a linguistic analysis of research article abstracts to identify
the lexicogrammatical resources employed by authors to convey evaluative stance. By
investigating these linguistic features, the study seeks to uncover how academic writers
construct new knowledge through interaction with the academic community.

The theoretical foundation for this analysis is grounded in Systemic Functional
Linguistics (SFL), which conceptualizes language as a meaning-making system (Halliday &
Martin, 1993). More specifically, the study draws on Appraisal Theory within the SFL
framework, as developed by Martin and White (2005), with a particular focus on the
Engagement subsystem. Engagement resources, as described by Hyland (2006a), enable
writers to attract readers’ attention, involve them in the argument, acknowledge alternative
perspectives, incorporate them as participants in the discourse, and guide them toward
specific interpretations. Through these resources, writers position themselves in relation to
both the academic community and the knowledge they engage with, thereby contributing to
an ongoing academic dialogue (Fryer, 2019). At the core of this process is the rhetorical
decision to either acknowledge or disregard other viewpoints within the discourse (Bakhtin,
1986; Fryer, 2019).

The methodological framework of the study integrates corpus-based techniques with

text analysis to obtain a systematic approach to examining texts and provide linguistic
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patterns and their relations. Using solely one approach is insufficient for obtaining precise
and fine-grained research results. The findings obtained by a quantitative study are subjective
to a qualitative interpretation, and, conversely, the quantitative approach is used to validate
qualitative interpretations (Dubois & Sankoff, 2001), which makes the two approaches
complementary. Therefore, using both quantitative and qualitative methods allowed us to
determine the patterns of Engagement across texts, rhetorical moves and different sub-
samples. The dataset comprised 200 research article abstracts, equally divided between the
fields of English Language Teaching (ELT) and English for Specific Purposes (ESP).
Annotation was conducted using the UAM CorpusTool (version 6), a free software designed
for multilayer corpus annotation. The annotation process began by inserting each text file into
the software and parsing it according to Hyland’s (2004) model of rhetorical moves, which
includes the introduction, purpose, method, product, and conclusion. Subsequently,
Engagement resources were manually annotated by closely reading each abstract multiple
times to ensure accurate and consistent categorization. Following the statistical analysis, the
results were subjected to qualitative interpretation.

The study adopts a threefold approach: (1) examining the instantiation and realization
of Engagement throughout the entire sample, (2) analyzing the distribution of Engagement
resources across rhetorical moves, and (3) comparing the use of Engagement in the ELT and
ESP sub-samples.

The statistical analysis of the sample reveals that authors tend to employ the resources
of dialogic expansion resources slightly more frequently (51.2%) than contraction resources
(48.8%), although the difference is not statistically significant. As stated in Section 7.4,
acknowledgment was the most frequently used engagement resource (17.8%), followed by
endorsement (16.2%), modality (10.1%), deny (10.0%), counter (9.4%), pronouncement
(7.3%), evidentiality (1.5%), concurrence (0.4%), and distance (0.3%). A similar pattern was
observed when examining their relative frequency per 1000 words: acknowledgment
remained the most prominent (RF = 17.5), followed by endorsement (RF = 11.4), modality
(RF = 10.4), deny (RF = 6.5), counter (RF = 6.4), pronouncement (RF = 6.0), evidentiality
(RF = 4.7), concurrence (RF = 1.0), and distance (RF = 0.3).The statistical findings indicate
that the two most prominent types of Engagement are the dialogically expansive resource of
acknowledgment and the dialogically contractive resource of endorsement. This distribution
may account for the relatively balanced representation of dialogic expansion and contraction
within the sample. However, when relative frequency is taken into account, acknowledgment

displays a notably higher density compared to endorsement. Therefore, it can be observed
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that acknowledgment plays a more central role in the authors’ Engagement strategies,
indicating a greater inclination to recognize and incorporate alternative perspectives while
keeping the discourse open to dialogue, whereas endorsement, despite its prominence,
involves a more deliberate affirmation of specific external views, thereby reinforcing a more
closed or contractive stance.

