Introduction


Traditionally, language teaching has approached the study of language and the processing of texts from what Cook(1989) terms an ‘atomistic’ mind set. In this framework, smaller bits of language such as vocabulary items and the workings of sentence grammar form the foundational background to a gradual ‘bottom-up’ understanding of the language as a whole. While it is certainly important to have a proper understanding of how sentences function, it is in the words of Cook “clearly not enough”(1989, p.3). To successfully process a piece of language, one must also go beyond the immediate surface of the text and envision and understand its wider context. In relation to written texts, an understanding of the context may include a knowledge of how different sentences and segments of text relate to one another, how to recognize common textual patterns and genres, a proper understanding of the relationship between the reader and the writer, and the activation of one’s own schemata or general knowledge of the world. 


To understand textual contexts is to understand it’s discourse, a term defined by Cook as “stretches of language perceived to be meaningful, unified, and purposive”(1989, p.156). Discourse is in many ways tied to the concept of coherence, defined by McCarthy as “the feeling that a text hangs together, that it makes sense, and is not just a jumble of sentences”(1991, p.26). Knowing which elements in text contribute to a coherent and meaningful whole is known as discourse analysis, a process which will be applied in this paper. A discourse analysis approach to the study of language therefore views language holistically rather than atomistically and from a top-down rather than bottom-up viewpoint.


Most second language instructors teaching the skill of writing to intermediate and advanced levels will comment that while learner compositions contain evidence of a good knowledge of sentence-level grammar, their writing is often seen to be incoherent and lacking unity. This problem stems from a  lack of understanding and awareness of text from a larger discoursal perspective. Discourse features of text, features that lie above the level of the sentence, therefore need to be made aware to the learner in order to create more clarity and unity to their otherwise ‘jumbled’ texts. The purpose of this paper will thus be two-fold. First, to identify, from a discourse analysis perspective, learner problems of coherence by analyzing a student composed text. The discoursal features of cohesion, clause relations, textual patterns, genre, and reader expectations will be applied to the student text in order to improve its discourse. Second, the paper will consider the pedagogical implications of the analysis and provide suggestions on the best ways to teach written discourse to the second language(L2) learner.

Part 1: Analysis of Student Text
  
1.1 Text Background

The text to be analyzed was written by one of my advanced conversation students. She, here named HJ , has a very good command of the spoken medium but has very little English writing experience. Without any further information or instructions, HJ was told to write a short formal essay(2 pages) about her job-related stress and to offer some sort of solution(s). Her result is published as Appendix 1 located at the end of this paper.

1.2 Discoursal Relationships

Before proceeding to examine the discoursal problems within the text, it will first be important to understand how the various elements of discourse relate to one another. Cook illustrates their relationship hierarchically by placing the wider socio-cultural elements of language at the top and the smaller elements such as grammar and lexis near the bottom(also notice the contrast between top-down and bottom-up processes):
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                                                                                               Figure 1(Cook 1989, p.80)
For the purposes of this essay, the discoursal analysis of HJ’s text will be approached from a similar perspective. Changing the linguistic terminology somewhat , the analysis will proceed as follows: 

Top-Down         Reader-writer relationship [Social relationship and Shared knowledge]          

Genre [Discourse type]

Common textual patterns [Discourse function and structure]

Clause-relations [Discourse function and cohesion]

            Grammatical and lexical cohesion [Cohesion]

                                                                 Figure 2
It is important to note, as Holland and Lewis(1996) point out, that the relationship between the features of discourse should not be viewed independently from each other but viewed as a collection of interrelations each affecting the other.

1.3 Cohesion
1.3.1 Defining Cohesion



Cohesion is often confused with coherence. As mentioned in the introduction, coherence is what makes a text understandable, meaningful, and unified. Different elements lead to coherence, of which cohesion is one of them. Cohesion are all of the formal or surface links between sentences and clauses that contribute to a text’s overall coherence and include, according to Cook’s framework, such items as verb form, parallelism, referring expressions, lexical cohesion, substitution, ellipsis, and conjunction. For the sake of simplicity and for the sake of relative importance, this paper will focus on three of these cohesive links, namely reference, lexical cohesion, and conjunction. Because of its primary function as a clausal linkage, conjunction will be analyzed in the following section under  clause relations.

1.3.2 Defining Reference and Lexical Cohesion 


  Reference in text are the cohesive devices which can only be interpreted by referring to other parts of the text or to its context. Third person pronouns(he, him, his, etc.) and demonstratives(this, that, here, there, etc.) form the most common examples of referring expressions. Reference can be anaphoric, referring to something prior in the text; cataphoric, referring to something eventual in the text; or exophoric, referring to something outside the text and tied to its immediate context.


Lexical cohesion acts in a similar way to reference and occurs when two or more words in a text are related in terms of their meaning. Nunan(1999) classifies  lexical cohesion into repetition, synonymy, and superordinate-hyponym:

Repetition:
What we lack in a newspaper is what we should get. In a word, a popular newspaper may be the winning ticket.

Synonymy:
You could try reversing the car up the slope. The incline isn’t all that steep.   
Superordinate-Hyponym:

Pneumonia had arrived with the cold and wet conditions. The illness is striking everyone. (Nunan 1999, p.123)

Both lexical cohesion and reference function in the same manner in that, in the language of Cook, they establish “chains of connected words running through the discourse”(1989, p.20).

