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Abstract. The lecture is one of the most common forms of instruction in universities throughout the world
being used as a form of studies, with the aim of conveying knowledge to a large number of students. The
article looks at the nature of the academic lecture genre, its specific characteristics in comparison to other
types of written or spoken modes of different genres. It introduces key theories of Genre Schools, such
as New Rhetoric Studies, Systemic Functional Linguistics and English for Specific Purposes, explores the
peculiarities of the university lecture as a separate genre, looks at its structure and studies the characteristic
features.
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Introduction
The author of the present article aimed at investigating the
characteristic features of an academic lecture by looking at
the findings of the schools of Genre studies and studying the
probable macro-structure of a lecture. The idea underpinning
the study was to find out the common features and peculiari-
ties that are characteristic to contemporary lectures delivered
in English as lingua franca to international students regard-
less of the field of their study with the further practical ap-
plication of lecture structural models in the improvement of
the efficiency of non-native speaking lecturers’ discourse or
preparing prospective and novice lecturers.

1. Theoretical Framework
During the last several decades, linguists have directed their
attention to the study of written text and spoken discourse,
including the lecture as a central spoken genre in higher edu-
cation in Europe and many countries world-wide (e.g. Refs.
[1-2]). Three schools of Genre Studies were formed - New
Rhetoric Studies, Systemic Functional Linguistics and Eng-
lish for Specific Purposes, though all three have been preoc-
cupied with some specific study of genres, the distinction be-
tween the approaches is often vague, so they can be seen as
complementary, rather than competing approaches.

1.1. New Rhetoric Studies
New Rhetoric Studies [3-4] is also called Rhetorical Genre
Studies (RGS) with the term RGS coined by Freedman [5-
6] and developed by Bawarshi and Reiff [7]. The approach
to discourse implicit in RGS was first introduced in Carolyn
Miller’s article "Genre as Social Action" [8]. Miller (in Ref.

[9]) explained the significance of the genre studies for the
pedagogical needs: "for the student, genres serve as keys to
understanding how to participate in the actions of a commu-
nity", for example, academic genres (a seminar, a workshop
or a lecture) are usually tailored in such a way (linguistically)
that help learners associate the specialized knowledge (lin-
guistic forms, terminology, functional language) they acquire
in the academic setting with their profession, get prepared for
the active participation in the discourse community they will
be representing, for example, work in the tourism industry for
the students of the faculty of Tourism.

Miller [8] proposed to consider genre as a social ac-
tion, Berkenkotter and Huckin [10] claimed that genres "can
be modified according to rhetorical circumstances", "genres
evolve, develop and decay", and in other words, although gen-
res have a certain form, they should not be viewed as static
texts as they can be modified depending on the communica-
tive situation.

1.2. Systemic Functional Genre Studies
Systemic Functional Genre Studies, often known as ’the Syd-
ney School’ of genre studies, Hyon [11] lay out their theoret-
ical foundation on the works of Halliday [12], Halliday and
Matthiessen [13], Halliday and Hasan [14-15] and Martin
[16-17] who considered language primarily as a resource for
making meaning, rather than as a set of rules. The impor-
tance of meanings in context is vividly shown in the quotation
of one of the forefathers of the SFL approach Halliday [18]
who claimed that "for a linguist, to describe language with-
out accounting for text is sterile; to describe text without
relating it to language is vacuous." SFL involves the notion
that language consists of a set of systems which offers the
writer/speaker choices in expressing meanings. Systemic
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functional linguistics views meaning as social, where social
meaning impacts on linguistic forms and the role of form
is to serve a social function. Genre by SFL researchers is
considered according to Ref. [19]:

i) social because people participate in genres with other
people;

ii) goal-oriented because they use genres to get things
done;

iii) staged because it usually takes a few steps to reach peo-
ple’s goals.

Martin [20] (in Ref.[21]) differentiated between spoken
and written genres, where the first may include "casual con-
versations, academic lectures, political speeches, talk show
interviews", and so on, whereas the second group includes:
"recounts, narratives, procedures, reports, explanations, ex-
positions and discussions." Representatives of Australian
movement of genre studies the Functional School of Genre
theory looked at the functions of different texts. Users of
separate genres may always keep in mind the functions and
aims of the texts that they create, whether the aim is achieved
and whether the choice of linguistic features is appropriate to
the aim of that specific genre. For example, a love letter will
look ridiculous if the formal cliché style of commercial cor-
respondence is used or a lecturer may sound unprofessional
if he uses only private informal examples from his personal
experience to illustrate some concepts or ideas in the course
of a lecture.

Having investigated findings by Halliday [22], Halliday
and Hasan [15] and Martin [17], Trappes-Lomax in Ref. [23]
the following models and approaches pertinent to SFL were
set out:

a) language is seen not only as an autonomous system, but
as a part of the wider socio-cultural context;

b) language has a meaning potential - speakers and wri-
ters simultaneously represent experience (the ideation-
al function), manage their relationship with the co-
participants (the interpersonal function) and produce
dialogue or monologue (the textual function);

c) the realization of the meta-functions can be discer-
ned at the micro-level of clause-structure and at the
macro-level of context (register features: field, tenor and
mode);

d) systemic functional linguistics provides a comprehen-
sive theory of text analysis and genre.

1.3. English for Specific Purposes (ESP)

Bhatia [24], Swales [25], Flowerdew [26], Hopkins and
Dudley-Evans [27], St John [28] have investigated genres
in order to incorporate a better understanding of how lan-
guage is structured to achieve goals in specific contexts of
use. The theory has been especially welcomed by language
teachers because of the expanding number of culturally and
linguistically diverse students. The term ’genre’ was first
introduced in ESP in 1981 in an article by Tarone and her
colleagues [29]. The area of interest included spoken and
written language of non-native speakers in academic and
professional settings. Swales [25, 30-32], who has become
a crucial figure in ESP, has identified two key characteristics

of ESP genre analysis:
a) focus on academic and research English and
b) use of genre analysis for applied ends. [25]

Swales discussed quantitative studies of the linguistic pro-
perties of registers of a language with the purpose of identi-
fying frequency of occurrence of certain linguistic features in
a particular register. The linguist referred to genres as ’com-
municative events’ with special ’communicative purposes’
that possess their own "structure, style, content and intend-
ed audience" [25:58]. The specific ’communicative purpos-
es’ are determined by the members of a ’discourse commu-
nity’ who provide the rationale and constrain the discourse
structure, content, and purposes of a certain genre, and de-
fine its rhetorical functions. By the term ’discourse commu-
nity’ Swales [25:466] meants a group of people who share
common purposes, and the setting of communication, for ex-
ample, university lecturers and students of the same faculty
who attend lectures. Later Flowerdew [33] reviewed Swales’s
approach to pedagogy in Genre Analysis, acknowledged and
elaborated on his concept of discourse community and su-
ggested six characteristics relevant to discourse communities,
which will be looked through below from the perspective of
an academic lecture.

1. "Common public goals" - the common goal of the lec-
ture participants - lecturer and students is the exchange
and acquisition of new knowledge.

2. "Mechanisms of intercommunication among its mem-
bers" (for example, lecture room, seminar room).

3. "Membership within a discourse community depends
on individuals using these mechanisms to participate in
the life of the discourse community" (students’ and lec-
turers’ background/ experience and the language com-
petence).

4. "Discourse community utilizes and possesses one or
more genres in the communicative furtherance of the
aims"; these genres must be recognized by members of a
discourse community (for example, lectures on Sustain-
able Finance may be better understood and discussed
by the students studying finance rather than medicine,
whereas medical discourse will most probably be prob-
lematic for the discourse community of business or fi-
nance studies).

5. "Discourse community has acquired some specific lexis,
which can take the form of shared and specialized ter-
minology, such as abbreviations and acronyms" This
way, for example, a student who studies medicine might
experience initial difficulties in understanding profes-
sional financial terminology, especially, acronyms and
abbreviations. In other words, representatives of each
discourse community possess specialized lexical stocks
and schemata knowledge of the profession which can
be ambiguous for the representatives of other discourse
communities. This may mean that the content and the
lexical units of the specialized subjects of other fields
delivered to students for whom this subject is out of their
professional circle have to be simplified to some extent
and adapted to the needs of the target audience.

6. "A discourse community has a threshold level of mem-
bers with a suitable degree of relevant content and dis-
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coursal expertise" who can pass on knowledge of sha-
red goals and communicative purposes to new members.
So, shared goals and discoursal expertise of lecturers
in the specific field are sent to the target audience (stu-
dents) who in the course of time start belonging to the
same discourse community as their lecturers.

Bawarshi [7] who has provided the classification of all
three genre schools considered that "a typical ESP approach
to genre analysis will begin by identifying a genre with-
in a discourse community and defining the communicative
purpose the genre is designed to achieve. From there, the
analysis turns to an examination of the genre’s organization
- its schematic structure - often characterized by the rhe-
torical "moves", and then to an examination of the textu-
al and linguistic features (style, tone, voice, grammar, syn-
tax) that realize the rhetorical moves." In other words, a lin-
guist who wants to do the analysis of some text or discourse
will proceed from a genre’s schematic structure to the lexico-
grammatical features, and as Flowerdew noted in Ref. [34],
the process tends "to move from text to context."

Although the three Schools of Genre studies developed se-
parately in different geographical areas and were focused on
different objects of study, they have much in common. Both
Sydney School and the ESP Genre School stressed the need
to recognize the social dimension of genre ("genres are so-
cial actions"); emphasized the addressee, the context and the
occasion [35]. The difference between systemicists and ESP
specialists lies in the target audience, where the former fo-
cuses on students who acquire English as a second language
or whose English skills need improvement and the prima-
ry audience of the latter are students in EFL situations or
those who study English for academic purposes. The pre-
sent research will use findings of all three Schools described
above, for example Bakhtin’s (New Rhetoric School) views
on speech genres, Halliday’s (SFL) dimensions of tenor, field
and mode, Swales’s views on genre studies and other find-
ings.

2. Genre, Register, Discourse, Style
Genre studies go back to the Ancient Greek times when
Greek rhetoricians pointed out the systemic differences in
purpose and structure between lyrics, epics and other lite-
rary forms. Aristotle in his Poetics [36] used the word genre
in the meaning of ’kind’ or ’form’ to refer to major types
of literature: poetry, drama and the epic. The present re-
search requires the explanation and exemplification of the
concepts genre, register, discourse and style since they are
often encountered in diverse interpretations in the theories
of genre, discourse, corpus linguistics and other studies and
can sometimes be confusing and misleading for the reader-
ship. As we have previously seen ’genre’ was presented by
the scholars of all three schools of genre studies as a multi-
dimensional and a complex concept. The present part of the
article will provide definitions by all three schools and will
find those most suitable for the present research. Bakhtin [37]
defined genres as "relatively stable types of ... utterances"
within which words and sentences attain typical expressions,
relations, meanings, and boundaries, and within which exist
"typical conception[s] of the addressee" and typical forms of

addressivity. Other scholars of the New Rhetoric School, for
example, Berkenkotter and Huckin [38] considered that "gen-
res are dynamic rhetorical forms that develop from responses
to recurrent situations and serve to stabilize experience and
give it coherence and meaning", Freadman [9], Devitt [39],
and Orlikowski and Yates [40] claimed that genres do not
exist in isolation but rather in dynamic interaction with other
genres.