The second approach focuses on examining the distribution of Engagement resources
across rhetorical moves. A quantitative analysis was first conducted to identify the
dominance of either dialogic expansion or contraction and to determine the most frequently
employed Engagement strategy in each move. This was followed by a qualitative analysis
aimed at exploring the underlying reasons for the prominence of specific strategies within
each move. As this approach directly addresses Research Question 7, it will be discussed in
detail in Section 10.2.

The third approach offers a comparative analysis of how authors employ Engagement
resources in research article abstracts in English Language Teaching (ELT) and English for
Specific Purposes (ESP). The primary aim of this comparison is to investigate the authorial
stance and the specific rhetorical strategies used to construct interpersonal meaning through
Engagement within each disciplinary context. As with the preceding approach, this analysis
directly addresses Research Question 6 and will therefore be examined in greater detail in the

following section.

10.2 Discussion of Research Questions

This section presents the findings concerning the research questions that guided the
study. For clarity and coherence, each research question is restated below, followed by a
detailed discussion of the corresponding results.
1) How do Engagement resources help the author structure a research article abstract?

The comprehensive analysis, both statistical and qualitative, shows that Engagement
resources play a crucial role in structuring a research article abstract by shaping the rhetorical
and interpersonal stance of the author. These resources enable writers to position their claims
within the broader academic dialogue, either aligning with or distancing themselves from
existing voices and viewpoints. As previously noted, authors most frequently employ
dialogically expansive acknowledgment, which allows them to maintain a neutral stance and
avoid overt commitment. Furthermore, a frequent use of endorsements serves to frame a

proposition as credible and empirically well-supported, where each instance stems from
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highly warrantable external sources. Modality, another commonly used resource, enables
authors to express degrees of likelihood rather than certainty, which also helps the author
structure their argument. Deny and counter are often used to introduce contrasts, particularly
when challenging established views, thus foregrounding the author’s voice against the
existing body of knowledge. Pronouncement serves to reinforce the strength of the author’s
stance, while evidentiality grounds the claims in evidence, enhancing credibility.
Concurrence marks open agreement with the dialogic partner, whereas distance indicates
clear disalignment, though it is used sparingly due to its higher interpersonal risk. In each
case, Engagement resources contribute to a coherent and strategically structured abstract by
balancing objectivity with persuasion. They also help to manage dialogic space, ensuring that
the abstract is inclusive of alternative perspectives while guiding the reader toward the
author’s intended interpretation.

As for shaping the structure of rhetorical moves, Engagement strategies also play a
pivotal role. The predominance of specific strategies within particular rhetorical moves
reflects the authors’ intentions to assert their stance, negotiate meaning, or invite reader
interpretation. Notably, acknowledgment strategies are most frequently employed in the
introduction, purpose, and methods sections, serving to reference established knowledge,
widely accepted viewpoints, or conventional procedures that are later examined and critiqued
within the text. In contrast, the product sections tend to feature endorsement strategies,
enabling authors to align their findings with authoritative external sources and to convey a
strong sense of confidence in their validity. Finally, in the conclusion sections, authors often
return to acknowledgment and other dialogically expansive strategies to moderate their
claims and allow space for readers to draw their own interpretations.

In general, the careful use of Engagement resources allows the abstract to fulfill its

function as a concise, credible, and compelling representation of the research.

(2)  What is the role of Engagement resources in research article abstracts and how are
they integrated into the text?

The role of Engagement resources in research article abstracts is to position the writer
in relation to their readers, the wider academic community and prior knowledge. The results
of the analysis reveal that academic authors tend to adopt a cautious stance by neutrally
dissociating themselves from propositions and attributing them to external sources. This
strategy, primarily realized through the use of dialogically expansive acknowledgment as the

dominant resource, allows writers to maintain neutrality and uphold a harmonious writer-
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reader relationship. Consistent with this tendency, distancing, an Engagement resource that
carries the greatest interpersonal risk, is the least frequently employed. Therefore, it is
suggested that academic writers prioritize preserving solidarity with their readers and seek to
avoid overt confrontation or conflict.