1.3.3 Textual Analysis of Cohesion


According to McCarthy(1991), there is evidence that L2 writers experience difficulties when managing reference, ellipsis, and lexical cohesion. In HJ’s text, although it exhibits a fairly good understanding of cohesion, there are indeed problems. One of the problems referred to by McCarthy is the tendency for an unnatural amount of noun head repetition. Here are two examples from HJ’s text which illustrate this problem:


(27) We meet a lot of people in our life but we meet few people who effect our life.


(39) If we start to see good things about our work we can find a lot of things. 
Using reference, sentences 39 and 27 could be changed to the following:


(39) If we start to see good things about our work, we will soon discover that are actually a lot of them.


(27) We meet a lot people in our life but few of them can actually affect us.


Cook claims that in the English language writing culture, writers “are discouraged from using repetition on the grounds that it is ‘bad style’, and encouraged to use a device known as ‘elegant repetition’, where synonymous or more general words or phrases are used”(1989, p.19). Cook is   referring to lexical cohesion or more specifically to the use of synonymy. Throughout HJ’s text, the word ‘work’ is overused and would be better served through the use of elegant repetition by substituting it with words such as ‘job’, ‘occupation’, ‘office’, and/or ‘workplace’. Lexical cohesion also seems to be a problem in the following segment:

(10)Why do we get stressed at work? (11)Most of all we get stressed by coworkers. (12)They can be in a higher position than you or people who bother you. (13)They can talk stupid things to you or make you upset. 

Here, the problem is of superordination. It is unclear as to who exactly is causing the stress. Is it coworkers in general? People in higher positions? Or people who bother you? By inserting two hyponyms, ‘bosses’ and ‘people in higher positions’ for the superordinate ‘co-workers’, the segment becomes clearer:

Why do we suffer from stress at work? The most important cause of stress is our relations with co-workers, especially bosses and people in higher positions. They constantly bother you and constantly demand results from you.

Difficulties with reference and lexical cohesion are also evident in the following two segments:

{1}
(22)Then how can we get through our stress at work? (23)The most important thing I want to say is changing our thinking. (24)As soon as we change our thinking we will feel how different they are. (25)How can we change it?

{2}
(4)But a lot of people are not enjoying work and getting stressed at work.         

In the first segment, the pronoun ‘they’ in sentence 24 creates confusion for the reader. In this segment, ‘they’ actually refers back to ‘stress at work’ and should therefore be substituted with ‘it’. However, even if it is substituted for ‘it’, the segment remains unclear because ‘stress at work’ is no longer the main topic of the segment and has been replaced by ‘changing our thinking’ in sentences 23 and 24. As a result, it becomes necessary to repeat the word ‘stress’ in sentence 24:


As soon as we change our thinking, our feelings towards stress can also change. 


In the second segment above, in sentence 4, a referring pronoun is missing in the first clause(‘not enjoying their work’) and the word ‘work’ is once again unnaturally repeated. Although these represent problems for the segment, the bigger problem in sentence 4 seems to lie in clausal relations and the use of conjunction. A more coherent segment would thus read:


But a lot of people are not enjoying their work and are therefore getting stressed because of it.

Before continuing to analyze the text from a clause-relational point of view, it will first be important to fully define  this important discoursal concept.   

1.4 Clause-Relations

1.4.1 Defining Clause-Relations


Within texts, there are patterns and as McCarthy points out, patterns “reoccur time and time again and become deeply ingrained as part of our cultural knowledge”(1991, p.28). Within these patterns, continues McCarthy(1991), there are ‘textual segments’ which manifest themselves in different functional relationships. These segments can be phrases, clauses, sentences, or groups of sentences. Clause-relations can therefore be summarized as  the study of the functional relationships between different segments of text.


There are different types of clause-relations and they were first classified by Hoey(in Holland and Lewis 1996) and Winter(1994) and subsequently by McCarthy(1991).This paper  will focus on three types of clause-relations: cause/consequence, phenomenon/reason, and phenomenon/example. These are illustrated below:

{1}
Feeling ill, he went home. [cause/consequence] (McCarthy 1991, p.29)

{2}
He is angry with her because she  let him down. [phenomenon/reason] (Winter 1994, p.53)

{3}
Naturally, the more people pay for their houses, the more they want to rename their neighborhoods(phenomenon).

Suppose you’ve just coughed up 250 000 pounds for an unspectacular house on the fringe of Highgate -an area- with loads of cachet. The estate agent tells you its Highgate. You’ve paid a Highgate price. There’s no way you’re going to admit it’s in Crouch End.(example)   (McCarthy 1991, p.28)

Winter(1994) refers to these examples as logical-sequence relations. He also classifies another set of clause-relations as matching-relations in which two segments of a text are compared and/or contrasted with one another. The following sentence for example, represents a contrastive matching-relation between the demand and supply for fossil fuels:

Demand for fossil fuels is increasing, although resources of fossil fuels, which cannot be re-used, are decreasing. (Holland and Lewis 1996, p. 44)

