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COMMUNICATING SCIENCE:
ESP STUDIES AT THE OUTSET OF THE 21st CENTURY

Pedro Martin Martin and
Label K. Leén Pérez,
guest-editors






INTRODUCTION

English for Specific Purposes (ESP) is now a firmly established sub-disci-
pline in Applied Linguistics with research in this area making an important contri-
bution to teaching. Over the last four decades ESP research has seen a number of
changes in focus from the early studies in Register Analysis in the 1960’s, through
work in Rhetorical Analysis in the 1980, to Genre Analysis, the current dominant
paradigm. Each of these approaches had its own methodology. The early work on
register used needs analyses as a basis of syllabus design; the New Rhetoricians drew
on insights from other disciplines as well as Applied Linguistics. The Genre Ana-
lysts examine not only representative texts of a particular disciplinary community,
but also the physical situation in which they are produced. Analysis, therefore, has
become more ethnographic and genre is conceived as a dynamic phenomenon,
subject to change and adaptation by the participants, in accordance with the social
purposes that the academic context demands. The notion of discourse community
has thus become central to an understanding of how genres are framed.

With the advent and refinement of computer-based corpora it is possible
nowadays to relate the quantitative data that emerge form concordance analysis to
discourse features of texts. The impact of new technologies has also led to the crea-
tion of new genres, such as e-mail, postings on electronic lists or e-logs (see, for
example, Nancy Lea Eik-Nes’s contribution to this volume), which call for research
and pedagogical responses. Two other areas, namely critical approaches to research
and discourse (Benesch; Canagarajah), and cultural differences (Ostler; Salager-
Meyer, Alcaraz Ariza, and Pabén Berbesi) are having an increasing influence on the
development of ESP studies.

We must recall at this point that ESP, as Dudley-Evans and St John note,
has traditionally been divided into two main areas: English for Academic Purposes
(EAP) and English for Occupational Purposes (EOP). While EAP is concerned
with the language taught in specific disciplines (e.g. biology, psychology, linguis-
tics), EOP refers to English that is not for academic but for professional purposes,
that is, the language taught in administration, law, business or medicine. We may
thus distinguish between studying the language and discourse of, for example, medi-
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cine for academic purposes, which is designed to help medical students while they
are undertaking undergraduate or postgraduate study, and the language taught for
professional preparation (occupational purposes), which is designed for practising
doctors. Nevertheless, Flowerdew and Peacock argue that a distinction between
these two branches of ESP in not clear-cut, since a lot of work carried out in higher
education is preparation for the professional occupations that students are likely to
take up when they graduate and, therefore might be also classified as EOP.

Be that as it may, the fact that English has been well established nowadays
as the language of international scientific and technical communication has led,
unsurprisingly, to an increasing concern for the teaching of English with the spe-
cific aim of helping learners to study and conduct research in that language. Hyland
and Hamp-Lyons (2) go beyond the idea of preparing students to read and study in
English to developing new kinds of literacy, equipping them with the communica-
tive skills to participate in particular academic and cultural contexts “by grounding
instruction in an understanding of the cognitive, social and linguistic demands of
specific academic disciplines.” The educational response to this phenomenon at
university and other academic settings has been the rapid expansion of EAP through-
out the world. The growing interest in EAP research activity in a variety of situa-
tions is reflected in the numerous papers that are frequently presented at interna-
tional conferences related to EAP (or with special sessions on ESP), and in the
increasing number of research articles featured in Applied Linguistics journals, par-
ticularly, English for Specific Purposes and the Journal of English for Academic Pur-
poses. Much of the research reported in these publications has shown that academ-
ics have specific communicative needs which are defined by the social context
(education, values, expectations) and rhetorical practices of their particular disci-
plinary communities.

The increasing pressure to publish internationally that is brought to bear
on users of English as an additional language has provided the impetus for research
primarily concerned with the academic discourse conventions of English. The ob-
jective is to help these scholars to publish and communicate their research in inter-
national fora (see, for example, Burgess and Martin-Martin). There have also been
pedagogical demands on the EAP community that have grown out of the need for
materials at different levels. EAP has expanded its scope from courses aimed at
undergraduates to the teaching of English in the academy at all proficiency levels
(see Jo Lewkowicz’s work on Masters’ theses, this volume), including the training of
non-English speaking background scholars who teach, carry out research and pub-
lish in this additional language.