Engagement resources are integrated into the text through a range of
lexicogrammatical realizations that are often context-dependent, necessitating careful
contextual analysis for accurate annotation. Acknowledgment, as one of the most prevalent
Engagement strategies, is typically realized through lexical pairs such as believe — belief,
observe — observation, view (noun/verb), evaluate — evaluation, and perceive — perception.
Endorsement is commonly expressed through reporting verbs such as find, show, validate,
exhibit, display, verify, result, reveal, and demonstrate, along with their nominalized forms
like result, findings, and validity. Additionally, modal verbs such as may, might, and can
frequently function as markers of Engagement, enabling authors to convey varying degrees of
certainty. These linguistic resources serve to either expand or contract dialogic space by
acknowledging alternative perspectives, aligning with or distancing from previous research,
and modulating the epistemic force of claims. Through such strategies, writers negotiate
interpersonal meaning and establish a credible and balanced academic stance within the

condensed and evaluative context of the abstract.

3) How do Engagement resources affect the writer-reader relationship in academic
discourse?

Within academic discourse, the Engagement subsystem functions to mediate dialogic
interaction and to articulate the writer’s stance in relation to alternative viewpoints and the
expectations of the scholarly community. Each Engagement resource has a specific role in
modeling the writer-reader relationship, as discussed in Chapter 7.

In terms of dialogic contraction, denial can enhance solidarity by aligning the writer’s
argument with the reader's assumed perspective. However, the impact of morphological
negation tends to be limited in strengthening writer-reader alignment due to its localized
nature. Countering resources, although potentially oppositional, generally do not disrupt
writer-reader alignment. This is because the expectations being countered are often
introduced by the author within the text, such as referencing prior research or presenting
hypotheses, which makes their refutation appear logical rather than confrontational (Fryer,
2019). The subtype of concurrence encourages alignment by inviting readers to adopt the

author’s evaluative position. However, if the reader does not view the proposition as natural,
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this attempt at solidarity may be undermined. In the case of endorsement, the strength of the
argument serves to align the reader with the writer’s stance, thereby fostering solidarity.
Similarly, pronouncement involves the author explicitly affirming confidence in a
proposition, which is generally intended to strengthen the writer-reader bond. Nonetheless,
strong assertions may carry interpersonal risk, as overly forceful claims could potentially
alienate readers.

In dialogic expansion, modality plays a key role in maintaining solidarity by
acknowledging alternative viewpoints, thus accommodating a broader range of reader
perspectives. Notably, modality is often used in conjunction with denial, a pairing that serves
to soften opposition and mitigate any potential threat to writer-reader alignment. Evidentiality
resources do not typically compromise this relationship; instead, they support it by grounding
claims in observable or cited evidence, thereby reinforcing credibility and shared
understanding. Acknowledgment also helps preserve solidarity by attributing propositions to
external sources without explicitly asserting the author’s stance. Distancing, however, stands
out as the Engagement resource most likely to threaten writer-reader solidarity. As Fryer
(2019) notes, when the authorial voice detaches itself from an alternative perspective,
especially one valued by the reader, the potential for interpersonal tension increases.

In summary, with the exception of distancing, Engagement resources generally
function to preserve and strengthen writer-reader solidarity in academic writing. By
negotiating stance and dialogic space, these resources allow writers to position their claims in
a way that maintains credibility, fosters alignment, and recognizes the reader’s role in

constructing meaning.

4) Do authors typically open up the possibility for dialogic alternatives or exclude the
dialogic space for alternative opinions in academic texts?

According to our statistical findings, dialogic expansion (51.2%) is slightly more
prevalent than contraction (48.8%) in research article abstracts, suggesting that academic
authors tend to open up the dialogic space to alternative voices. However, statistical results
alone are insufficient to draw definitive conclusions. A more nuanced analysis is necessary—
one that examines the frequency of individual Engagement resources. Interestingly, the pilot
study reveals an opposite, though similarly marginal, trend: dialogic contraction slightly
outweighs expansion, accounting for 50.3% and 49.7% respectively. In both datasets, the
minimal difference between expansion and contraction indicates a relatively balanced

distribution of the strategies of Engagement. If we assume that the balanced distribution of
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dialogic contraction and expansion observed in research article abstracts reflects a broader
trend in academic discourse, it can be inferred that academic authors tend to employ both
strategies equally — opening up the dialogic space for alternative perspectives and

constraining it by limiting alternative viewpoints.