1.4.2 Clause-Relations and the Reader-Writer Relationship  

Analyzing written texts from a clause-relational viewpoint highlights the interactive nature of the reading-writing process. Both Hoey and Widdowson(in Tribble 1996) argued that a written text’s coherence could be tested by treating it as part of an interactive dialogue similar to exchanges that occur in spoken discourse in which the reader poses a series of questions as the segments of the text succeed one another. Widdowson illustrates how this is possible through the following text with the reader’s imagined questions highlighted in brackets:

The Greek revolution deserves its fame. [Why?] It is unique in the annals of mankind. [In what way unique?] What makes it unique is precisely the directed efforts.....(in Tribble 1996, p.32)

The text is coherent because the writer is explicitly connecting the different segments/clauses by what seem to be answers to a possible reader’s questions. The significance of this view of writing is summarized by McCarthy: “a model which suggests this kind of interaction between reader and text or author might be able to capture difficulties readers experience in text processing and ways of attacking them”(1991, p.28-29). In other words, it offers the writer an opportunity to improve the coherence of his or her composition.  

1.4.3 Signaling Clause-Relations


 To help signal the clausal-relationships between segments, writers use different types of conjunction and/or connectors. Winter(in Holland and Lewis 1996) classified these into three sets of vocabulary items: subordinators such as ‘when’, ‘because’, etc.; coordinators such as ‘and’, ‘therefore’, etc.; and general lexical items of connection such as ‘result’, ‘reason’, etc. Holland and Lewis provide examples of how a cause/consequence relation can be illustrated using either none or 

one of Winter’s sets of signaling vocabulary items:


No explicit signaling: I switched the kettle on. The water boiled.


Explicit signaling using a coordinator: I switched the kettle on and the water boiled.


Explicit signaling using a subordinator: When I switched the kettle on, the water boiled.


Explicit signaling using a lexical item: I switched the kettle on. The result was the kettle boiled. (1996,p.30)  


Although these are simple examples, the more explicit the signaling, the easier it is for the reader to cognitively interpret the clause-relations of a text.

1.4.4 Textual Analysis of Clause-Relations


Based on his observation of learner data, McCarthy(1991) argues that L2 writers of English sometimes fail to use proper signaling of clause-relation and/or use them inappropriately. HJ’s text  validates McCarthy’s claim. The text’s inability to create clear clausal-relations was a significant factor in its overall incoherence. The first paragraph(sentences 1-4), for instance, is a failed attempt to illustrate different sets of cognitive and/or clausal relationships:

(1)We live in a material period. (2)So most of us have a job and make money for living. (3)We know we need a job but we also want to feel free about working. (4)But a lot of people are not enjoying work and getting stressed at work.

The paragraph is difficult to process. The first two sentences, despite its inappropriate style(for example the use of ‘so’ to begin a sentence), succeeds in communicating a cause/consequence relation. The problem lies in sentences 3 and 4. Sentence 3 is an attempt at a matching relation with the situation in sentence 2 but fails to signal this. Improving the style and inserting  proper lexical signals, sentences 1 to 3 would read:

The modern world is highly materialistic. As a result, most of us need a good-paying job in order to make a decent living. At the same time, we want to enjoy and be happy with our job.
 

Sentence  4, meanwhile, involves a contrasting matching relation with sentence 3 which is for the most part successful because of it’s use of ‘but’. However, sentence 4 as seen in the previous section on cohesion also includes a cause/consequence relation which is not explicitly signaled. By adding ‘therefore’, the sentence is improved to:


But a lot of people are not enjoying their work and are therefore getting stressed because of it.

Paragraph 4, sentences 10-14, is also difficult to interpret:

(10)Why do we get stressed at work? (11)Most of all we get stressed by coworkers. (12)They can be in a higher position than you or people who bother you. (13)They can talk stupid things to you or make you upset. 


(14)And they don’t let you alone.

Sentences 10 and 11 are an example of a phenomenon/reason relation and is successful. Sentence 11 then becomes part of a new phenomenon/example relation with sentences 12-14. Sentence 13, however, is problematic in its attempt at a cause/consequence relation with its inappropriate use of ‘or’. Adding a lexical signal, the sentence becomes:


They can also say things that you do not agree with which may lead you to feel upset. 

Sentence 14, moreover, would be better served by adding a phenomenon/reason relation:


Because they never leave you alone, you  never feel free.

Paragraph 10, sentences 38-42, is equally demanding on the reader:


(38)Third I want to say that every job have good side and bad side. (39)If we start to see good things about our work we can find a lot of things. (40)If we don’t satisfied with our own work now we can’t satisfied with another work eighter. (41)Some people can make money easily but they could miss how important to save money and to share things with another people. (42)Somebody who can easily go travel all the time they couldn’t feel how beautiful to travel with family like us.

The overall message of the paragraph is that it is important to realize that all jobs have their good points and bad points. Problems of cognition, however, occur in sentences 41 and 42. They are supposed to be representatives of examples in a phenomenon/example relation of possible bad points to good jobs. This is not evident to the reader because the phenomenon aspect to the relation is not clearly signaled and because the segment fails to state clearly that sentences 41 and 42 are indeed examples of bad points. Better to begin with a more general statement clearly signaling the first part of a phenomenon/example relation:


Even high paying jobs with lots of travel opportunities have their bad points.(phenomenon)

Then proceed to give examples of these possible bad points:

A person in such a job may fail to see the hard-earned value of saving money or the value of sharing with others and while that person may get to travel a lot, he or she may take it for granted, especially when the opportunity arises to travel with family. (example)

Notice also how in the original version of sentence 42 above, a contrasting matching relation fails to   be correctly signaled. In the improved version of the relation, the conjunction ‘while’ is added to clarify this adversative relationship. Admittedly, there are other examples in the text of failures to clearly signal clause relations but for logistical reasons, this essay will limit itself to the above examples.   