Nunan [41], representing ESP School of genre studies de-
fined genre as "a purposeful, socially constructed oral or
written text such as narrative, a casual conversation, a poem,
a recipe or a description. Each genre has its own characteris-
tic structure and grammatical form that reflects its social pur-
pose." Nunan’s definition of genre explains in a simple way
that in order to belong to a specific genre, the text needs to
have some social purpose, it should have different character-
istics in structure and grammar, however the definition does
not seem to be complete because it does not explain what
exact characteristics the text may possess. One may find a
more detailed definition of genre in the Encyclopedic Dictio-
nary of Applied Linguistics [42] compiled on the basis of the
works of the representatives of ESP school of genre theory
Bhatia [24], Cook [43] and Swales [25]:

"Genres are types of spoken and written discourse recog-
nized by a discourse community. Examples are lectures, con-
versations, speeches, notices, advertisements, novels, diaries,
shopping lists. Each genre has typical features. Some may be
linguistic (particular grammatical or lexical choices), some
paralinguistic (e.g. print size, gesture) and some contextual
and pragmatic (e.g. setting, purpose). Some genres overlap
(a joke may also be a story) and one can contain another (a
joke can be a part of a story)..."

This perception of genres as if clarifies Nunan’s definition
by specifying what characteristics/features genres may vary
in: linguistics, paralinguistic, contextual and pragmatic. It
also states the intertextual or interdiscursive aspect of genres,
for instance, the speech of a lecturer may include quotations
and stories from other texts by other authors, the so-called
process of recontextualisation can be noticed in the discourse.

Some SFL scholars (Halliday [22], Frow [44]) viewed the
concepts of genre and register as synonyms whereas others,
for example, Martin [45] strongly differentiated between
these two concepts. Martin considered genre being real-
ized through registers, and registers being realized through
languages. That is why the text from one genre may con-
tain elements of tenor, mode and field from another text of
another genre. The contextual variables of ’field’, ’tenor’
and ’mode’, first introduced by Halliday [18] have been ela-
borated on by Martin and Nunan, who claimed that ’field’
refers to what and where something is going on, for example,
tennis, opera, linguistics, cooking, building, construction,
farming, education and so on. Martin [20 considered that
’tenor’ is connected with personal relationships between the
individuals involved in an activity, "e.g. the degree of po-
wer between two interactants will determine how a particular
event is carried out", whereas ’mode’ refers to the channel of
communication, whether the text is written or spoken, if it is
a face-to-face conversation or a telephone conversation. Nu-
nan [46] also suggested that two texts that are delivered to the
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Table 1. Channel of Communication
Face-to-face Monological type Webinar Handouts Use of Internet resources
interaction of lecture
seminar, Skype lecture Textbook distant learning and
workshop Report blended learning, e.g. Moodle
Immediate feedback ⇐⇒ Delayed feedback

receiver via different modes can belong to the same genre.
The example provided by Nunan [46] shows that one and
the same task discussed by the same interlocutors but using
different channels (modes: face-to-face and a telephone con-
versation) brings to different text types within the same genre.
Field and tenor remain the same, but the modes change. The
difference between the definitions of genre and register pro-
posed by Nunan [46] is that genre relates to the context of
culture, but register relates to the context of situation.

In the context of the present study, the concept genre will
be used to refer to the social processes existing in institution-
al contexts and fulfilling communicative purposes; register
will allow relating text and context through the features of
’field’, ’tenor’ and ’mode’. In the context of the present stu-
dy the ’filed’ refers to topic, theme of the lecture, a so called
’social activity’, ’tenor’ answers the question ’Who’ and ap-
plies to the status of participants - in our case - lecturer and
students, ascribes the relationship and the interpersonal skills
of the actors, whereas ’mode’ is concerned with the channel
of communication, the format in which communication takes
place, for example, a lecture as well as the format in which the
lecture occurs, this is spoken mode. We agree that the cons-
tituencies of register may differ, but not necessarily the genre
will immediately change, consequently, the lecturer’s speech
may change from monologue to the interactive mode of in-
formation delivery, however it will still belong to the genre of
an academic lecture.

The ’mode’ continuum suggested by Nunan [46] can be
adapted to the purposes of acquiring the content within aca-
demic genres and can be depicted as presented in Table 1.

Depending on the possibility of contact between the inter-
locutors (in our case a lecturer and students) the ’quality’ of
feedback may differ from immediate to delayed: the interac-
tive style presupposes a two-way communication, the closer
there is the verbal contact between interlocutors, the more
chance there exists for the immediate feedback, the easier
way speakers may interfere into the conversation, ask, in-
terrupt and fulfil other communicative functions. A mono-
logical style involves active role of a speaker - speech of one
participant and more passive roles of listeners (students) - the
listening process of other ’stakeholders’ who may have a "re-
sponsive attitude" [37] toward the speech, the feedback is less
noticeable because participants (students) do not share their
thoughts aloud although they may have inner mental process-
es taking place, that can be accompanied with the non-verbal
behaviour demonstrating their feedback, the feedback can al-

so be delayed until the moment when listeners (students) have
to demonstrate the acquired knowledge in any form of test.
Communication in a distant form, for example a lecture by
Skype or a webinar may evoke immediate feedback when stu-
dents ask or write questions and provide comments, however
due to some technical discrepancies that can sometimes oc-
cur, students’ feedback can be more delayed than during face-
to-face communication. Written genres, such as, for example,
reports, handouts and textbooks that may also serve as a stu-
dy form do not presuppose the immediate feedback since they
require more time for the cognitive processing of information
- reading, considering and only then coming back with the re-
action in the form of test, oral communication with a lecturer
or any other form of test of knowledge.

Biber and Conrad [47] differentiated among the terms ’re-
gister’ and ’style’ referring them to different perspectives on
text varieties. They considered that the difference of style
and register lies in the fact that style "reflects aesthetic prefer-
ences" of a particular author in some particular historical pe-
riod. Style is connected with the individual use of language;
it can also reflect the preferences of the user, for example, la-
conic style of writing or speech versus open and generous use
of language or, the use of a monologue-type lecture versus an
interactive style with a lot of student engagement.

Leech and Short (in Ref [48]) define style as "the way in
which language is used in a given context, by a given person,
for a given purpose and so on." Style is restricted to the style
of an author / speaker and can be characteristic of a situation,
a character, a text, linguistic expressions used over time.

’Discourse’ is a more general concept that includes ’genre’
and the ’register’ of some particular genre. It is "language
above the sentence" or "language produced and interpreted
in a real-world context" [49]. Discourse implies the use of
both spoken and written modes of language.

ESP scholars, such as Paltridge [50], Richards and Schmidt
[51] defined genre as a type of discourse that takes place in a
particular setting, has "distinctive and recognizable patterns
and norms of organization and structure" and has distinctive
communicative functions. Genre is considered as if a kind of
structure for discourse where genre shapes the content and
purpose of discourse and consequently any type of genre-
based discourse has a particular content that people expect
within this genre. So, if we want to organize all the above-
mentioned concepts in the framework of their meanings, then
genre would be placed between discourse and register in the
hierarchy, whereas style would follow register - see Table 2.
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Table 2. Conceptual Framework
Discourse → Genre → Register → Style

Any discourse will belong to some specific genre, depen-
dent on the communicative purposes of the speaker, where-
as the genre will use some specific register, for instance a
written mode or an oral mode, with the individual stylis-
tic features of the author. So, for example, academic dis-
course may have different genres within it (lecture, seminar,
workshop, conference, class, webinar, text book), whereas all
these genres may belong to different modes (spoken, written,
face-to-face, monologue, dialogue, conversation, etc.) with
one speaker choosing the individual style (e.g. preferring
reading aloud, whereas another speaker choosing to interact
with students and to engage them in communication).

Table 3 was worked out by the author of the present arti-
cle on the basis of the definitions of ’genre’ by SFL and ESP
scholars and demonstrates the example of the above hierar-
chy and the possible variations. Table 3 also demonstrates
that texts of different registers and genres can belong to the
category of similar discourse (academic discourse) regardless
of whether they are of spoken or written mode.

3. Genre of the Academic Lecture

The lecture is one of the most common forms of instruction
in universities throughout the world. All educational insti-
tutions use the lecture as a form of studies, with the aim of
conveying knowledge to a large number of students [52-54].
Lectures are an example of genre, they may be attended by
the students of mathematics, but also by the students in other
fields, therefore lectures represent a genre, but not a register.
Lectures are supposed to be delivered by experts who pos-
sess practical and theoretical knowledge in the field of their

subject, have excellent presentation-making and socializing
skills; lecturers are able to give examples of practical appli-
cation and to relate personal experience with the content of
the lecture. A successful lecture would be presenting relevant
content to the motivated audience in the appropriate setting,
delivering "value-laden discourses in which lecturers not on-
ly present information to the audience, but also express their
attitudes and evaluation of the materials" [55-56].

Social science lectures delivered through the spoken chan-
nel are also characterized by social relations of the partici-
pants and their mutual interaction (lecturer - student, student
- student, and student - lecturer). However, sometimes lec-
turers prefer to choose the monological type of lecture that
is deprived of any interaction with the target audience, is
speaker-focused and does not expect students’ feedback.

Lecture is an example of an ’oral academic genre’ which
has been studied by such researchers as Giménez [57], Bellés
and Fortanet [58] or ’pedagogical process genre’ as Thomp-
son [55] and Lee [56]. Representatives of ESP school of
genre studies (Carter and McCarthy) consider lecture a peda-
gogical genre [59], Camiciottoli [60] who represents school
of Systemic Functional Linguistics considers that a lecture
is a genre realized through the pedagogic register, "featuring
the informational content of the lecture as field, the lecturer-
audience relationship as tenor and face-to-face spoken lan-
guage as mode". The lecturer is supposed to fulfill different
functions during a lecture: to describe objects, notions, con-
cepts or events in their static and dynamic form, to narrate,
creating a sequence of events, where there are the stages of
problem crisis, and solution or resolution, to inform, explain,

Table 3. Examples of Academic Discourse
Genre / Communicative Purpose Register Style
Academic lecture / to explain/ de-
liver new information to students

Field: (setting) lecture room, (theme) e.g.
Marketing, Tenor: lecturer, students, Mode:
spoken interaction / written text in the
slides.

Monological style; use of Power Point
slides. One way interaction. Individual
style of the lecturer.

Academic lecture / to explain/ de-
liver new information to students, to
make a discussion

Field: (setting) lecture room, (theme)e.g.
subject in Marketing, Tenor: Lecturer, stu-
dents, Mode: Spoken interaction / written
text in the slides

Interactive style (involvement of students
in communication); use of Power Point
slides. Individual style of the speaker.

Seminar / Discuss the subject, find
out the ideas, knowledge of students
in the particular area

Field: (setting) seminar room, (theme) e.g.
subject in Marketing, Tenor: Students, lec-
turer, Mode: Spoken interaction.

Interactive style (involvement of students
in communication); use of Power Point
slides. Individual style of the speaker.

Conference / Share knowledge, get
new ideas

Field: (setting) Conference room, (theme)
e.g. subject in Marketing Tenor: Academic
staff, Mode: Spoken interaction / written
text in the slides.

Presentations with the use of Power Point.
Individual style of the speaker.

Textbook Field: subject in Marketing Tenor: Acade-
mic staff, students from the same academic
discourse community, Mode: written text.

Individual style of the writer.
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discuss, develop cause and effect arguments, to provide defi-
nitions, to compare and draw conclusions. This process is en-
sured by the fact that lecturers usually are aware of the genre
specifics of the academic lecture. As Flowerdew [1] pointed
out, lecture research: "knowledge of the linguistic/discoursal
structure of lectures will be of value to content lecturers in
potentially enabling them to structure their own lectures in
an optimally effective way."

Academic lecture as a separate genre may be attributed to
the secondary genre [37], since a modern lecture is a com-
bination of written and spoken genres - the text in the Power
Point presentation often includes quotations from other texts
(written or oral); the lecturer uses theoreticians’ quotations
while delivering the lecture; thus, he bases his discourse on
the texts of other authors.

On the other hand, each lecture is an example of the indivi-
dual style of a lecturer, each new lecture is unique and cannot
be reproduced word for word by any other lecturer, even by
the same author, because the cognitive and communicative
processes are dynamic, ever-changing, and situative (occur-
ring in relation to a specific situation) that may be dependent
on such circumstances as target audience (e.g. students), set-
ting (lecture room), time of the lecture, et cetera.