(5) Which linguistic resources do authors employ to express their position in each
subtype of Engagement?

As outlined in Chapter 7, following the annotation of the sample, the qualitative
analysis of dialogic contraction and expansion allowed us to identify the specific linguistic
resources authors use to convey their stance.

Within the domain of dialogic contraction, we identified the use of the resources
deny, counter, concurrence, endorsement, and pronouncement. For the deny category, the
most frequently observed realization was morphological negation, typically marked by
negative prefixes such as non-, un-, in-, and dis-. Additional linguistic resources included the
negative operator not, the negative determiner no, as well as the noun and verb lack.
Regarding counter, the most common realizations comprised subordinating conjunctions such
as though, while, although, rather than, and whereas, coordinating conjunctions such as but,
adverbs like still and however, and prepositions including unlike and despite. It is important
to note that the classification of these resources as countering devices is highly context-
sensitive. For instance, the conjunction while may denote either temporal simultaneity or
contrast. In the former usage, it does not function as a countering resource, whereas in the
latter, it does. For concurrence, the most frequent realizations included the correlative
conjunction not only... but also, the adjective clear, and the adverb clearly. Less frequent
examples included the adverbs certainly and naturally, as well as the verb phrase to be widely
accepted. In terms of endorsement, academic authors often employed verbs and their
nominalizations such as find — finding, result (as both noun and verb), validate — validity, and
most notably the verbs show, exhibit, verify, reveal, and demonstrate. Verbs less commonly
used were discover, uncover, and prove. Concerning pronouncement, typical realizations
included adverbs such as remarkably, notably, and particularly. Adjectives like significant
and its adverbial form significantly, the adjective essential, and the use of do as an emphatic
auxiliary. The verbs argue and conclude presented classification challenges, as their
categorization depends on both dictionary definitions and contextual usage. When argue is
understood as [to show clearly that something exists or is true], it reflects authorial alignment

and a narrowing of dialogic space and is thus categorized as pronouncement. However, when
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attributed to external sources without explicit authorial alignment, it is typically classified as
acknowledgment. The verb conclude may be interpreted in several ways, depending on
context. When it conveys the meaning [TO BRING SOMETHING TO AN END] it does not engage
alternative viewpoints and is therefore monoglossic. When it implies [DECIDING OR
BELIEVING SOMETHING BASED ON EVIDENCE], it suggests reasoned inference and is
categorized as an evidential. Finally, when conclude is attributed to an external source, it is
classified as acknowledgment.

Within the domain of dialogic expansion, we identified four resources: modality,
evidentiality, acknowledgment, and distance. Modality is most commonly expressed through
modal auxiliaries such as may, can, and might, as well as through verb-noun pairs like
attempt (n., v.) and aim (n., v.). Additional realizations include adjective—adverb pairings
such as possible and possibly, as well as the verb-noun pair tend to and tendency. Among the
most frequently observed modal resources was also the subordinating conjunction whether.
About evidentiality, typical realizations in our data included the verbs suggest, indicate, lead
to, and seem, the noun/verb evidence, and the noun implication. Other frequently occurring
evidential resources were verbs appear and emerge. However, the classification of these
verbs required careful contextual analysis, as their status as evidential markers depended on
both usage and dictionary-defined meanings. For acknowledgment, common realizations
were lexical pairs such as believe — belief, observe — observation, view (n.,v.), evaluate —
evaluation, and perceive — perception, as well as the verb report. Similarly to evidentials, the
categorization of these items as acknowledgment resources was highly context-sensitive.
Finally, regarding distance, the most characteristic realizations included the verbs attempt and
claim, which, depending on the context, could also be classified as acknowledgment
resources. Another notable marker of distancing was the use of scare quotes, which function

to signal the author's detachment from or questioning of the quoted term or concept.

(6) Does the representation of Engagement resources differ in the two disciplines that
constitute the research sample?