1.5 Reader Expectations, Genre, and Common Textual Patterns

1.5.1 Approaches to the Teaching of Writing


Christopher Tribble has identified three approaches to the teaching of writing: the more traditional focus on form approach; a process approach which focuses primarily on the writer; and a genre approach which focuses largely on the reader. While all three approaches have their benefits, the focus on form approach is now for the most part discredited because of its over-emphasis on product, corrections, and conformity. The process approach emerged in reaction to the traditional approach and lays particular emphasis on the step-by-step process of writing which the writer must undertake such as pre-writing, drafting, revising, and editing before ultimately submitting the final written product. Alternatively, the genre approach takes the reader as its starting point. Tribble explains: “The third approach is more socially oriented and focuses on the ways in which writers and texts need to interact with readers. In this approach, writing is seen as an essentially social activity in which texts are written to do things, the assumption being that the reader cannot recognize the purpose of a text, communication will not be successful”(1996, p.37). 

1.5.2 Identifying the Reader 

This reader-focused approach was seen in the preceding analysis of clause relations when the different segments of text were viewed as an interactive dialogue between reader and writer. By setting up his or her writing as a series of responses to the reader, the writer is easing the interpretive and/or cognitive strain on the reader. Coulthard(1994), along with Holland and Lewis(1996), talked of imagined readers and real readers. They claim that incoherence occurs when there is a mismatch between the writer’s imagined reader and the real reader. Holland and Lewis argue that “all written text is created for an imagined reader and is determined by assumptions about that person and for this reason the writer must have a consistent concept of the imagined reader”(1996, p.1). Coulthard elaborates by stating that the writer must make correct assumptions of what the imagined reader knows and does not know:

What this means is that although writers wrote for imagined readers, texts are processed by real readers. And your assessment of, enjoyment of and difficulty with a particular piece of reading that we ask you to do, depends in part on how close you are as a real reader to the imagined reader for whom the text was constructed. If you know more than the imagined reader, then the text may be boring. If you know less than the imagined reader, then you may have difficulty with the text.(in Holland and Lewis 1996, p.3)

1.5.3 Reader Expectations and Genre

As pointed out earlier by McCarthy, there are common patterns in English text which are for the most part socially and/or culturally determined. As a consequence, a reader in such a culture has expectations of what to find in these texts, including familiar patterns and genres. Failure to meet these expectations can result in incoherence and a mismatch between Coulthard’s imagined and real readers. Tribble defines genre as “a communicative event which uses texts in predictable ways to achieve agreed communicative purposes” and states that “a letter is not a genre, but LETTER of APPOINTMENT is as examples are likely to contain many predictable elements that are associated with this particular social action”(1996, p.159). Other examples of written genres could include  Japanese Haiku, holiday postcards, memorandums, recipes , and essay, to name a few. 

1.5.4 Common Textual Patterns

Similar to genre in relation to expectations, are large segments of textual patterns which regularly occur in texts. Both Hoey(in Holland and Lewis 1996) and McCarthy(1991) have identified larger patterns in English texts with the most common being problem/solution, general/specific, claim/counterclaim, and question/answer. Each of these larger patterns will include expected elements and any deviation from them could lead to interpretive difficulties. Focusing on the problem/solution pattern, Hoey(in Holland and Lewis 1996) identified four basic elements: (1) a situation, (2) a problem within the situation, (3) a response or solution to the problem, (4) and a result or evaluation of the solution. McCarthy provides a simple example of the problem/solution pattern:

Most people like to take a camera with them when they travel abroad[situation]. But all airports nowadays have X-ray security screening and X-rays can damage film[problem]. One solution to this problem is to purchase a specially designed lead-lined pouch[solution]. These are cheap and can protect film from all but the strongest Z-rays[result]. (1991, p.30)


Notice also how these larger patterns of text can be viewed as a communicative dialogue between reader and writer. Hoey(in Holland and Lewis 1996)  argues that a successful problem/solution pattern will provide answers to the following questions: What is the situation? What’s the problem in this situation? What are the responses to this problem? What result will this response have? What is the basis for saying that this solution is effective? In addition, just as in the smaller patterns of clause-relations, larger patterns make use of various signals to help identify the pattern. In McCarthy’s example text, notice the use of “but” to indicate a complication and the lexical uses of ‘problem’,  ‘solution’, ‘cheap’, and ‘protect’.Indeed, in his study of discourse analysis, McCarthy(1991) has identified a number of lexical items associated with elements of various patterns. For instance, in relation to the problem/solution pattern, words such a ‘problem’, concern’, ‘difficulty’, ‘obstacle’, and ‘dilemma’ regularly appear in the problem element of the problem/solution pattern.