As laudable as the contributions of EAP researchers and practitioners may
be, it should be made clear that that the dominance of English as the international
scientific language is not without negative consequences. The imposition of the
rhetorical conventions favoured by the English-speaking community has led to the
loss of academic registers and genres in some minority languages and has clearly put
at a disadvantage those scholars who use English as an additional language; particu-
larly those who work “on the periphery” (see Ray Cooke and Susan Birch-Becaas,
this volume).



Following two previous special issues of the RCEI journal entitled
“English(es) in the Academy” (no. 44) and “Writing in a Global Context” (no. 53),
the present issue brings together a collection of papers by major researchers from
various international institutions, who were invited to contribute papers on the
latest ESP trends, particularly research into writing in academic settings. Most of
the authors in this volume argue that there is a general lack of specific guidance to
writers as to how to tackle the rhetorical conventions which allow them to meet the
expectations of the members of the international scientific community; and all the
authors without exception have in common as their prime concern offering assist-
ance to novice writers, and especially non-native speakers of English, with the ac-
quisition of the necessary rhetorical skills to produce successful academic writing in
English.

A key stage in publishing a research paper is the peer review process. Christine
Feak comprehensively describes this process in the opening article. She terms it a
complex genre cluster made up of reviewer reports, submission letters and the au-
thor’s responses to the reviewers (ARRs). It is this latter type of texts precisely that
Feak explores in her paper. She starts by discussing the place of ARRs within the
research article (RA) network. Drawing on a corpus of ARRs, in the subfield of
Thoracic Surgery, submitted by authors affiliated to various Anglophone and non-
Anglophone institutions, Feak analyses the move structure of the available data and
proposes a typical ARR model. She finally examines some of the salient linguistic
features of the texts, and offers a comparison of ARRs written by researchers from
different academic cultures. Apart from the usefulness of Feak’s study for authors
facing the task of writing an ARR, her work also illustrates the interesting aspect of
cultural variation in politeness strategies used in academic settings.

Despite the difficulties that novice writers from English-speaking back-
grounds may experience when writing up research in English, it is unquestionable
that this represents a more daunting task for non-English speaking background
writers. To begin with there are obvious linguistic differences related to linguistic
typologies. A case in point are speakers of Chinese languages in Greater China,
which has the largest number of learners of English in the world and where English
is becoming increasingly relevant at all educational levels. David Li takes up this
issue in the next article in this volume. He discusses the main typological and lin-
guistic factors which impact on acquisition for Chinese EAP students. Through the
contrastive analysis of the learners’ language output, the author focuses on the most
salient lexico-grammatical deviations from EAP, which he sees as arising in part
from cross-linguistic influences from the learner’s mother tongue. This contribu-
tion implicitly raises the issue of the need for a greater tolerance of different rhetori-
cal styles in international publications, given the fact that is now used across na-
tional boundaries.

The study of the writing practices of postgraduate students, who use Eng-
lish as an additional language, is the focus of attention of the next two contribu-
tions. Nancy Lea Eik-Nes looks at how Norwegian engineering students negotiate
their identities in their disciplines through the writing of logs. Using Hyland’s model
of interaction in academic discourse, the author examines the textual signs of sub-
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jective interaction in the paper logs and e-logs submitted by doctoral students in an
academic writing course and then compares them with Hyland’s data obtained in
his previous analysis of linguistic markers of interaction in RAs related to the disci-
pline in which these students were engaged, with the ultimate purpose of establish-
ing the degree of interaction in the logs. Her results reveal some typological differ-
ences and a higher degree of interaction in the logs, particularly the e-logs, than in
the RAs. The author, however, points out the need of a qualitative analysis to better
account for the results obtained. In any case, what remains clear is that the practice
of “dialogging,” as the author puts it, may well represent a means of facilitating
student development in academic writing.