In Chapter 9, we conducted a comparative analysis of Engagement resources in
research article abstracts from the fields of English Language Teaching (ELT) and English
for Specific Purposes (ESP).The quantitative analysis revealed a statistical difference in the
use of both dialogic contraction and expansion. Generally speaking, expansion resources are
marginally more frequent in the ELT sample, whereas contraction resources are more

prominent in the ESP sample. In terms of dialogic contraction, the statistically significant
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difference lies in the use of countering resources, which occur more frequently in ESP
abstracts. As for dialogic expansion, notable differences were identified in the use of
modality and acknowledgment resources. Statistical findings show that both modality and
acknowledgment are employed more frequently in the ELT sample. Overall, statistically
significant differences were observed in only three of the nine Engagement strategies
examined, indicating a general similarity between the two disciplines in their use of these

resources.

(7) How are Engagement resources distributed across moves? Does dialogic contraction or
expansion depend on the move?

Chapter 8 focused on the analysis of Engagement resources across different rhetorical
moves, highlighting how their distribution varies according to the move.

Starting with the introduction sections, our analysis revealed a slight predominance of
dialogic contraction, accounting for 56.4% of the Engagement resources, compared to 43.6%
for dialogic expansion. Despite this overall prevalence of contraction, the most frequently
used Engagement subtype was dialogically expansive acknowledgment, which slightly
surpassed the use of dialogically contractive countering resources. The prominence of
acknowledgment can be attributed to its function in referencing prior studies that form the
foundation for the current research. In contrast, countering resources serve primarily to
identify gaps in existing literature, thereby justifying the need for the present study.

In the purpose sections, dialogic expansion was significantly more dominant than
contraction, comprising 71.4% of the Engagement resources compared to 28.6%. This
imbalance is primarily due to the strong presence of dialogically expansive acknowledgment,
followed by the use of modality. As in the introduction sections, acknowledgment in this
context serves to reference established knowledge or commonly held views, which are later
explored and critically evaluated throughout the text.

Similarly to the purpose sections, the method sections also exhibit a clear dominance
of dialogic expansion over contraction, accounting for 69.1% and 30.9% respectively.
Acknowledgment emerges as the most frequently employed strategy, reflecting the authors’
tendency to refer to established procedures, frameworks, or previous studies that inform their
methodological choices.

In the product sections, the trend is reversed, with dialogic contraction prevailing over
expansion — 62.1% compared to 37.9%. This dominance is largely attributed to the frequent

use of endorsement, a feature that allows authors to align their findings with authoritative

197



external sources while expressing strong confidence in their validity. Such use of
endorsement effectively narrows the dialogic space, leaving a limited space for alternative
interpretations.

Finally, in the conclusion sections, dialogic expansion was found to be more
prevalent, accounting for 64.4% of all instances, compared to 35.6% for contraction. This
pattern is once again driven by the dominance of the dialogically expansive acknowledgment
feature, followed by modality. The prominence of expansion in this section can be logically
attributed to the authors’ efforts to avoid adopting a firm or overly definitive stance when
presenting their conclusions, instead allowing space for readers to consider alternative
interpretations and perspectives.

In general, authors tend to favor dialogic contraction in the introduction and product
sections, with its use particularly pronounced in the product sections. This pattern can be
attributed to the frequent deployment of endorsement strategies when presenting research
findings, allowing authors to express confidence in the validity of their results. In contrast,
dialogic expansion is commonly employed in the purpose, method, and conclusion sections.
We also observed the relatively low occurrence of Engagement resources in the method
sections, suggesting a preference for monoglossic expressions, with authors typically
presenting research procedures and materials without inviting alternative perspectives. In the
purpose sections, the use of dialogically expansive strategies is expected, as authors articulate
their research aims while refraining from making definitive claims. Similarly, the
predominance of dialogic expansion in the conclusion sections reflects an intentional
openness, enabling readers to consider alternative interpretations and engage critically with

research results.
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11. CONCLUSION

The primary objective of this dissertation is to explore the linguistic strategies
employed by academic authors in research article abstracts to convey an evaluative stance
toward various aspects of the research process, including the academic community, the topic,
findings, and existing literature. In this regard, the study aimed to explore the interpersonal
metafunction of language within academic discourse, particularly as manifested through
Engagement resources. Specifically, the dissertation undertakes a linguistic analysis of
abstracts to identify and explain the lexicogrammatical patterns characteristic of this genre.
Based on these overarching aims, the research questions were formulated and explicated in
Chapter 10.