Holland and Lewis(1996) also mention two further points of interest in analyzing common patterns. First, it is important to realize that different patterns, for example problem/solution and general/specific, may occur within the same text and that they may be embedded within one another. Second, deviation from the common features of a particular pattern may fail to meet the reader’s expectations and create processing difficulties and thus necessitate a need for more explicit signaling.

1.5.5 Textual Analysis of Common Patterns


Although at first difficult to identify, HJ’s composition is a problem solution text of which patterns of question/answer are also embedded. The problem solution pattern is difficult to recognize 

because it diverges from the standard pattern and fails to use appropriate signaling. Her overall pattern is identified below:


Situation: not enjoying work


Big problem: work stress


3 sub-sets of problems: Why stress at work?


   1.co-workers


   2. perfectionism                                                            Question/Answer Pattern  


   3. job dissatisfaction


Overall solution: change thinking


3 solutions to the 3 sub-sets of problems


   1. power not to be affected by others


   2. don’t compare with others                                            Question/Answer Pattern       


   3. all jobs have good points and bad points


Concluding statement: freedom to choose reactions and change thinking

Her pattern represents a deviation from the culturally approved model seen earlier. A  more coherent approach would have been to use Hoey’s model of ‘situation-problem-solution-evaluation’  for each of her sub-sets of problems. Instead, she chose to discuss the three problems in succession in a question/answer pattern before proceeding to offer a solution for each one(again in a question/answer pattern). Below is a comparison between HJ’s model and the culturally approved model:


HJ Model                                                            Culturally Approved Model

problem 1                                                            Problem 1


problem 2                                                            Solution 1


problem 3                                                            Problem 2


solution 1                                                            Solution 2


solution 2                                                            Problem 3


solution 3                                                            Solution 3

In addition, it is not evident in the text that solution 1 is connected to problem 1, that solution 2 is connected to problem 2, and that solution 3 is connected to problem 3. There are no indicators in the text to signal these matching relations.   

 
Nonetheless, it is still possible to create a coherent version of the text using HJ’s chosen

 pattern. To do so however, requires more explicit signaling. A first step would be to insert lexical items signaling a problem/solution text. For instance, in the opening paragraph, one could add the following sentences:

It is therefore important to find solutions to this problem. In this brief essay, I will first begin by explaining 3 sources of work stress and then proceed to offer a solution to each source.

A second step would be to signal matching relations between the segments of the text that describe each of the problems and the segments of the text that offer solutions. Notice how this is first signaled in the segment addition above in the second sentence by the words ‘first begin’ and ‘and then proceed’. The matching relation could then be re-signaled in the first sentence of each of the segments offering solutions to the problem:

Solution 1: In connection to our relationships with co-workers, we need to realize that no one can affect us                    if we choose not to.

Solution 2: In relation to stress caused by our need to be perfect at our job, a solution could be to stop                    comparing ourselves to others.

Solution 3: As to stress caused by job dissatisfaction, we can think that every job has its good points and bad                   points.


In brief mention, the text is also problematic in relation to reader identity. HJ has made a number of incorrect assumptions about what she thought the imagined reader would know and not know. All of these will not be mentioned here but most of all, she has wrongly assumed that the reader knows her workplace situation. Not only an explanation of where she works and her position in it but also an explanation of the work culture in which she operates would have added to the coherence of the text.

Part 2: Pedagogical Implications

2.1 Introduction


Written discourse, therefore, or simply discourse, involves various elements working interdependently to create coherent language. L2 learners need to be made aware of how these different discoursal features operate. Traditionally, however, L2 teaching concentrated solely on the study of the sentence and its constituent parts without consideration for the wider discourse. As Holland and Lewis state, this failure to have learners analyze texts from a discoursal perspective, can promote a dangerous false sense of security “since people who are accustomed to learning a foreign language by way of sentence-level grammar may be overcome by panic when faced with longer stretches of L2 discourse”(1996, p.92). In the analysis of HJ’s text, problems of discourse were indeed evident and in need of improvement. How, therefore, can teachers proceed to incorporate written discourse awareness and analysis into their classrooms and improve the overall writing skills of L2 learners? Answering this question will form the main topic of discussion in this section of the paper.

2.2 Writing Knowledge

According to Tribble, writers need to know four different but interrelated sets of knowledge in order to write effectively:


Content knowledge: knowledge of the concepts involved in the subject area

Context knowledge: knowledge of the social context in which the text will be read, including the reader’s                                 expectations, and knowledge of the co-texts alongside which this new text will be read.   Language system: knowledge of those aspects of the language system(e.g. lexis, syntax) that are                                                necessary for the completion of the task.


Writing process: knowledge of the most appropriate way of preparing for a writing task.  (1996, p.67-68)

Earlier, there was mention of the process approach to writing which acknowledges the fourth set of Tribble’s writing principles. The process approach is based on research into what successful writers do when they write and the processes in which they undertake prior to submitting a final product. Tribble states that the process approach to writing, whose influence is widespread in English language teaching, has lead to positive outcomes such as recognizing the importance of the experiences that learners bring with them into the classroom and helping learners become more effective in generating ideas and texts. He warns, however, that “this may be of little avail if they are not aware of what their readers expect to find in those texts”(1996, p.45). Which leads, therefore, to the importance of   contextual knowledge, knowledge of what the reader expects to find in a given context,  and language system knowledge, those parts of the language that are relevant to the context. In summary, Tribble advocates a writing teaching methodology which combines both the writing process approach and a social/genre approach that is more contextually focused and reader sensitive.