The idea of Bakhtin [37] about "responsive attitude" of
speech communication may be applied to the situation of
an academic (university) lecture - students’ perception of the
lecturer’s discourse does not always result in an immediate re-
sponse but can lead to delayed action - a student uses thoughts
and words of a lecturer in his further work in the subject - a
test, a seminar, creating a written text and later, hopefully in
the course of his professional life. As Bakhtin [37] satted:
"any speaker is himself a respondent to a greater or lesser
degree" as a result, any utterance produced by a speaker is
a "complexly organized chain of other utterances." In other
words, both a lecturer and students become speakers and re-
spondents who reproduce other speakers’ utterances. More-
over, the lecturer may also use students’ ideas and words; the
so called cyclic process takes place.

An important characteristic of spoken genre is the fact that
there is no direct distinction between a sentence and an utter-
ance in the speech [37]. It is important to note that not always
the boundaries of sentences are determined by the change of
the speaking subject. This peculiarity of speech that can be
noticed while listening to an academic lecture can cause a
problem with the lecture perception; this may occur in the
situation when a lecturer is not a good orator and does not
use pauses for the demonstration of the change of the topic
or end of the theme, or uses pauses in places that mislead the
listeners from the right perception of the lecture.

The idea of ’speech plan’ generated by Bakhtin [37] or
’educational exigence’ sounds applicable in the context of a
university lecture - the lecturer has a plan of his speech that
he follows, does not matter, how spontaneous or improvising
the discourse may sometimes sound; the lecture is a separate

genre, that expects a lecturer choosing the most applicable
forms of address to the audience, using specific terminology,
characteristic to the subject being taught.

The lecture is characterized by such concepts as ’involve-
ment’ and ’detachment’ [61] - different concerns and relations
that speakers and writers have with their audience. Unlike
writers who are removed from their audience, lecturers need
to communicate and to reflect their own emotional participa-
tion - ’experiential involvement’ [61]. The importance of the
lecturer, his presence / authority in the discourse he creates -
expression of personal feelings, attitudes and emotions [62],
’stance’ have been studied by Biber [63].

Lecture is an interactive and an involving activity.
The characteristic features are the use of special lexical-
grammatical elements that serve different functions, for ex-
ample, inviting students to speak, asking, confirming, dis-
agreeing, and etcetera. The interactional dimension of speech
has been elaborated by Goffman [64] who sees speech as
"participation framework", he distinguished different speak-
er production formats that include:

a) ’animator’ (the person who physically produces the
text/speech);

b) ’author’ (the person who is the author of the speech)
and

c) ’principle’ (the person or organization who endorse the
content of the speech).

Goffman recognized the triple role of lecturers as princi-
pal, author and animator all in the same person and whose
’status’ can change when, for example, a lecturer shifts to a
more personal self, e.g. digressing from the topic of a lec-
ture. Another characteristic feature of the academic lecture
as a genre is the aspect of ’contextuality’, ’situationality’
or ’improvisation’. The lecture, does not matter how many
times the lecturer has spoken about the same topic, is always
delivered at the moment of speaking; it is a flow of speech
that is dynamic, never static, never the same. The main char-
acteristics of the academic discourse could be:

1) the speech of a lecturer should be logical and con-
sistent;

2) the speech should be systematic and clear;
3) the speech elements can be of standard type, lecturers

may use cliché - type phrases in the metadiscourse of a
lecture;

4) the speech should be objective;
5) the speech should be unambiguous;
6) the speaker should be laconic;
7) the speech should have intellectual expressivity.
It is important to note that the lecture as a genre is changing

and has changed a lot from the times when it was first used as
a pedagogical form from old-fashioned "chalk and talk" (as
information transmission) and "sage on the stage" (an educa-
tor, who imparts knowledge by lecturing to an audience; the
method of imparting knowledge used by such an educator) to
a more interactive and more constructive "guide on the side"
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Table 4. Intertextuality in the Academic Discourse
Type of Intertextuality (InTe) Definition Source
Manifest InTe = Horizontal InTe Quotation, citation and paraphrase Fairclough [76]

Kristeva [73]
Constitutive InTe = Vertical InTe Refers to merging prior texts in new texts which may Fairclough [76]

assimilate, contradict, or ironically echo them Kristeva [73]
Functional InTe When a text is part of a larger system of texts Devitt [75]

dealing with a particular issue

- as pointed out in Ref. [65].

Genre mixing [66] has become a contemporary trend of a
modern lecture - a combination of spoken and written / for-
mal and informal registers, supplementing of speech with the
use of visual materials demonstrated with the help of various
modern means. Decades ago it was an overhead projector,
today these are programmes such as PowerPoint, YouTube,
Prezi, Elluminate Live, VoiceThread, Adobe Captivate and
other technical aids.

Aguilar [67] quoted in Camiciotolli [60] has mentioned the
hybrid nature of peer seminars, sharing some features with
lectures, conference presentations and written research arti-
cle. However, the hybrid nature can be attributed to a genre
of an academic lecture too, because lectures today often are
a mixture of different pedagogical genres: a research article
that may be quoted by a lecturer, a seminar, when a lecturer
invites students to interact; group work, discussion or a con-
ference, when a lecturer asks students to present some works
within the lecture.

A lecture today is "a remarkably adaptable and robust
genre that combines textual record and ephemeral event and
that is capable of addressing a range of different demands
and circumstances, both practical and epistemological" [68].
Böhme (quoted in Ref.[68:101] introduced the term "trans-
medial culture" to denote the significance and the emphasis
of media on the modern culture in pedagogy.

The use of multiple sources of information both in oral and
verbal ways makes the process of lecture more complex and
the perception of lecture by students more intricate. Students
today are forced to multitask - not only listening to the speak-
er and taking notes, but following the speech and reading the
written text from the screen, perceiving video-recorded vo-
lumes of information. As a result, information processing is
becoming more complex.

The academic lecture can be an example of ’interdiscur-
sivity’ [69-70] - one genre interacting with another - for ex-
ample a genre which represents a combination of spoken dis-
course (speech of a lecture) and written mode (Power Point
presentation) and ’intertextuality’ [71-72, 37] having texts
created by lectures on the bases of other texts and adding
stories or quotations of other authors into the newly-created
text (discourse). Bakhtin [72, 37] emphasized the ’dialo-
gic’ qualities of texts, that is, how multiple voices are trans-
formed, Kristeva [73] talked about the ways in which texts

and ways of talking refer to and build on other texts and dis-
courses. Recent ESP approaches to genre study acknowl-
edge the dynamic and interactive nature of genres [7], they
attend to what Swales calls "genre chains", "genre systems"
[74], "genre sets" [75] - taking into account other genres with
which the target genre interacts and "intertextuality" - bor-
rowings from other texts, one genre interacting with anoth-
er, one genre is necessary antecedent for another" [32] or as
Counine (in Ref. [76]) called it "separating an interior and
an exterior". Fairclough [76] and Hyatt [77] use the term
"interdiscursivity". Intertextuality may take various forms;
Flowerdew [78] summarized the findings on it ([71-72, 37,
75-76] and worked out the typology of intertextuality. The
author of the present article adapted it for the purposes of the
analysis of the intertextuality of academic lectures - see Table
4.

All these types of intetextuality are interconnected, al-
though lecture as a separate genre is mostly characterized
by "manifest intertextuality" (horizontal) when the lecturer
quotes other authors on whose materials his course is based,
paraphrases or generalizes the citations of others manifesting
their ideas in discourse, projecting their identities in his text.
"Constitutive intertextuality" (vertical) in a lecture discourse
may be noticed if the speaker exemplifies several authors who
contradict one to another or quote something ironically. Since
the course usually contains a series of consequent lectures,
’functional intertextuality’ may also be observed, when the
lecturer continues a new lecture with the use of information
from the previous lecture.

Finally, it is worth mentioning Camiciottoli [60] who
pointed at the interconnected nature of the concepts of inter-
discursivity and intertextuality relating to the academic lec-
ture: "When preparing lectures, speakers often draw from
texts written by others and refer to these explicitly during the
lecture itself. While speaking, they may make reference to
various written texts, such as a textbooks, handouts, overhead
slides or writing on the chalkboard. Thus, formal written
texts are transformed into spoken discourse of a more conver-
sational and interactive nature, thus rendering their concepts
more accessible to learners."

Interdisciplinarity may be called as another important fea-
ture of academic lecture genre. It applies to social science
lectures delivered in English, since a lecturer is not only a
subject expert but also a language researcher - one who is
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obliged to make mental notes on terminology - looking for
the translations of concepts, thinking about the appropriate
formulation of sentences in a foreign language. Lectures are
always interdisciplinary because there is no science that is
purely homogenous. Most social science lectures incorpo-
rate topics from other disciplines, for example, the subject In-
tercultural Communication may include information of such
subjects as History, Linguistics, Anthropology, Geography,
Economics, Social Psychology, Communication, Information
Technologies, Globalization and others. Moreover, a modern
lecture today comprises the use of statistics, visual arts (e.g.
graphics, diagrams), social sciences and other disciplines.

4. Macro - Structure of an Academic Lecture

It was admitted [1,79-81] that an inability to recognize macro-
structure of a lecture is seen as one of the main problems of
non-native speakers in understanding lectures. Understand-
ing the formal structure of a lecture facilitates better under-
standing, planning and delivery to the target audience. In
"Advice to a Lecturer", Michael Faraday, described the fol-
lowing on the lecturer, "his thoughts - and his mind clear
from the contemplation and description of his subject"; on
diction," a lecturer should endeavor - to obtain - the power
of clothing his thoughts and ideas in language smooth and
harmonious and at the same time simple and easy. His pe-
riods should be complete and expressive, conveying clearly
the whole of the ideas" (cited by Murray in Ref.[82]).

The present part aims at eliciting the possible theoretical
findings on structuring an academic lecture through the over-
view of the rhetorical and move analysis of Systemic Func-
tional School of genre studies and English for Special Pur-
poses genre studies and to create the model most suitable for
the structural analysis of the academic lecture discourse.

The university lecture discourse is not purely monological,
neither fully dialogical; it is oriented towards the audience as
well as expects the audience interaction. The structural analy-
sis of lecture extracts can allow finding out the successes and
possible reasons of failures of the lecturer-student interaction
in the course of a lecture.

The Systemic Functional Linguistics that laid the ground-
work for the studies of spoken language within the tradition
of Discourse Analysis (DA) has described the classroom dis-
course that deals with the interactions between the teacher
and individual students in school settings [83] as a series
of three-part exchanges: Initiation - Response - Feedback
(IRF), which contain 21 functional moves, for example, fram-
ing, focusing, answering, et cetera. Coulthard and Sinclair
[83-84] studied the classroom interaction and developed the
DA model to analyze spoken discourse that is also known
as the Birmingham model or, at the level of exchange, the
Initiation-Response-Follow-up structure (IRF). They initial-
ly differentiated two ranks: utterance and exchange, where
"utterance was defined as everything said by one speaker be-

fore another began to speak, and exchange as two or more
utterances." Later following Bellack [85] they added anoth-
er category move because a two-way exchange is not always
the case, often "moves combine to form utterances which in
turn combine to form exchanges." It was agreed to express
the structure of exchanges in terms of moves. A three layer
structure of interaction in the classroom was introduced: ini-
tiation by the teacher, followed by a response from the pupil,
followed by feedback. The boundaries in the lesson noticed
by Sinclair and Coulthard [83] were indicated by functional
words ’right’, ’well’, ’good’, ’OK’, ’now’, that occurred in the
speech of all teachers. The term frame was used to mark off
the "settling-down time" (ibid), (such as now, now then); fo-
cus was used to denote "metastatements about the discourse".
By metastatements they meant statement about the statement,
it is probable to suppose that the term was not frequently used
and can be interchangeable with the concept metadiscourse
- linguistic features commenting on the content of the text -
that was studied by Hyland [86-87]. Other terminology intro-
duced by Sinclair and Coulthard [83] included transaction,
lesson, period and act. The final DA model contained the
ranking scale of 4 components in descending order of hier-
archy: transaction, exchange, move and act. Thus, the struc-
ture of transaction by Sinclair and Coulthard [83] consisted
of units of exchanges, exchange units of moves, and move
units of acts. The model has evolved and expanded [88-89,
84] to allow the application of less-structured discourse.