Jo Lewkowicz’s essay stems from the same concern with assisting students
who use English as an additional language, on this occasion, in the demanding task
of writing their Masters’ theses in English. Her study explores the rhetorical struc-
ture of the concluding section of Masters’ theses written by Polish Applied Linguis-
tics students and then compares it with the typical rhetorical moves of English
theses as described in the literature. The results of her research show a great variabil-
ity in how conclusions are written, a variability she relates to the specific context in
which they were produced. A key element in this context is specific advice on how
to write a thesis. The author notes major differences between the advices given in
the two languages. In the light of the results obtained, Lewkowicz concludes by
questioning the validity of adhering to writing conventions considered as appropri-
ate in English-medium universities in contexts such as the Polish university system.

Within the same contrastive rhetoric tradition, our paper moves on to the
analysis of the prevalent rhetorical practices of professional writers from two differ-
ent cultural environment and disciplinary domains. Due to the increasing pressure
to publish scientific articles, unsurprisingly, academics need to use a series of rhe-
torical strategies which help them promote their research and thus convince their
peers of its importance in order to get their papers accepted. Our study looks com-
paratively at the use of promotional strategies in the introduction section of RAs
written in English and Spanish in the two related subdisciplines of Clinical and
Health Psychology, and Dermatology. The results reveal that, in general terms, the
English texts present a higher degree of rhetorical promotion in both fields, al-
though some degree of cross-disciplinary variation was also found. This indicates
that in shaping the rhetorical and promotional features of the genre in question,
when discipline and national cultural factors interact, the latter tends to override
the influence of disciplinary conventions.

With a very explicit pedagogical concern, the final contribution in this
issue also addresses the topic of how academics manage to get their work published.
Ray Cooke and Susan Birch-Becaas investigate, in particular, the resources avail-
able to non-native English speaking (NNES) graduate students and academics to
facilitate their access to the “gate-kept” world of publishing in English. After dis-
cussing some of the obstacles that NNES researchers face in order to get their work
accepted for publication in English-language journals, the authors turn their atten-
tion to the notion of human-computer interaction by discussing the digital materi-
als and procedures used until now as to meet the requirements of NNES scientists,



and end up by describing an innovative web-based writing tool (Type Your Own
Script) which, on the basis of the corrected first drafts of Francophone researchers
who eventually succeeded in publishing their papers in international journals, illus-
trates how scientific writing functions by drawing the learner’s attention to the
linguistic and rhetorical features that typically pose problems. It is worth highlight-
ing here the fact that the writing models to imitate are not longer those of L1
English-speaking authors. An approach such as this, apart from offering unques-
tionable benefits to French-speaking academics and students, also problematises
the Anglophone cultural ethnocentrism which leads to the judging of textual pat-
terns other than those used by English-speakers as, in Ostler’s terms, anomalous.

To conclude, we would most sincerely like to thank all the guest-authors
for their insightful contributions to this special issue. At the very outset of this new
century, it represents a modest step forward in ESP research, a field still firmly
grounded in practical education needs.

Pedro MARTIN MARTIN
Isabel K. LEON PEREZ
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NEGOTIATING PUBLICATION:
AUTHOR RESPONSES TO PEER REVIEW
OF MEDICAL RESEARCH ARTICLES
IN THORACIC SURGERY

Christine Feak
University of Michigan

ABSTRACT

A variety of genres can be found within the genre cluster of journal article publication.
Some of these genres are open to public view (e.g. the research article). Others such as peer
review comments, however, are occluded or visible only to the authors themselves and tend
to be under-researched. Although peer reviewer comments have been the focus of increas-
ing research, little work has been done on author responses to reviewers (ARRs) and editor
commentary. This paper presents an initial analysis of a corpus of author responses in
thoracic surgery and attempts to highlight some key characteristics of these texts.

KEY WORDS: Peer review, publication, medical research article, author response, genre cluster.