 2.3 Teaching Genres and Common Patterns

The genre of HJ’s text is that of an academic essay, or more specifically an expository essay. According to Tribble(1996), EFL learners at the university level are much more likely to have a need for learning how to write essays, reports, and/or graduate theses than shopping lists, letters to friends, and/or fictional stories. These types of learners therefore need to know what is expected in the essay  genre, for instance, how they are organized and structured(contextual knowledge) and the types of language used(language system knowledge).


Teachers can first begin by drawing the attention of learners to the common textual or rhetorical patterns found in academic essays such as problem/solution, general/specific, compare/contrast, and so on. Hamp-Lyons and Heasly(in Tribble 1996)  have designed a simple task using a short scrambled nursery rhyme containing a problem/solution structure in which learners are asked to try and rewrite in the correct order(see Appendix 3 for an example of the text and activity). Invariably, most learners will compose the same text containing the same order of organization: situation-problem-solution-evaluation. Explaining to learners that predictable structures such as this one are commonly found in English texts is a first step in organizational awareness. White and McGovern provide a similar awareness activity by demonstrating two possible patterns for a compare/contrast essay:

                                                                                                                                            (In Tribble 1996, p.92)

Students could then be given a short authentic text exemplifying a compare/contrast genre and be asked to identify its patterning as either vertical or horizontal. At the same time, students could also be asked to identify the signaling words associated with comparison or contrast.  Holland and Lewis(1996), meanwhile, advocate the value of using diagrammatic representations as an effective method for the teaching and identification of textual patterns. As an example, students would be given a problem/solution text and a seperate sheet of paper with  diagrams representing the different structures(situation-problem-solution-evaluation) which they would then have to fill in(see Appendix 4 for an example of a ‘fill-in the blank’ diagrammatic representation of a claim/counterclaim text).


Once learners have had sufficient exposure to various textual patterns and after they have had practice in identifying them, they can be provided with production tasks. Diagrammatic representations, for instance, is once again recommended by Holland and Lewis(1996) in which learners are first provided with ‘filled-in’ diagrams and then using the diagrams, they compose their own text. After  individual students have written their texts, groups are formed to compare texts and to discuss problems of coherence. Each group is then asked to provide one improved version to be presented to the class. As a final discussion item, the teacher presents his or her own version to be analyzed for comparative purposes. McCarthy(1991) offers a similar activity involving the ‘chaining’ of different segments of text. Here, learners are put into groups in which they are given an introductory topic sentence such as ‘Nowadays, people are getting stressed at work.’. Each person in the group is then given a different segment starter containing signal words. If there are four people in the group, example segment starters could be ‘But the problem is.....’, ‘One possible solution.....’, Another possible answer.....’, and ‘This will lead to.....’.After writing their individual segments, students pool them together and try to create a coherent text.


To help learners identify and understand the expectations of various genres and common patterns, Tribble advocates a research and investigation approach using a large collection of corpus data. A corpus is a collection of texts that have been put together for a particular purpose, for example to represent a type of genre. They are usually stored in an electronic format to be studied with the assistance of a computer. Using the data, learners can investigate the contextual and language features of genres and build their own generalizations. A technique associated with a corpus is concordancing in which a specific word or phrase is printed in the context in which it appears, with a given number of words to the right and to the left of it(for an example of concordancing data drawn from the academic essay genre see Appendix 5). The value of corpus data and of concordancing is that they provide learners with opportunities to do their own research and investigation and to become aware of the lexis and grammar associated with a particular genre. How one word, phrase, or grammatical form is used in one genre may be inappropriate or used differently in another genre. Gwyneth Fox states, however, that the “use of concordances in the classroom is still in its infancy as a language teaching technique”(1998, p.43). Availability of concordancing software programs and/or concordancing textbooks is still very much limited. Still, its potential for successful language learning and writing as summarized be Willis, is promising:

The analysis activities encourage learners to process text more closely, to systematize their knowledge and to look out for similar examples....learners are more likely to notice and reflect on further occurrences of the language items that have been made salient through study of the concordances. This process should lead to the development of the learner’s interlanguage. (1998, p.63).