IRF model is perfect for the analysis of everyday speech
and classroom talk, but since the traditional academic speech
that is the object of the present study has lengthy episodes
of lecturer speaking (with some interruptions for questions
made by students) and is much more complex by its structure
than a school lesson this model cannot be considered as the
only one or the most appropriate for the analysis of lecture
discourse.

Move analysis was also initiated by ESP school - Swales
[25] and Bhatia [24] who studied the interconnection of
"communicative purposes" and properties of texts claimed
that people who belong to the same discourse community
and regularly participate in some genre "share similar com-
municative purposes" [78] that are expressed in a series of
"staged" moves. The most frequently quoted model among
ESP practitioners is the CARS model (’Create A Research
Space’) by Swales [25] who looked at academic research
article introductions and attributed to moves and steps the
characteristics of being ’obligatory or optional’, ’sequencing’,
and even ’embedded one within another’. Swales’s model
is represented by three stable ’moves’ and ’steps’ that serve
as sub-moves, he described texts as a sequence of rhetori-
cal moves: Establishing a territory (Move 1), Establishing a
niche (Move 2), occupying the niche (Move 3) with the cor-
responding steps/sub-moves (for example, Move 1 including
Claiming centrality, Making topic generalization(s), Review-
ing items of previous research). This model is applicable for
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the professional and academic writers, it has been adapted to
teaching research papers, for example Swales’s "Writing for
Graduate Students" [31] that was designed to help non-native
students with their academic writing based on the texts from
a wide array of disciplines (from medical engineering to mu-
sic theory). We consider that CARS model is suitable for the
analysis and development of written texts, however it is not
very applicable for the analysis of spoken academic discourse
that is less rigid, less structured and can have more variations
in style.

Thompson [55] used Swales’s [25] rhetorical move analy-
sis to describe the structure of lecture introductions. She no-
ted that lecturers appear to be "ware ... of the need to set up
a framework for the lecture discourse and provide a context
for the new information to come" However, she pointed out
that lecture introductions seem to lack a preferred rhetorical
order and also vary in their move structure. She conclud-
ed that rather than having a typical move structure, lecture
introductions are a largely unpredictable mix of two discrete
functions - setting up lecture framework and putting the topic
in context and their respective subfunctions (for example, an-
nouncing topic). Thompson [55] gave a very clear model for
the lecture introduction but it did not include enough of the
introduction part as well as functions because she was mostly
concerned with the development of listening to lectures.

The exploratory study by Lee [56] who investigated the
impact of class size on the rhetorical move structures and
lexico-grammatical features of academic lecture introduc-
tions is of interest for the purpose of our study because he
extended Thompson’s model and proposed three moves, in-
cluding Warming up, Setting up the lecture framework and
Putting the topic in context. The researcher subdivided the
moves not into sub-functions but into steps, put next to each
step evaluation of whether it is obligatory or optional in the
lecture setting depending on the size of the audience.

The move analysis of seven randomly chosen randomly
chosen soft science lectures was done - three of them - lec-
tures recorded in Saint Petersburg State University of Econo-
mics and transcribed by the author and four downloaded from
YouTube - one from Saïd Business School of the Universi-
ty of Oxford and three from Yale Courses that are available
for free access online. The idea was to look at the typic-
al structure of a lecture. To attain this purpose the author
based her model on the three-move model of Lee and added
an additional Move 4 that she called Concluding the lecture,
the function of which is to indicate the end of a lecture or
to come to a conclusion of lecture content. So the structure
is presented in Table 5. Expanded structure is presented in
Tables 6÷9 according to Ref. [90].

We will take all the moves and steps by Lee into consi-
deration of the present research without accounting for the
number of attendees since all of them were noticed in the
course of observing the soft science lectures, independent of
the size of the group. According to Lee [56] Move 1 acts as

Table 5. Move Structure of Lectures.
Move 1÷3 suggested by Lee [56]; Move 4 added by Author.
Move 1: Warming up

Step 1: Making a digression
Step 2: Housekeeping
Step 3: Looking ahead

Move 2: Setting up the lecture framework
Step 1: Announcing the topic
Step 2: Indicating the scope
Step 3: Outlining the structure
Step 4: Presenting the aims

Move 3: Putting the topic in context
Step 1: Showing the importance of the topic
Step 2: Relating "new" to "given"
Step 3: Referring to earlier lectures

Move 4: Concluding the lecture
Step 1: Referring to the audience
Step 2: Looking ahead
Step 3: Housekeeping
Step 4: Summarizing the content

and concluding the lecture

an introduction to the forthcoming lecture, giving students
time to attend to other matters about the course that may or
may not be related to the current lecture. Step 1 Making a di-
gression allows the lecturer to offer students "general course
information and course-related asides (or digressions). Di-
gressions as often unconscious for the lecturers technique
is often used by them to lighten up the content of the lec-
ture, for example, self-mention, joking. As Camiciottoli [92]
put it: "asides or digressions serve as a way for lecturers to
create a relaxed environment and maintain a positive lecturer-
audience relationship." Step 2 Housekeeping may provide in-
formation about organizational issues, the lecture that is not
going to take place or is postponed, step 3 Looking ahead
may be connected with the future actions (for example, inst-
ructions to read some texts to foster the course understanding,
to prepare for the test or exam) - see Table 6.

Move 2 (see Table 7) is concerned with the introduction
of the topic of the lecture realized through step 1 Announc-
ing the topic, step 2 Indicating the scope, step 3 Outlining
the structure and step 4 Presenting the aims. As the names
suggest step 1 may deal with announcing the theme, step 2
with talking in general about the scope of the lecture, step
3 may provide the plan of the presentation and step 4 would
give goals of the lecture. Lee [56] noted that these three steps
in move 2 are messier, are not always in a ’linear sequence’
and are often sequenced in reverse order. The author of the
present research agrees with this observation through the per-
sonal notice of lecture sequencing. Aims (step 4) may be pre-
sented before the outline of the structure (step 3) or indicating
the scope (step 2). Sometimes lecturers skip some steps from
move 2, for example, Outlining the structure.

Move 3 (see Table 8). Putting the topic in the context cor-
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Table 6. Move Structure of Lectures. Move 1, warming up

Step 1 Making a digression (*) General course information and course-related asides (assignments or class hours)
An introduction to the forthcoming lecture
Lecture 2 [Good morning, everyone. Today we start our course on development of marketing and services. Ok? So, as you already
know [pause] we will have classes throughout the week [pause], six days, four hours a day. [pause] Ahh, and, well, my name is A.G., I
hope you have noticed it yet, I am from Spain... and I was actually, I was I was born in this city (points at the slide)]
Lecture 5 [On the 11th of November you will give a short presentation... you can think about it in the beginning of the course... from
12 to 15 minutes... you can present it as a group. First of all, you are welcome to give any topic... you think it will be interesting for
others... I won’t limit you... you are welcome to present it... I have a suggestion of course.]

Step 2 Housekeeping (*) Information about organizational issues; Explaining non-course-related matters
An introduction to the forthcoming lecture
Lecture 5 [As you know we will be studying just for a week, not longer and there will be one class on the 10th of November, which
will be a visit to the museum. Did you get it already? Did you get this understanding? So, on the 10th of November our International
Department will take you to the museum which is called Grand Maket Russia. If you visited it already, that’s fine, just tell the
international department ...]

Step 3 Looking ahead (*) Indicating the plan for the future (e.g., course content or activities for the next class)
An introduction to the forthcoming lecture
Lecture 1 [All right. Let’s start. So, as I already told you the second part of the session will be a practical case. This is again as you
already know is going to be for at least on Tuesday, Wednesday, Thursday and Friday.]

responds to the body of the written text, the lecturer prepares
students for understanding the new information and activat-
ing the existing knowledge, steps of move 3 may also occur
in different order and some of them may be even missing, "no
sequential pattern is implied by the numbering of the steps"
(Lee: [56:49]). Step 1 as the title suggests aims at proving

newsworthiness, importance and necessity of the lecture to-
pic pertaining to the course, using the step 2 the lecturer re-
lates the given new theme to the old theme of the present lec-
ture or the previous lecture or relating the currently-described
topic to the future theme, step 3 is often used to connect the
new information to the previously acquired information.

Table 7. Move Structure of Lectures. Move 2, Setting up the lecture framework

Step 1 Announcing the topic Announcing the theme
Introduction of the topic of the lecture
Lecture 2 [So, what I usually do when I start my courses, no matter which course I am teaching, the first class is what I call "the
background". The background isn’t related directly to service development, but it’s a background... it is common to every single course,
every single field. And this background...ah... it consists of three things. Ok? People, economy and technology. So, I will go to them,
again that at the micro level. So I always need this information, because I think it’s important. For later on. Because you will be
developing services in my course and you need to keep this in mind. Ok? By the way, my all courses are all about interaction. And I
really don’t enjoy, you know talking for one hour and a half. I bet you don’t enjoy this either, so I am hoping to have a discussion in all
my classes.]
Lecture 4 [This is Financial Markets, and I’m Robert Shiller. This is a course for undergraduates. It doesn’t presume any prerequisites
except the basic Intro Econ [Introductory Economics] prerequisite. It’s about –well, the title of the course is Financial Markets.

Step 2 Indicating the scope Talking in general about the scope of the lecture
Introduction of the topic of the lecture
Lecture 4 [By putting "markets" in the title of the course, I’m trying to indicate that it’s down to earth, it’s about the real world, and,
well, to me it connotes that this is about what we do with our lives. It’s about our society. So, you might imagine it’s a course about
trading since it says "markets," but it’s more general than that. Finance, I believe, is, as it says in the course description, a pillar of
civilized society. It’s the structure through which we do things, at least on a large scale of things. It’s about allocating resources through
space and time, our limited resources that we have in our world. It’s about incentivizing people to do productive things. It’s about
sponsoring ventures that bring together a lot of people and making sure that people are fairly treated, that they contribute constructively
and that they get a return for doing that. And it’s about managing risks, that anything that we do in life is uncertain. Anything big or
important that we do is uncertain. And to me that’s what financial markets is about. To me, this is a course that will have a philosophical
underpinning, but at the same time will be very focused on details.]

Step 3 Outlining the structure Providing the plan of the presentation
Introduction of the topic of the lecture
Have not noticed it at any lecture.
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Table 8. Move Structure of Lectures. Move 3, putting the topic in context

Step 1 Showing the importance of the topic Showing newsworthiness, importance and necessity of the lecture topic pertaining to
the course.

Preparing students for understanding the new information and activating the existing knowledge
Lecture 2 [So, I have the map of the world in here and I would like to ask you at the very general level to look at the trends happening
in the world at the moment. And I am talking about really big macro trends. What’s going on in the world? Which things are happening
in the world in the really general level?]

Step 2 Relating "new" to "given" Relating the given new theme to the old theme of the present lecture to the previous
lecture

Preparing students for understanding the new information and activating the existing knowledge
Lecture 1 [Hello. Have you read the case/ I was at the meeting today of our department. ... we should discuss the case... so, you have
this story at facebook and you have this story, printed story... Please tell me who has read the story... Ok, so very good we have already
discussed with you ... so we are talking about the strategy... let’s start...]
Lecture 7 [...it is what we talked about in the first couple of our sessions together especially in the discussion about jobs to be done
is a big difference between understanding for this correlated with the outcome versus what causes it and at this point we just have
correlation ...but if it’s a strong or robust correlation then you’ll take that in go back and look at other phenomena and you can predict if
this is a good correlation what you’re gonna see and if in fact you see what you predicted you’d see you might feel good as a researcher
but if you leave what you’re trying to do ...]