The theoretical framework underpinning the study was the Engagement subsystem of
Appraisal theory, as developed by Martin and White (2005). The analysis focused on the
dialogic space constructed between academic writers and readers in research article abstracts
from the fields of English Language Teaching (ELT) and English for Specific Purposes
(ESP). The findings revealed that academic authors tend to negotiate dialogic space through a
relatively balanced use of dialogic contraction and expansion. This suggests that, contrary to
the expectation that academic writers may assert their claims unequivocally, they often adopt
a more moderated stance, engaging readers while carefully positioning their arguments. The
findings further revealed the specific Engagement strategies academic authors employ to
negotiate their stance as the abstract unfolds, highlighting how stance-taking is dynamically
constructed throughout the text.

This study operationalized the Engagement subsystem of Appraisal Theory through
its application to authentic academic discourse, which contributes to the validation and
extension of the theory by demonstrating how dialogic positioning operates across different
disciplinary and rhetorical contexts. Through the analysis of both contractive strategies (such
as disclaim and proclaim) and expansive strategies (such as entertain and attribute), the study
provided concrete insights into how academic authors manage heteroglossic space and
strategically negotiate their stance with their readers.

A central concern of Appraisal Theory is the way language reflects social roles and
communicative purposes across different contexts. This study demonstrated that research
article abstracts in ELT and ESP exhibit distinct communicative priorities—such as a greater
use of countering strategies in ESP and more frequent use of modality and acknowledgment

in ELT. These patterns illustrate how Engagement resources are shaped by disciplinary
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conventions. In doing so, the study contributes to a more nuanced understanding of
disciplinary discourse practices within the Appraisal framework.

By mapping Engagement resources across rhetorical moves—namely, introduction,
purpose, method, product, and conclusion—this study integrates Appraisal Theory with
principles of genre analysis. This alignment is particularly valuable as it reveals that dialogic
positioning is not uniformly distributed, but rather strategically adapted to the rhetorical
function of each section. Such findings reinforce Appraisal Theory’s emphasis on the
dynamic and functional nature of stance, highlighting how evaluative language is shaped by
the communicative purposes of different rhetorical stages.

As a subfield of Systemic Functional Linguistics (SFL), Appraisal Theory shares the
broader aim of explaining how language enacts social meaning. This study contributes to that
objective by offering concrete evidence of how linguistic choices within the Engagement
system function to position readers, construct disciplinary identity, and facilitate knowledge-
building in academic discourse. By situating these findings within the context of research
article abstracts, the study underscores the socially situated and meaning-making role of
evaluative language in disciplinary communication.

The study also offers important revelation for the disciplines of English Language
Teaching (ELT) and English for Specific Purposes (ESP) by uncovering how Engagement
resources are strategically used in research article abstracts to position authors’ voices and
manage dialogic interaction with readers. By highlighting the disciplinary variation in the use
of Engagement strategies, the findings help educators and researchers better understand the
rhetorical expectations of academic discourse in these fields. Such awareness is particularly
valuable for non-native English-speaking authors navigating international publishing
standards, as it supports the development of more effective and audience-centered academic
writing.

This study also holds relevance within the context of Genre pedagogy. Uncovering
patterns in the use of Engagement resources in ELT and ESP abstracts offers valuable
insights for academic writing instruction—particularly in guiding students and academic
authors on how to effectively manage stance and authorial voice in their writing. These
pedagogical implications align with Appraisal Theory focus on the interpersonal dimension
of language and its applicability in educational contexts, reinforcing the theory’s potential to
inform both linguistic analysis and classroom practice. For instance, the findings may inform
the design of tasks in which learners are asked to identify or produce specific expressions to

acknowledge alternative views, express certainty or doubt, and align with or challenge the
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reader’s perspective (Appendix A). Additionally, instructional materials can include exercises
on rewriting abstracts with varying degrees of dialogic openness, helping learners develop
flexibility in expressing stance (Appendix B). These applications can equip learners with
practical tools for crafting effective academic texts in their own disciplines.