2.4 Teaching Clause-Relations and Cohesion  


The teaching of clause-relations and of cohesion can also operate within an awareness, identification, and production cycle. Once again, scrambled or jigsaw texts and chaining activities are of recommended use. Holland and Lewis(1996) have designed a jigsaw task focusing on clause-relations in which a short text consisting of about 8 clauses is separated into the 8 clauses and cut into short strips of paper. In groups, students move the strips of paper around until they agree on the correct order. As they do so, students are also asked to analyze the textual clues and the cognitive processes which helped them to realize their chosen conclusion. Similar to his chaining activity that was designed for larger patterns, McCarthy(1991) advocates an activity in which learners are provided with  an opening sentence and a concluding sentence where group members are each given a segment starter containing a lexical clausal signal. A group of 5 students, for example, could each be given starters such as ‘The result is.....’, ‘Nonetheless.....’, ‘For instance.....’, ‘In addition....’, and ‘Therefore....’. After each has completed their segment, the group discusses the appropriateness of their created sentence and then tries to agree on a correct sequence that is coherent. In another jigsaw-type task, McCarthy(1991) asks teachers to give students a short segment of text to which they have recently been exposed and to which they have completed activities but is now  scrambled and divided into individual sentences or short segments. If the text consists of 10 sentences, half the class receives the odd-numbered sentences in order(1,3,5,7,and 9) while the other half of the class receives the even-numbered sentences in order(2,4,6,8, and 10). Working individually, they then try to rewrite the  missing sentences. This means that the group who received the odd-numbered sentences would compose the even-numbered sentences to try and create a coherent whole and vice-versa. Once this is accomplished, the original sentences are discarded and a member of the odd-numbered group finds a member of the even-numbered group to which they then combine their sentences. Together, they try to construct a coherent and cohesive whole.


Most of the clause-relational activities mentioned above not only involve the awareness and development of cognitive relations between segments of text but also involve cohesive elements such as reference, conjunction, and lexical cohesion. Realization of and discussion of such elements inevitably occur in the process of completing such tasks. More explicit activities focusing on cohesion, however, are also commendable. One recommendation offered by Nunan(1999) is to simply provide learners with a short text with referring words such as ‘they’ and ‘it typed in boldface and to have them find their reference. In a similar fashion, as advocated by Holland and Lewis(1996), groups of learners are given a text with given words ‘boxed-in’ so that they must draw a line to and then circle the other end of its reference or references. Following this, the teacher, through the use of a overhead projector and a transparency sheet of the same text, collects students answers(for an example of a text sheet containing ‘boxed-in’ words see  Appendix 6). Nunan(1999), in relation to the problem of unnecessary repetition, asks teachers to supply learners with an altered text containing repetition errors and to have them use cohesive devices to improve its discourse. After learners are satisfied with their alterations, the original text is offered for comparative analysis(see Appendix 7). To identify lexical cohesion through the use of synonymy and paraphrase, Redman and Ellis(in McCarthy 1990) offer a simple task where learners are provided with a text and a separate sheet of paper containing a list of words from the text labeled ‘first-mention words’ which they must then match to a synonymous ‘second-mention word’ found in the text(see Appendix 7).


Nearly all of the above discourse-related activities can be said to exemplify a ‘demonstration’ approach to the teaching of written discourse as opposed to an ‘explanation’ approach. According to Holland and Lewis, ‘demonstration is generally far more effective than explanation....[since] describing discourse in any detail inevitably involves a fair amount of complex metalanguage which is more likely to confuse and demotivate learners than to enlighten them”(1996, p.110). The motivating power of the activities lie in their problem-solving and interactive nature. Cooperatively working together, learners discuss, analyze, and discover the ‘rules’ of coherent discourse for themselves.

Conclusion


Language as a whole, including discourse, is a complex phenomena. Until fairly recently, it has been presented in an overly simplistic manner using artificial samples of text focusing largely on the level of the sentence. A broader and more authentic exposure to and understanding of language and discourse, however, is what a L2 learner needs in order to successfully communicate in the target language. As Cook states, “Communication is so complex an interaction of mind, language, and the physical world that it can be disconcerting to try to deal with it all at once. Yet we should not forget that communication does involve handling everything together, usually at high speed, and that this is what a successful language student must eventually be able to do”(1989, p.83). In terms of written communication, therefore, learners not only need to master the grammar of the sentence, but the discourse of the whole as well. Problems at the level of discourse lead to incoherent texts as was confirmed in the analysis of HJ’s text. The higher the level of communication on the discoursal hierarchy, the more problematic and incoherent was the text. While problems of cohesion were fairly minimal, problems at the level of clause-relations, textual patterning, genre, and reader expectation were significant. This suggests an approach to the teaching of writing which advocates the importance of the wider social expectations of various texts. This means an understanding of not only the contextual factors but also of the most common language expected in those contexts. Through motivating tasks based on jigsaw-text, segment chaining, and concordancing which involve group interaction, problem solving, self-discovery, and skills integration, learners can better understand these expectations and produce more coherent compositions. Combining these with activities designed to promote knowledge of the different stages of the writing process such as pre-writing, drafting, revising, and editing will ultimately enhance and lead to an effective writing pedagogy. Research and practice into how such a combination can best be accomplished will prove to be an important objective in L2 teaching in the years to come.
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Appendix 1
Stress at work

(1)We live in a material period.(2) So most of us have a job and make money for living. (3)We know we need a job but we also want to feel free about working. (4)But a lot of people are not enjoying work and getting stressed at work.

(5)According to the doctors, because of stress at work a lot of men are dying in their thirties of 

forties. (6)They warn that it is very serious and getting worse. (7)They also say that it is very important not to get stressed at work.

(8)When we think how important to work without stress, we get to think about how we can get 

through this. (9)So I am going to write why we get stressed at work and suggest how we con get 

though that kind of things.

(10)Why do we get stressed at work? (11)Most of all we get stressed by coworkers. (12)They can be in a higher position than you or people who bother you. (13)They can talk stupid things to you or make you upset. (14)And they don’t let you alone.