Step 3 Referring to earlier lectures Connecting the new information to the previously acquired information
Preparing students for understanding the new information and activating the existing knowledge
Lecture 7 [Right good evening everybody. It’s a pleasure on behalf of this business school to welcome Clayton Christensen to his third
lecture ... yesterday he talked to introduce the concept to the pandas thumb in organizations ... evolutionally hangovers whose purpose
was completely forgotten and I thought of Oxford University and some of those features he talked about that in each lecture he’s been
provocative stimulating and fun and that’s final lecture ...]
Lecture 3 [Hello. You are very kind to come back for the second time. Am... Today I think it will be a different part than last night....
I thought about last night staff a lot..., a part of the [charter] here for me is to give a talk that I haven’t given before I’ve written about.
And... so these are the thoughts that I have made and ...I would love to have you listen to it mmm and when we have discussing toward
the end ...have you been able criticize my thinking or ...reinforce my thinking if you think that there is something here that is useful...]

The author of the present research was interested in analyzing
the structure of the whole lecture, including its introductory
part, main text and conclusion, however, since she did not
discover any researches of move structure on the whole lec-
ture she decided to work out her own model on the basis of
Lee’s model and taking into consideration Cheng’s strategies
in lecture closings [92], where the researcher took a corpus-
based approach to the closings of academic lectures. Cheng
distinguished three main rhetorical stages of lecture closings
including 15 strategies that were categorized into 12 Teacher
Strategies ( for example, indicating the end of lecture, asking
if students have questions, calling for attention and others)
and three Student Strategies (raising questions about course-
related issues, raising questions about lecture content and re-
sponding to the lecturer). The author of the present research
was interested mainly in the discourse of the lecturer that is
why she considered only Cheng’s Teacher Strategies and ig-
nored Student Strategies, the rest of Cheng’s strategies were
grouped into four steps: Referring to the audience, Looking
ahead, Housekeeping, Summarizing the content and conclud-
ing the lecture.

Table 10 demonstrates four moves of an academic lec-
ture structure, communicative functions of the moves and is
exemplified with the extracts from 7 authentic academic lec-
tures.

Having analyzed structure of seven lectures at their mac-
ro level, the author has noticed that the Concluding phase -
Move 4 includes steps that may recur in other moves, for ex-
ample, Looking ahead and Housekeeping, id est, the lecturer
may indicate the plan for the future (Step 2) in the beginning,
middle and at the end of the lecture and it will sound coherent
and will not disturb the structure of the lecture, as well as ex-
planation of non-course-related matters (Step 3) may occur in
any part of the lecture, whereas, Step 4 that includes Summa-
rizing the content of a lecture; Summarizing or reviewing key
points; Indicating the end of a lecture and Coming to a conc-
lusion of lecture content may appear only at the final phase of
the lecture, and never in the beginning or in the middle that is
why it is logical that the move structure of the lecture has to
consist of four moves, including not only Warming up, Set-
ting up the lecture framework and Putting the topic in context,
but Concluding the lecture too.

Another possibility to investigate the structure of an acade-
mic lecture is to look at the six phases proposed by the rep-
resentative of SFL school of genre studies - Young [93] who
did a research of a corpus of lectures, divided them into two
phases (metadiscoursal and non-metadiscoursal) and identi-
fied six recurring lecture ’phases’ based on language choices:
Discourse structuring, Conclusion, Evaluation, Interaction,
Content and Example phases. They have been developed on
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Table 9. Move Structure of Lectures. Move 4, concluding the lecture

Step 1 Referring to the audience Asking if students have questions; Answering students’ questions;
Calling for attention; Raising questions or issues for discussion.

Indicating the end of a lecture / Coming to a conclusion of lecture content
Lecture 2 [So, it will be important if you raise your hand and I’ll tell you, please do talk, if you say your name out loud. So, it helps
me remember it.]

Step 2 Looking ahead (*) Indicating the plan for the future (e.g., course content or activities for the next class).
Indicating the end of a lecture / Coming to a conclusion of lecture content
Lecture 6 [There’s an interesting book by Robert Frank, I don’t have it on the reading list, called Richistan, who talks about what
wealthy people are like these days. And if you read his book sometimes they are disgustingly rich and spending the money on silly
things. But there is an idea among many of them that they are going to do their good things for the world. Because I think many of you
will do these things, I want to think about the purpose that you’ll find in finance. So, that’s just the closing thought. I’ll see you again
on Wednesday. But the closing thought is that this is about making your purposes happen. OK.]

Step 3 Housekeeping (*) Information about organizational issues, Explaining non-course-related matters.
Indicating the end of a lecture / Coming to a conclusion of lecture content
Lecture 5 [As you know we will be studying just for a week, not longer and there will be one class on the 10th of November, which
will be a visit to the museum. Did you get it already? Did you get this understanding? So, on the 10th of November our International
Department will take you to the museum which is called Grand Maket Russia. If you visited it already, that’s fine, just tell the
international department ...]

Step 4 Summarizing the content and con-
cluding the lecture

Summarizing the content of a lecture; Summarizing or reviewing key points; Indicat-
ing the end of a lecture; Coming to a conclusion of lecture content.

Indicating the end of a lecture / Coming to a conclusion of lecture content
Lecture 4 [Let me just recap. The two themes are that independence leads to the law of large numbers, and it leads to some sort of
stability. Either independence through time or independence across stocks. So, if you diversify through time or you diversify across
stocks, you’re supposed to be safe. But that’s not what happened in this crisis and that’s the big question. And then it’s fat-tails, which
is kind of related. But it’s that distributions fool you. You get big incredible shocks that you thought couldn’t happen, and they just
come up with a certain low probability, but with a certain regularity in finance.]
Lecture 3 [And nobody decided that we should live life this way, but just it happens to us and we need to be more conscious about it.
Anyway, the other two are even worse (the audience is laughing), but we can talk about that another time. If I can go down here and if
you guys have questions can you throw that on me (applauses).]

the basis of three situational functions (ideational, interper-
sonal and textual) that have been influenced by Halliday’s
[94] situational factors of field, tenor and mode.

1. Discourse structuring phase - aims at indicating the
way, direction that a lecture is going to take. This phase
recurs frequently throughout the lecture, a lecturer in-
dicates to listeners new directions of a lecture.

2. Conclusion phase - the lecturer summarizes points that
he has done throughout the discourse. As Flowerdew
[95] pointed out "the frequency of this phase is deter-
mined by the number of new points made in any parti-
cular discourse".

3. Evaluation phase - evaluation of material; the lecturer
reinforces each of the moves by evaluation the informa-
tion that is transmitted. Lecturers realize it by showing
the listeners their personal agreement or disagreement.

4. Interaction phase - lecturers maintain the contact with
the audience. This is realized through the dialogue with
the listeners (students), questions and pauses.

5. Content phase - reflects lecture’s purpose and transmits
theoretical information. "In this phase theories, mo-
dels, and definitions are presented to the listeners" [96].

6. Example phase - explains theoretical concepts through
concrete examples, familiar to students.

Flowerdew [1] analyzed the academic discourse and has con-
cluded on the basis of findings of Murphy and Candlin [96]
that although lectures are basically monologues in compa-
rison to school lessons, they do have a number of interactive
acts that are characteristic to the latter. The terminology used
by Flowerdew [1] includes:

a) marker / discourse marker (language elements used to
move from one theme to another or from one part of
discourse to another), e.g., well, right, now;

b) starter (lexical-grammatical elements used to initiate,
start the theme) e.g. Let’s move to - Let’s begin with;

c) informative (explanation or definition provided by a
lecturer), e.g. Individualism is characterized by inte-
rests of an individual put higher than collective inte-
rests;

d) aside (words spoken so as not to be heard by others pre-
sent), e.g. "running out of blackboard here" [1];

e) metastatement (a statement giving information about
another statement);

f) conclusion (end of an idea, thought or theme summa-
rized by the speaker).
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Table 10. Move Structure Analysis of the Academic Lectures
Lecture 1 Corporate Social Responsibility November 11, 2015, SPBGUE, Saint-Petersburg
Lecture 2 Development of Marketing and Services October 19, 2015, SPBGUE, Saint-Petersburg
Lecture 3 Lectures on Management - Clarendon Lectures June 11, 2013, Saïd Business School, University of Oxford
Lecture 4 Financial Crisis of 2007-2008 and April, 2011, Financial Markets, 2011,

Its Connection to Probability Theory Yale Courses, Free Internet Access
Lecture 5 Russian Civilization November 2, 2015 SPBGUE, Saint-Petersburg
Lecture 6 Introduction and What this Course Will Do Financial Markets (2011) (ECON 252),

for You and Your Purposes Yale Courses, Free Internet Access
Lecture 7 Lectures about the Process of Research - Clarendon Lectures 12th June 2013, Yale Courses, Free Internet Access

All these interactive features can be encountered in the
course of the academic discourse within the genre of an aca-
demic lecture. They assist students in lecture processing.

5. Lecturing Styles and Multi-Functional Na-
ture of a Modern Academic Lecture

The lecture "remains the central instructional activity" [1].
Academic lecture discourse is a complex speech process,
which involves communication rather than reading a text.
The lecturer as an addressor encodes the information which
is passed on to the student who is an addressee. In the course
of a lecture, subject teachers provide output of their theoreti-
cal and practical knowledge, use specialized lexicon and pro-
fessional jargon, demonstrate their ability to construct sen-
tences, show attitude to the theme, express their point of view,
argue, summarize and conclude.

Karpińska-Musiał [97] enumerates the following features
of a lecture which remain prone to contextual differentiation:
linguistic etiquette, audience reactions, length of speech,
physical environment, type of a lecture hall/room, le-
vel of stress, modesty topos and its adequate application,
style of delivery (spoken/read/presentation/using notes), eye-
management, non-verbal behaviour, paralinguistic features of
language (tone of voice, loudness, pitch, pace, pausing and
timing, clear articulation). Cicero used to claim that the top
skill of an orator is to inflame the soul of the hearer.

The academic lecture delivered in the English language is
likely to develop students’ micro and macro skills of the tar-
get language. The style of lecture chosen by a lecturer is de-
pendent on the purpose, subject, theme, knowledge of stu-
dents and their schemata. A lecturer chooses and applies the
style which is the most appropriate to the conditions of time,
the number of listeners, and subject area. The taxonomy of
micro and macro-skills worked out by Richards [98] defines
the skills that are important for successful academic listen-
ing comprehension by students. Meanwhile, the quality of
listening and understanding lectures by a student depends on
the lecturers’ skills to deliver information. It is self-evident
that the speech of a lecturer should be coherent, precise, logi-
cally organized, and cohesive. Subject teachers’ macro-skills
are of essential significance, too. They comprise how speak-
ers structure their lectures, whether the lecture discourse is

effective for students’ comprehension and encoding.

A contemporary academic lecture by its constituency
differs much from what it was several decades ago. The for-
mer lectures (Dudley-Evans and Johns) were conducted more
in the form of a ’reading style’ [99], where a lecturer was
reading a lecture from the notes previously prepared at home
or delivering it as if reading, whereas students had a more
passive role in taking notes, interrupting a lecturer from time
to time in order to clarify concepts and to check understand-
ing. The studies on lectures styles done before Dudley-Evans
and Johns included Goffman’s and Bereday’s classifications.
There was the use of ’talk-and-chalk style’ [100] which was
characterized by lecturer’s delivering the material with the
accompanied use of blackboard. Again, students were mainly
involved in organizing information in the way of note-taking.
Goffman [64] distinguished three modes of lectures - ’memo-
rization’, ’aloud reading’ and ’fresh talk’. ’Memorization’ ap-
plies to a lecturing style where a lecturer does not read his/her
script, but follows it closely and, thus, it is almost identical
to ’aloud reading’. ’Fresh talk’ may be characterized by free
speech of a lecturer on the topic with the use of notes. Fred-
eric [101] refers to a ’participatory lecture’, which is close to
a discussion. Morrison (in Ref. [102]), studied science lec-
tures and divided them into two kinds: formal and informal,
where the formal style was "close to spoken prose", whereas
the informal one was "high in informational content, but not
necessarily in high formal register".