Certainly, we have been able to identify limitations to this study. Firstly, the analysis
focused exclusively on instances of Engagement, omitting monoglossic expressions. Future
research could benefit from incorporating both heteroglossic and monoglossic resources to
provide a more comprehensive account of stance-taking in academic discourse. Secondly,
while this study examined the use of Engagement strategies across rhetorical moves within
the overall sample, it did not undertake a detailed comparison of how these strategies unfold
within each discipline individually. Further research could explore such intra-disciplinary
developments to determine whether notable patterns or distinctions emerge throughout the
abstract. Finally, although research article abstracts offer valuable insights into academic
writing practices, a more complete and precise understanding could be achieved by extending
the analysis to full research articles. This would allow for a deeper exploration of
Engagement strategies across a broader range of rhetorical contexts within academic
discourse. Addressing these limitations in future studies would not only enrich our
understanding of how Engagement resources function across academic genres and disciplines
but also further enhance the theoretical and pedagogical contributions of Appraisal Theory to
the study of academic discourse.
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Appendix A —Task 1

Read the following abstract. Circle all the options that appropriately express a high degree of

certainty in this academic context. More than one option may be correct.

English language teaching (ELT) research in Egypt is about four decades old now. The study
reported in this paper 1. attempted to identify / shows / can be used to identify the main
trends in the ELT research in the Egyptian context though analysing the research areas,
topics, contexts, and methods in 143 published studies and comparing the orientations noted
in them to the ones 2. revealed / perceived / confirmed previously in the unpublished studies
reported by graduate students in the country. Though some relative differences 3. were found
/ could be observed / were revealed between the published and unpublished studies in the
areas and contexts researched, both types of studies 4. were found to be similar / were
relatively similar / appeared to be similar in the research methods used and nature of the
topics covered. Specifically, the experimentation, data quantification, and stereotyping
aspects 5. noted / observed / determined in these studies have caused some methodological,
topical, and contextual research gaps in ELT research. The paper highlights the following
four main causes of the dominant ELT research trends: the local educational research culture,
the inappropriate interdisciplinarity approach, reading sources and institutional regulations,
and researchers’ over-reliance on convenience sampling. In light of these results and

interpretations, the author suggests some steps for reforming ELT research practices in Egypt.

Answer Key:

shows

revealed, confirmed

were found, were revealed

were found to be similar

o M w0 NP

determined
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Appendix B — Task 2

You are provided with a short research article abstract. Your task is to rewrite the abstract in

two distinct ways:

1. Version 1 — Dialogically Expanded. Use language that shows tentativeness,
acknowledges other perspectives, or opens space for alternative interpretations (e.g.
“may indicate,” “
etc.).

2. Version 2 — Dialogically Contracted. Use language that shows strong commitment to
claims, closes down dialogic space, and asserts authority (e.g. “clearly demonstrates,”
“confirms that,” “undoubtedly,” “this study shows,” etc.).

99 6

suggests that,” “has been argued,” “appears to,” “it is possible that,”

The paper is devoted to an analysis of English media discourse in terms of marking epistemic
responsibility (ER). The study suggests 10 types of syntactic and lexical means used to mark
a speaker’s responsibility for the proposition reliability. They are classified according to: (i)
ER domain: high, low, disclaiming ER; (ii) level of the language system: syntactic or lexical;
and (iii) lexico-grammatical features. The high ER domain is represented by two marker
types: main clause and adverbials; low ER is marked by means of three types of markers:
main clause, adverbials and modal verbs; disclaiming ER markers are most numerous,
comprising five types of syntactic and lexical means, such as main clause, direct speech,
adverbials, verbs and nouns. Thus, there tends to be a higher incidence of marking low ER or
disclaiming it in English media discourse, whereas high ER is marked less often.
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