(15)Second we get stressed because we think we don’t have enough ability to do things. (16)We usually want to be perfect at work and do things very easily and quickly. (17)We want that everything goes well and smoothly. (18)But it’s rarely happening and we think it’s so hard to work at our work.

(19)Third  we get stressed because we are not satisfied at our work. (20)We often think if I learned more about the other things I could got better job and I would do very well. (21)We think another people who have better jobs are working without stress and even make so much more money than us.

(22)Then how  can we get through out stress at work? (23)The most important thing that I want to say is changing our thinking. (24)As soon as we change our thinking we will feel how different they are. (25)How can we change it?

(26)First we get to know nobody can affect us if we don’t let them do. (27)We meet a lot of people in our life but we meet few people who effect our life. (28)Sometimes we meet some coworkers who are stupid and selfish but if we think they are nothing in our life, we can be free form them. (29)They can make us waist our time sometimes we can think we are spending time to kill a fly which is interrupting work or study then. (30)We meet a lot of people even though we don’t want but we can choose people who can affect our life.

(31)Second we don’t need to compare another people with us. (32)There are no exactly same person in this world. (33)We can easily think other people have more ability and will do better work than us. (34)Yes, they can be better than you in one side but not in the other side. (35)Everybody has their own ability. (36)So we have to try to do our best because we have our own good  thing. (37)We get to know that somebody who tries to do his best can work well best.

(38)Third I want to say that every job have good side and bad side. (39)If we start to see good things about our work we can find a lot of things. (40)If we don’t satisfied with our own work now we can’t satisfied with another work eighter. (41)Some people can make money easily but they could miss how important to save money and to share things with another people. (42)Somebody who can easily go travel all the time they couldn’t feel how beautiful to travel with family like us.

(43)There are a lot of things to give stress to us. (44)But we have freedom to decide if we get stressed or not. (45)When we change eyes to see things we can be free from stress at work.


Appendix 2

Job-Related Stress

(1)The modern world is highly materialistic. (2)As a result, most of us need a good-paying job in order to make a decent living. (3)At the same time, we want to enjoy and be happy with our job. (4)A lot of people, however, are not happy and do not enjoy their work and therefore suffer from job-related stress. (5)According to some doctors, people in their thirties and forties are dying because of job-related stress and warn that the situation is getting worse. (6)It is therefore important to find solutions to this problem. (7)In this brief essay, I will first begin by explaining 3 sources of work stress and then proceed to offer a solution to each source. 

(8)Why do we suffer from stress at work? (9)The most important cause of stress is our relations with co-workers, especially bosses and people in higher positions. (10)They constantly bother you and constantly demand results from you. (11)They can also say things that you do not agree with which may lead you to feel upset. (12)Because they never leave you alone, you never feel free.

(13)A second source of work stress is related to the feeling that we are not perfect at our job. (14)We want to be perfect at our job and by comparing ourselves to others we feel that we lack certain skills and talents that would make us better. (15)While we know that we have to work hard to become perfect, our deepest wish is for our job to be easy. (16)We want to accomplish tasks quickly and for things to function smoothly without too much effort. (17)These wishes, however, rarely happen and we consequently feel stressed that we have to work harder in order to become better and more perfect at our job.

(18)Thirdly, we get stressed at work because we are not satisfied with our present job. (19)We want to have another better job. (20)We often think that with a better education we could get a better job. (21)We also think that people with better jobs make more money than us and work in stress-free environments.

(22)How, therefore, can we find solutions to these 3 sources of stress? (23)Most importantly, is to change our thinking. (24)As soon as we change our thinking, our feelings towards stress can also change. (25)Now, let’s examine each of the above sources of stress and discover how we can change our thinking towards them.

(26)In connection to our relationships with co-workers, we need to realize that no one can affect us if we choose not to. (27)While we may meet a lot of people during our lifetime, only a small number of them will prove to be important and significant to us. (28)Some co-workers who you think are stupid and selfish, for example, can be viewed as insignificant and because they are insignificant, we can choose to feel stress-free from them. (29)Therefore, although we may meet and be forced to interact with people we would rather not to, we nonetheless have the power to choose who may or may not affect us.

(30)In relation to stress caused by our need to be perfect at our job, a solution could be to stop comparing ourselves to others. (31)We are all different and nobody is exactly the same. (32)While one person may be better than you in one aspect, you may be better than them in another aspect. (33)Everybody has their own talents. (34)As a result, we have to do our best with the talents that we have. (35)In this way, we can feel good about our work and feel integrity in the fact that we tried to do our best.

(36)As to stress caused by job dissatisfaction, we can think that every job has its good points ans bad points. (37)If we start to see some good things about our job, we can begin to see some of its value. (38)If we are not satisfied with our job now, we will also not be satisfied with another job either. (39)Even high paying jobs with lots of travel opportunities have their bad points. (40)A person in such a job may fail to see the hard-earned value of saving money or the value of sharing with others and while that person may get to travel a lot, he or she may take it for granted, especially when the opportunity arises to travel with family.

(41)A lot of things, therefore, lead to job-related stress. (42)However, we have the freedom to choose to be stressed or not. (43)If we change our view of stress, we can be free of it.   
� See Appendix 2 for a full revision of the HJ text.


 