With the advance of modern technologies and extensive
use of Power Point, in which a lecturer structures his speech
according to the logical plan of his presentation in slides,
several other characteristics of lectures should be mention-
ed. The most important shift in the lecture is that today it is
not a purely spoken discourse. By being accompanied with
text from slides on the screen, lectures have ’multi-faceted
nature’ (Swales [103] in Ref. [60]), where on the one hand
they serve the function of the ’transmission and dissemina-
tion of knowledge’ with the use of all professional terminol-
ogy and concepts (Merlini [104] in Ref. [78]), which is more
characteristic of written genres of academic writings and, on
the other hand, we can find a lot from dialogic devices, for
instance, metadiscursive expressions, imperatives, argumen-
tative sequences. Bakhtin [37] attributes lectures to a ’secon-
dary speech genre’ which is described as the sphere of com-
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munication that is relatively formal and culturally-organized.
Another important characteristic of a modern lecture is its in-
teractiveness, which means that a modern lecture happens in
a way of a conversation with the involvement of students in
the discussion of the theme. According to Benson (in Ref.
[60]), they are becoming less formal and more interactive
with the role of the lecturer as more of a ’facilitator’ and a
’guide’ with "open style" lecturing which allows for better
comprehension. If a lecturer provides students with handouts
of his presentation, the role of note-taking decreases, since
students are more preoccupied with following the speaker
rather than writing notes on his speech. Both the complex
nature of the lecture and the interactive approach may be a
cause of difficulty for non-native English speaking students
who study in English. The fact that students possess ready-
made handouts can also have a dubious effect of correct notes
made by a lecturer and lack of personal notes that are an inte-
gral part of the study process since they foster memorization
and improve studies. Consequently, one of the tasks of the
research was to distinguish what lecturing styles are mostly
preferred by students and what lecturing styles academic per-
sonnel choose in the course of their work.

Conclusion

The present article investigated Genre theories and the nature
of a university (academic) lecture as a separate spoken peda-
gogical genre with its specific features. It was concluded that
lecture is an example of a secondary spoken genre with so-
cial exigence, speech will or social purpose to provide new
information by a lecturer to a group of students.

Using the findings of Systemic Functional Linguistics, lec-
ture is a social, goal-oriented and staged activity with a logi-
cal plan (stages), composed and realized by the lecturer. In
the course of a lecture using specific linguistic features lec-
turers may fulfill different functions and purposes. Swales’s
concepts of the communicative event, purpose and discourse
community are applicable to the context of the university lec-
ture, making academia that is lecturers and students, belong
to the same discourse community that shares common goals
and uses a common language. Bhatia’s and van Dijk’s views
on the discourse genre are applicable to conducting of analy-
sis in academic and professional settings.

The analysis of concepts of genre, register, discourse and
style has helped in clarifying the terminology, placing dis-
course on top of hierarchy as the most general term. It is fol-
lowed by the concept of genre related to a particular context
of culture, where genre uses specific register, and style.

The lecture is characterized by ’involvement’ and ’de-
tachment’ of lecturers reflecting their emotional participa-
tion. It is an ’interactive’, ’contextual’, ’situational’ and to
some extent ’improvising’ activity of a highly dynamic na-
ture. It is a changing genre which has transformed from a
one-way lecture speech imparting knowledge to a more in-
teractive and constructive style. It is an example of ’genre
mixing’ - a combination of spoken and written registers, use
of modern technologies with the hybrid nature of seminars,
lectures, conference presentations and written research arti-
cles.

The lecture has ’intertextual’ characteristics - lecturer’s
text / discourse is usually based on previously created texts
and quotations of other authors. A modern lecture has fea-
tures of ’interdisciplinarity’, comprising a combination of di-
verse sciences and disciplines.

The researcher investigated different ways of the analysis
of the macro-structure of the academic lecture and has deve-
loped a four - stage model that comprises moves, including:
1) warming up, 2) setting up the lecture framework, 3) putting
the topic in context and 4) concluding the lecture. The anal-
ysis of seven authentic academic lectures showed that some
moves and steps may recur and repeat, although, as a rule, a
well-structured university lecture follows the model where all
four stages are present and follow one another.

The style of a lecture is dependent on the purpose, subject,
theme and knowledge of students and can vary from ’read-
ing’, ’talk-and-chalk’, ’fresh talk’, ’memorization’, ’aloud
reading’ to ’participatory’ styles.

The current investigation was limited by a small number
of lectures visited and analyzed, therefore it is recommended
that further research be undertaken.
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Introduction

Loss (as the consequence of death of a loving one, divorce,
migration etc.), being universal both physiologically and so-
cially, is experienced by a separate individual in its unique
way [1]. It is also highly stressed that experienced loss with-
in the family closely relates to individual’s negative psycho-
social implications for his/her further wellbeing, i.e. with-
drawn, loneliness, guilt or even social deprivation states.

All of that may be pondered as social risk factors that in
many cases eliminate much favorable ways for such person’s
psychosocial development, e.g. children of age 6-7 after the
death of a loving one usually experience the guilt or they be-
come angry with the deceased due to the abandonment [2-3].

On the other hand, adults would avoid discussing openly
such a morbid topic with children as they are afraid of pos-
sible youngsters’ negative reactions; thus it is better in some
ways to avoid such conversations [1, 3-4]. Consequently, the
gap between generations and different social contexts is creat-
ed, not to forget violation cases against children’s rights to
participate fully in their social environment, to be heard, and
to get a full support by all means from persons who take care
of children favorable socialization.

However, longitudinal researches in the US and Cana-
da [4-5] show that children are quite keen on holding such

conversations on existential issues with adults. Thus, while
operationalizing loss phenomenon, we may indicate the fol-
lowing empirical variables that are very important in settling
appropriate methodological strategies identifying bereaved
children as socially vulnerable and legally less protected
group along with their empowerment through favorable psy-
chosocial environment. These variables, as many researchers
[1, 3-4, 6] would point out, could be both internal and extern-
al emotion reactions of children with such experience:

a) guilt;
b) fear;
c) uncertainty;
d) low self-confidence;
e) low self-esteem;
f) anxiety;
g) loneliness i.e. social isolation;
h) social distance and deprivation elements.

Therefore, the object of this paper is theoretical analysis
of bereaved children’s (aged from 3 to 18) grieving processes
within their psychosocial development and possible conside-
rations for these children empowerment.

Based on both theoretical and empirical findings, the goal
would be revealing the links between bereaved children’s
(starting from early ages) grief processes and influential fac-
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tors for their further psychosocial development, and sequen-
tially to consider possible empowerment models while mak-
ing those children’s psychosocial state much more favorable.

1. Grieving, psychosocial development and
possible empowerment of bereaved children

In this part of the paper we briefly introduce some theoreti-
cal considerations on bereaved children surveys done in the
areas of their grieving, psychosocial development, and mo-
delling the empowerment strategies.

1.1. Bereaved children’s grieving process

There are numerous various losses that individuals experi-
ence throughout their life span and the main reaction to such
negative events would be grieving [3, 6]. Evidently, the most
vulnerable groups within these moments are children; as they
have firstly, to deal with unknown feelings, and, secondly,
with great changes in their daily routine [7]. As L. Gold-
man [8] would argue: frustration, pent-up anger, sadness and
loneliness are the consequences of grief. They would ne-
gatively affect child’s normal social integration and adapta-
tion. These feelings externally may appear through anger ex-
pression or antisocial behavior; internally - through suicidal
thoughts or even actions [4, 1, 9]. On the other hand, main
reactions towards loss of a loving one mainly appear as an
apathy and inability to concentrate [7, 3]. Also some physio-
logical changes occur as well (e.g. sleep disorders etc.).

1.2. Experienced loss influence
on such children’s behavioral, emotional,
and cognitive spheres and importance
of setting the empowerment models

It has been still arguing on scientific basis whether or not,
the emotional reactions towards experienced loss are mainly
influenced by cognitive maturity and what are the other fac-
tors, except gender or age, may affect individual’s emotional
welfare. According to N. Webb [3], children grieving process
differs from adults in few psychosocial aspects:

a) the lack of children cognitive maturity doesn’t allow
them to grasp loss inevitability, its universality, and
causality;

b) children much less than adults would deal correctly with
an emotional pain;

c) it is quite harder to verbalize feelings for children than
for the other grown-ups;

d) children are more sensitive while accepting a different
status among peers;

e) children feelings are expressed easier through games
and other activities.

Thus, in the context of these differences, some changes
of children emotional and behavioral spheres could be seen

much more clearly. According to C. Pfeffer [6] findings,
40% of bereaved children much frequently face emotional
difficulties than non-bereaved peers. Also these findings
have showed that 13% of non-bereaved children did not need
psychological support in comparison with those who have
experienced loss in the family. T. Butvilas [10] research
has revealed that grieving children (age 7-12) experience
more negative emotions (sadness, guilt) than positive ones
(joy, self-confidence etc.). This fact would closely match
with other researchers [11, 2, 12] data on how bereaved chil-
dren express their emotional and behavioral reactions (they
are more angry with themselves and those who have aban-
doned them, experience inner guilt etc.). Besides, such group
of children much frequently encounters behavioral issues -
demands attention from others, expresses aggressiveness,
shows asthenia, experiences various forms of fear, fights
against concentration [6, 9-10, 13-14]. Putting all that in
other words, two common behavioral problem groups arise:

1) exaggerated anxiety-belonging type problems include
much interiorized reactions: seeking for guardianship,
creating attachment bounds with the surviving parent
etc.;

2) antisocial-aggressive behavior type problems include
much exteriorized reactions: aggressiveness, asthenia,
negativism, lack of discipline, learning difficulties.

Summarizing all of these facts, it is important to stress out
that grieving children, as socially vulnerable group, are much
withdrawn, less confident and initiative, and lacking respect
towards the others [8, 11, 4, 15].

A. Dent [9], N. Webb [3], D. Black [1], A. Tomer et al. [16]
support those findings while saying that experienced loss ne-
gatively affects individual’s further physical, emotional, cog-
nitive, behavioral, sexual identity, and spiritual wellbeing de-
velopment and growth (especially having in mind the dura-
tion of such feelings expression and time after the trauma
occurred). Thus, the creation of support model for such in-
dividuals would be of high importance eliminating possible
health disorders or other complications in the nearest future
[9].

As M. A. Zimmerman [17] states that most of the works on
empowerment focus mainly on psychological aspect, measur-
ed by collective efficacy (i.e. the belief that people together
can make a difference). The youth’s health empowerment
strategies, promoting young people as participants and as ad-
vocates for community norm and policy change, are grow-
ing [18]. The evidence shows that engaging young people
in structured organized activities that link them to each other
and to the institutions enhances their self-awareness and so-
cial achievement, improves mental health and academic per-
formance and reduces rates of dropping out of school, de-
linquency and substance abuse. While overviewing young
people empowerment interventions, it could be stated that
they have been related to various empowerment outcomes:
strengthened self and collective efficacy, stronger group bon-
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ding, formation of sustainable groups, increased participation
in social action and actual policy changes. These empower-
ment outcomes, in turn, have been linked to improved health
and educational outcomes.

On the other hand, A. Krüger [19] analyzes the necessity
of various empowerment tools for the young people within
different social contexts and points directly to these critic-
al aspects that mainly have negative influence on the indivi-
dual’s psychosocial development, i.e. almost every day socie-
ties are exposed to cope with crises in their general environ-
ment were children are growing up, such as: the educational
system (especially school); the family, the neighborhood, and
economies; all of which may lead to increased school failure
and drop-out, high unemployment rates, drug abuse and etc.
In today’s increasingly complex, as A. Krüger [19] continu-
es, diverse and rapidly changing world, the children and the
youth constitute a large part of the increasing groups which
are socially excluded, disconnected from the society and mo-
rally deprived, resulting in a growing number of young peo-
ple turning away from the democracy.

A growing number of children and youth are exposed
to economic, social, environmental, and technological risks
which are actually or potentially harmful and which exclude
young people from contributing their full talents to the so-
ciety and violate, in some cases, the children’s rights to be
equivalent participants.

These specific problems are, on one hand, linked up with
social class, with growing up in deprived, poverty-stricken,
non-supportive environments. On the other hand, children
from more privileged backgrounds might also be liable to
become a part of these groups: the risk of being disconnect-
ed, the risk of living in the virtual world of computer games,
the risk of being disoriented, not being supported in their in-
dividual capacities and in what they could contribute to the
society.

Far too few resources are invested in prevention, in long-
term, holistic and sustainable solutions aiming at systemic
change and the ways in which they are conceptualized and
delivered. This includes family and community development,
reform of early childhood provision and school development,
children and youth services, vocational training and employ-
ment, economic and social development as well as transfor-
mation of neighborhoods.

N. Herriger [20] supports the ideas mentioned above while
saying that empowerment concept mainly looks at individual
development from the perspective of participation.

The development of children and adolescents can be con-
ceived as a process of participation in an increasing number
of social contexts. Young people are, from the moment they
are born, active participants in social transactions: they learn
to participate in complex and sometimes conflicting systems
of social environment. The social context, in which young
people participate, starts at the micro-level of the family and
kinship, expands to peer groups and peer culture, school envi-

ronment, neighborhood and youth culture, to the labor market
and the public cultural system. If these complex processes of
learning to participate succeed, young people develop a sense
of competence and self-efficacy, connectedness and respect,
belonging and responsibility [19-20].

On the other hand, if these processes of participation and
integration in larger social networks fail (one of the causes of
that might be the experienced loss in the family), the indivi-
dual is at risk of marginalisation. A lack of connectedness
and belonging, a feeling of alienation and disrespect is a fer-
tile soil for egocentric and ruthless behavior. Namely, these
very consequences of loss in the family we have already dis-
cussed in previous chapters. Empowerment can, thus, be seen
as an activity directed at creating new opportunities for parti-
cipation in social programmes and networks on a community
level.

2. Lack of intercultural researches and
methodological solutions

Loss phenomenon and its psychological process aspects are
still less evaluated and explored fields on intercultural ba-
sis. Also the topicality of this chosen scientifically proble-
matic field is based on today’s world utilisation manner when
such topics are mainly avoided in public sphere, especially by
adults along with their over-domination style on children [2].
Some problematic fields are still argued and unknown within
grief studies as well, e.g. J. Archer [21] discusses whether
or not differences in grieving produce marital problems in
the family; J. van den Bout et al [22] would reveal uncer-
tainty that symptoms of traumatic grief constitute a distinct
form of bereavement-related emotional distress apart from
bereavement-related depression and anxiety; the role of nega-
tive interpretations of grief reactions in emotional problems
after bereavement [22] etc.

Thus, grieving and loss phenomena could be seen and ex-
plored more deeply through those methodological approach-
es such as:

a) Positivistic Psychology when the main accent is put on-
to individual’s ability to learn positivistic attitudes to-
wards negative life events [23-24];

b) Existentialism with the main aspect of the meaning that
comes out of different experiences in life [16, 25-26];

c) Attachment Theory that stresses the importance of be-
longing to someone from early ages [27-29, 3];

d) Psychoanalytical Stream combining individual and
contextual aspects for each person’s strategies to cope
with existential challenges [30, 3];

e) Child’s Ecological Development Theory stressing the
meaning of healthy child’s socialization factors [31-
32];

f) Behaviorism that analysis the relations between beha-
vior reasons and possible consequences [33-34];
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g) Cognitive Theory that deals with individual’s cognitive
abilities to survive crucial events in life [35-36].

Conclusions

Loss, being universal both physiologically and socially, is ex-
perienced by a separate individual in its unique way. Expe-
rienced loss within the family closely relates to individual’s
negative psychosocial implications for his/her further well-
being, i.e. withdrawn, loneliness, guilt or even social depri-
vation states. All of that may be pondered as social risk fac-
tors that in many cases eliminate much favorable ways for
such person’s psychosocial development.

Two common behavioral problem groups arise: exagger-

ated anxiety-belonging type problems that include much in-
teriorized reactions: seeking for guardianship, creating at-
tachment bounds with the surviving parent etc.; antisocial-
aggressive behavior type problems that include much exte-
riorized reactions, such as: aggressiveness, asthenia, negati-
vism, lack of discipline, and learning difficulties.

Some problematic fields are still argued and unknown
within grief studies as well: whether or not differences in
grieving produce marital problems in the family; uncertain-
ty that symptoms of traumatic grief constitute a distinct
form of bereavement-related emotional distress apart from
bereavement-related depression and anxiety; the role of nega-
tive interpretations of grief reactions in emotional problems
after bereavement etc.
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Abstract. The work seeks to reveal the importance of critical evaluation of authority of social workers.
The definitions of authority encountered in philosophical, psychological and pedagogical literature are being
discussed, the problem of authority in social work and its implications to social work practice with children
are analysed. The article presents the theoretical explanations of the concept of authority and its ethical
implications for social work practice. It discusses that authority of social workers working with children
is closely related to parental and pedagogical authority. The article also presents the arguments, why it is
important to explore and evaluate the authority of the profession of social workers.
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Introduction

The authority is a complex and context bound concept and
can be analysed through various perspectives. The peda-
gogical, psychological, philosophical literature and research
provide diverse and rich interpretations about the phenom-
ena. Barbierato [1] argues that the importance of authority
has decreased in contemporary times and there is a crisis of
authority. Nevertheless, Hugman [2] emphasizes the impor-
tance of professional ethics in social work, because the pro-
fession carries deontic authority and professionals exercise
power in relation to service users, especially in their practice
with children. In practical situations, a social worker offers
not only practical assistance, but reveals his/her personality
and shows, how to act or do things by an example, teaches a
person certain standards, values and, therefore, the profession
of a social worker has a strong moral dimension.

Thus, a social worker needs to possess certain qualities to
be able to influence service users and inspire them to change.
Tijuniene [3] argues that a young person cannot be free from
authority and learn without it, because he/she needs cons-
tant support and adult guidance. Therefore, it can be argued
that authority operates in the relationships of social workers
and service users and its relevance to social work practice
requires further exploration and evaluation.

The aim of the article is to present and analyse the main de-
finitions of authority and its implications to social work prac-
tice. Methods used in this research were mainly observation
and analysis of scientific literature and also meta-analysis of
existing researches in the context of chosen phenomenon.

1. The Meanings of Authority

The Oxford dictionary [4] defines authority as "the power
to give orders, make decisions, and influence others and
confidence resulting from personal expertise." Roberson al-
so presents the perspective of instructional communication
researchers, who describe authority as "the effective use of
power, in the form of influence and control" [5:23]. How-
ever, Bitinas [6] does not support the definition of authority
linked to power and argues that authority is linked to setting
an example for others. The researcher argues that people,
who educate children, can be good examples for them only if
they establish authority in the eyes of children and personal
life of adults’ matches with the requirements set to children.

According to Bochenski [7], the authority figure might
have certain features or capacities, which support their au-
thority, but the main feature of authority is a relationship.
Two main categories of authority are presented - epistemic
and deontic authority. The first depends on professional
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training, skills and knowledge gained by specific social work
training and the skills, used in daily professional practice.
The second category is linked to power where a particular
person is supposed to make decisions and to give orders to
others.

These two categories can be related to each other, but it
does not mean that the same person has both - epistemic and
deontic authority to other person. The philosopher argues
that the most common form of abuse of deontic authority is
demonstrated when a person tries to get epistemic authority
by force. Deontic authority can be related to sanctions or rely
on solidarity. Bochenski [7] argues that epistemic or deon-
tic authority should be recognized and accepted only through
experience of an individual or others and can be logical if
faith in necessity to accept it is supported by facts, because
every deontic authority takes away a part of freedom from
the person who accepts and follows the authority of a certain
figure.

Recognition is the essential feature of authority [3]. Tiju-
niene argues that "authority is gained by people, who speak
courageously and clearly, who can say their opinion first, who
without doubt declare their views, solve problems" [3:145].
Therefore, the researcher connects the phenomena of author-
ity with the leadership and moral qualities of a person who
works with children. It is also argued that spiritual maturity is
one of the most important elements for gaining authority and
that a person with authority needs not only to be recognized
but also to be trusted and is ready to represent moral ideals
by setting the example of the way he/she lives and works to
awaken the desire of children to follow him/her and listen to.
Tijuniene [3] argues that a young person is not free from au-
thority and needs constant support of a person, who can see
their personal opportunities, understand a young person, res-
pect freedom of a young person and can help how to look for
the values in their life.

Skarbaliene [8] also finds close links between the concepts
of authority and leadership and supports the arguments on
the premises of relationalism. According to the researcher,
authority can be gained by power, laws and fines but also
by respect, recognition, competences and such authority is
stronger than the one gained just by power. Skarbaliene [8]
also claims that obeying the authority should not be based on
the fear of abuse but firstly, on respect and a given right to
others who can make important decisions and judgements.

Roberson [5] emphasizes the complexity and ambiguity of
the concept. Nevertheless, he argues that there is a certain
consensus among researchers and it exists in the relationships
between people. He argues that understanding of the concept
might depend on particular situations and people; once au-
thority is earned, it needs to be maintained through evidence
that it is reasonable and that power and influence are used
properly by social work professionals.

2. The Ethical Dilemmas of Authority
in Social Work

The concept of authority is often used in diverse ways in so-
cial work and has various meanings. The concept ’authority’
is often used to describe formal or legal authority of social
workers and power attached to the role by law and regula-
tions or moral authority related to a character and virtues of
a professional according to Banks, [9]. Clark [10] also ar-
gues that professional role often encompasses instrumental
and moral responsibilities and moral and instrumental rela-
tionships. The moral authority and values of a social worker
are necessary to be able to ethically fulfil their formal duties
and obligations and sensitively exercise power, which they
hold over their service users. The researcher argues that so-
cial workers who want to become moral authority for service
users need to be honest, trustworthy, reliable and dependable.
It is also argued that responses to stress and crisis situations
often originates from the character of the person rather than
the contemplation of various regulations and codes of ethics
[10]. Therefore, the researcher states that it is important to
assess the character of people, who want to become social
workers and not only their technical skills and that evaluation
should be included into the of training of social work.

The discussion on the concept of authority revealed that
authority can be linked to power and strong influence to
others [5,3]. Therefore, it can have ethical implications and
become ethical problem if authority of a person is not used
properly. Hugman [2] emphasizes the importance of profes-
sional ethics in social work, because the profession carries
deontic authority and professionals exercise power in relation
to service users and especially in their practice with children.
The researcher argues that this power should not always be
linked with force but with influence or persuasion to do some-
thing. Millar [11] also supports the argument that power is a
part of many functions that social workers fulfil and states
that social workers are not free to exercise power, the way
they decide to choose it, because their interventions are of-
ten guided by policies, procedures. Clark [10:75] argues that
"social work involves modelling ways of life and counselling
over morally problematic issues".

Therefore, value neutrality is not possible or desirable
among professionals of social work and the role requires
demonstrating a virtuous character of a professional. Banks
[9] claims that social work is based on contradictory aims and
values, which are linked to care and control functions, what
might create tensions between a social worker and service
users. Social workers might have legal authority over chil-
dren and represent the policies of local authorities. The work
of social workers might contain various functions - such as
assessment, casework, group work, support services to chil-
dren and families, cooperation with other professionals. The
reasons of involving social workers might also be diverse -
parents or children might need help, there could be child pro-
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tection concerns, delinquency, the services can be provided
by NGOs or a public sector. Social workers need to be skilled
negotiators and be able to work in a partnership with children,
parents and various organizations. They need to be ready to
face moral and ethical dilemmas in their practice and make
decisions, which might impact the welfare of children and
their families. Therefore, moral authority of a social worker
is an important factor in making positive influence to chil-
dren and their environment, thus, enabling the social workers
to use power sensitively and wisely.

2.1. Character expressions

Tijuniene [3] emphasizes the importance of strong moral cha-
racter of practitioners working with children. The researcher
states that righteousness, ability to communicate sincerely
and naturally is important moral features of a person with
authority. The researcher also emphasizes the importance
of authority of an adult to educate children towards moral
freedom, creativity and independent thinking, what some-
times might clash with the functions of control of social
work. However, the researcher also argues that a young per-
son cannot be free from authority and learn without them,
because he/she needs support and guidance provided by an
adult. Tijuniene [3] claims that nurturing the spiritual free-
dom of young people is the essential component to gain true
authority. She also points out that a person with the authority
should attract them by moral values, so that the children can
freely accept the adults’ power and influence.

According to Skarbalienė, "authority means influence of
a person or an institution in various activities and public
spheres and describes personal qualities, which make a strong
impression to others and witnesses will and intelligence of
the person and gain public trust" [8:143]. However, it is al-
so argued that authority can be gained by power or fear but
the researcher argues that moral authority, which is rooted in
trust, competences is by far more important and long lasting.

Pace and Hemmings [12] support the argument that chil-
dren nowadays do not accept automatically authority of an
adult, because of their position in the society and professio-
nals need to earn authority over them. Unfortunately, many
social workers might not be aware, how to earn authority over
children and how their authority might influence them. There
is a lack of the conducted research studies about the authori-
ty of a social worker; however there are a significant number
of research studies, which explore authority of teachers and
parents. Therefore, it is possible to learn more about the phe-
nomena of authority exploring these studies and apply some
knowledge to social work practice.

2.2. Proposed examples

In practical situations, a social worker not only offers hands
on assistance, but also shares a personality and shows, how

to act or do things by setting the an example, teaches certain
standards, values and due to that, the profession of a social
worker has a strong moral dimension. According to Clark
[10], professionals need to live a virtuous life to merit their re-
sponsibilities and trust and they cannot be value-free in their
work. A social worker, who works with children, has a role,
which frequently overlaps with a role of an educator, because
of their activities aimed to educate children and their signifi-
cant amount of time spent directly with them [13]. Howev-
er, social workers might also frequently be aware of a wider
social environment of the child and can offer support and
work with wider circles of children, their families, relatives,
neighbours, school, other professionals etc. It is important
for social workers to understand well, how parental authori-
ty operates, to be able to work effectively with children and
their families. There is significant evidence of research sug-
gesting that families are very significant for children and the
ways, how parental authority operates might influence the in-
teractions of children with other adults and peers [14-15, 12].
Even though, there is the lack of research studies conduct-
ed to explore how authority of a social worker is gained and
influences children. There is a significant number of quali-
tative and quantitative research studies conducted to explore
and analyse parental authority, which sometimes might ope-
rate in similar ways as authority of a social worker and might
directly influence interactions between children and social
workers. Social workers might perform various functions,
when working with children and families, they might need
to help parents to restore their authority for their children,
educate them, how to gain it, if it is not possible to do that,
might search for other authority figures for children. There-
fore, they might need to negotiate and balance their personal
and professional authority for children and parental author-
ity working with children to ensure their wellbeing. Ideally,
social workers and parents would work alongside and cooper-
ate, however, in social work practice the challenges frequently
arise when parental authority is rather weak or parental au-
thority is misused and social workers need to intervene and
use their professional and legal authority to ensure the safety
of children.

"Both children and parents generally agree that parents
have the legitimate authority to regulate moral and conven-
tional issues as long as authority is contextually appropri-
ate and parents do not demand unfair or immoral behaviour"
[15:3]. Parents have legal authority over their children, which
are determined by law if parental rights are not terminated or
restricted. According to Kuhar, parental authority is frequent-
ly described as "the distribution of decision-making and po-
wer between parents and adolescents, parental legitimacy to
set rules" [14:322]. In the family context the authority can be
seen as parental power over children and legitimacy-obeying
parental directions and rules. The researcher also draws at-
tention to the lack of consensus about the definitions of pa-
rental authority in the developmental literature.
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2.3. Formal vs informal authority

The findings of the research study of Pace and Hemmings
[12] indicate that children might not respect formal authori-
ty of adults such as teachers because of permissive upbring-
ing at home. Therefore, social workers might face similar
challenges of asserting and exerting authority with children
if permissive upbringing dominates at home. Although, au-
thority of a social worker might also operate in similar ways
as parental authority, but social workers have less legal po-
wer for decision making and less responsibilities for children
than their parents. However, they are responsible for safety
and well-being of children and might start the conversation
and imply the psychological control to address the communi-
cative ways of exerting and asserting authority with children.
Also, social workers have legal authority and power, when
working with children and their families and can intervene if
they think there is a threat for a child and his/her wellbeing in
the family is put at risk. That might have legal and moral con-
sequences and might result in taking the child from the fami-
ly or restriction of parental rights. Social workers frequently
work with families experiencing difficulties or lacking par-
enting skills. Therefore, that might cause difficulties for chil-
dren to accept other adults as authorities.

The research study of Kuhar [14] also indicates that obey-
ing the parental authority decreases during early adolescence,
because adolescents start questions, they look for the mean-
ing, intentions and circumstances of various rules and de-
mands. Rules need to become more dynamic when a child
starts demanding more autonomy. For the adolescents the pa-
rental authority depends more on making parental demands
reasonable, based on good and clear arguments, knowledge
and experience, according to Yaffe [16]. Yaffe also argues
that "professionals point the weakening parental authority in
the western society as a main factor for increasing patholo-
gical phenomena among youths" [16:211]. Obeying the au-
thority of a social worker might also decrease during early
adolescence, because adolescents might start looking into the
meaning, intentions and circumstances of various demands
and interventions of social workers and demand more auto-
nomy not only at home, but also communicating with social
work professionals. Therefore, social workers need to learn
how to make demands more reasonable and based on good
and clear arguments, knowledge and experience. These find-
ings are also significant, because they show that the percep-
tions of authority depend a lot on the age of children and that
parental authority and authority of social workers might be
challenged more frequently during adolescence. Therefore, it
is important to have good knowledge about the development
of children and young people and be flexible to be able to gain
or maintain authority during different developmental stages
of children. As it is argued by Tijuniene [3], children cannot
be free from authority and learn without them, because they
need support and guidance of an adult. It is the responsibility

of an adult to educate children towards moral freedom, crea-
tivity and independent thinking. It might become a challenge
for social workers if parents of children do not cooperate and
do not try to perform the functions of parenting. Therefore,
social workers need to have strong moral values and to bal-
ance effectively their moral and legal authority, which they
might have over their service users and address the conflicts
and tensions of their daily practice.

Social workers might perform not only control or care
functions in their practice, but might work as educators and
lead various groups or work individually with children and
teach them various social skills, habits, behaviour manage-
ment techniques. Therefore, the research studies about the
authority of teachers and other educators might be valuable
sources to learn about authority in education and how to gain
and use it in educating children in formal and non-formal
ways.

Barbierato [1] speaks about the crisis of authority in post-
modern age and decrease of its influence in education. How-
ever, the researcher also argues about the positivity and im-
portance of authority to children corresponding to the nature
of the person and identifies three main features of pedagogic-
al authority such as: free recognition of a person, acknow-
ledging that authority is something beyond own individual
capacities and accepting responsibility, which goes with au-
thority. Galkiene in her research study [17] about contem-
porary teachers has explored the image of modern teacher
in pupils’ perceptions and spoke about the authority of an
educator. The study revealed that for the pupils to accept a
teacher as an authority their academic prudence and know-
ledge of the subject was not the main point, the most im-
portant factors were their personal qualities such as "under-
standing pupils, optimism and good sense of humour, ability
to help, righteousness, being modern and colourful persona-
lity" [17:89]. Tijuniene [3] argues that pedagogical authori-
ty consists of epistemic authority and universal education of
educators. She claims that it is important for educators to use
their knowledge in practice. It is argued that educators can al-
so gain deontic authority, which they should use according to
the ethical principles. The moral authority is emphasized as
an important component for an educator and such qualities as
righteousness, respect, pedagogical love, strong character are
emphasized as being important for children. Children need
to have people they can trust, learn from and follow, and peo-
ple, who can help them to find meaning in life through the
examples of their personality [3]. Educators serve as an ideal
for children by setting example of their lifestyle, values and
children can identify them with. Therefore, children can be
influenced, provoked and changed by educators, who are ac-
cepted as becoming an authority for them. Tijuniene [3] also
emphasizes the importance of communication culture of an
educator, his/her warmth, sincerity, openness and respect for
others as important components of building authority of the
educator.
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It is argued that it is important for educator to expresses
his/her moral values and humanity during the pedagogical
process with children.

2.4. Pedagogical authority

The research of Määttä and Uusiautti [18] also explores the
role of pedagogical authority at school. It is argued that
a good teacher needs to be authoritative to have respect of
his/her student. Students need to have clear rules, which are
justified and create safety for them, and meet their needs. It
is argued that educator’s behaviour should rely on acceptance
and aspiration, should be helpful for students to grow as per-
sonalities, to earn trust of the student rather than demonstrate
power. It is important that an educator genuinely care about
children and their holistic needs, protection, support and de-
velopment. The research demonstrates that the concept of
authority can be understood diversely. An authoritarian edu-
cator can be seen as a person, who controls children’s beha-
viour and attitudes and expects them to conform to his/her
will. Therefore, education is directed by an educator’s power,
not by interaction. On the other hand, pedagogical love and
authority can be seen as trust in the child’s ability to learn
and become active and self-determined [18]. Therefore, the
findings of different research studies support the importance
of moral character of an educator [17-18, 3].

Similar aspects of authority can be encountered in direct
social work with children, because a social worker can be
controlling and willing children to conform to their will or
guided be genuine pedagogical love towards them and care
about their holistic needs and their development as a person
and accept responsibility, which goes together with their au-
thority. There is a lack of research, what qualities are needed

to become a social worker with authority and how children
perceive authority of a social worker, however, the assump-
tion can be made that some of the qualities of authority iden-
tified by research exploring authority of teachers are universal
and desirable in any direct work with children.

Conclusions

The article revealed that the concept of authority is ambitious
and might depend on various factors such as the experience,
character and the values of practitioners. The authority of
social workers can be related to power and influence over ser-
vice users and the lack of awareness of it might increase the
risks to practice unethically and abuse personal or profession-
al authority at work. The risks increase, when social workers
deal directly with children because it is a vulnerable group
and children can be more submissive to authority and influ-
ence of adults.

There is a lack of research which explores what qualities
are needed to become a social worker with authority and how
children perceive authority of a social worker. Therefore, it
is important to conduct research studies to understand and
evaluate personal and professional authority of a social work-
er as these studies can become an important tool in decision
making and having positive influence over service users.

The concept of authority of a social worker needs to be
well understood and defined to enable social workers to meas-
ure and evaluate their own authority at work. It is important
to explore authority of social workers at different practical
contexts such as day care centres, residential care homes,
at NGO’s and public services because the practical context
might make influence on how authority of a social worker
operates and reflects the various challenges attached to them.
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