RESUMEN

Dentro del macrogénero vinculado a la publicacién de articulos cientificos pueden distin-
guirse diversos géneros, entre los cuales algunos son de libre acceso al publico (el propio
articulo, por ejemplo) y otros, como los comentarios de los revisores, son, sin embargo,
privados o sélo accesibles para los autores, por lo que generalmente no son objeto de andli-
sis lingiifstico. Aunque existe un interés cada vez mayor por los comentarios de los evaluadores,
atin son escasos los estudios sobre las respuestas de los autores a los comentarios de revisores
y editores. Este articulo presenta el andlisis preliminar de un corpus de respuestas de autores
en la especialidad de cirugia tordcica con el objetivo de describir los rasgos caracteristicos de
este tipo de textos.

PALABRAS CLAVE: evaluacién por pares, publicacién, articulo médico cientifico, respuesta del
autor, macrogénero.

1. INTRODUCTION

In 1996 the term “occluded genre” was introduced by Swales to describe
academic texts that were hidden from public view, but were nonetheless an impor-
tant part of the genre network of scholars and researchers (Swales 46). Today one
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might reasonably argue that truly occluded genres may be few in number since it
seems almost any kind of text can be found on the Internet. Even so, whether a
genre is fully or partly occluded, the challenges of composing such texts remain.
Academic genres that have been identified as occluded include personal statements
(Ding 369), tenure reports (Hyon 176), and letters of recommendation (Precht
242), some of which may be part of a larger cluster of occluded texts contributing
to hiring, promotion, or tenure decisions. Yet another occluded genre cluster is that
associated with the publication of research articles (RAs) (See Fig.1).

Journal Editor
Letters

Published
Articles

Reviewer
Evaluations

Response to
Reviewer
Letters

Submission
Letters

Conference
Abstracts

Conference
Presentations

Responses to
Reviewers

Proposals

Journal
Article

Figure 1. A Possible Publication Genre Cluster.

1.1. THE PEER REVIEW PROCESS

Peer review is a “resource intensive process” that relies on the efforts of
unpaid, expert volunteers to evaluate manuscripts submitted to a journal for publi-
cation (Jefferson, Wager, and Davidoff 2790). As a gatekeeping activity, peer review
has been part of the journal publication process for over 200 years and has “achieved
near universal application” (Jefferson et al. 2787) among journals. While there is
some variation in how journals conduct peer review, most aspects of the process are
similar from one journal to the next. The review process begins when an editor
receives a manuscript, at which point there may be a “desk rejection”,! perhaps

! Desk rejection practices vary according to discipline. While in the humanities only roughly
10% of journal editors accept or reject manuscripts without peer review, in medicine editors likely
review all manuscripts (Mulligan 137).



based on a reading of the abstract alone (Swales and Feak 2). Reasons for desk
rejection include excessive length, a topic of little current interest, and, most im-
portant, a poor fit between the content of the submitted manuscript and the focus
of the journal (Shugan 592). Top journals, such as Nazure, reject nearly 60% of
manuscripts without further review (Greaves et al. n. pag.). If a manuscript survives
this first stage, it is then sent to typically two or more reviewers, ideally experts in
the specific content area of the manuscript, chosen by the editor “to comment
anonymously and confidentially” on the merits of the paper (Greaves et al. n. pag.).
Manuscripts may undergo double-blind review (the manuscript author and the
reviewers names are not revealed), anonymous review (the author’s name is known
to the reviewers, but the author does not know the reviewers’ names),” or transpar-
ent review (the manuscript author and the reviewer names are revealed) (Fortanet
27). The manuscript is evaluated by the reviewers, often based on a set of criteria or
questions provided by the journal, prompting the reviewer to consider such aspects
as potential interest among journal readers and the contribution of the work to the
field. After considering the reviewers’ comments and recommendations, the editor
then decides whether to accept the manuscript as is or with minor revision (very
rare) (Jackson 908); reject (the decision for 90% or more of papers submitted to
some journals [Miller and Harris 76]); or “invite” the author to revise and resubmit
(with the likelihood of a review of the revised paper).

While most authors would like to have their work accepted as is or with
only minor revision, most papers that are eventually published fall into the “revise
and resubmit” category. An invitation to revise is not a guarantee of publication;
rather it is an indication that the manuscript has the potential to be published, if it
can be sufficiently improved to meet the expectations of the reviewers and editor.
Upon receipt of the reviewers and editor’s comments, the author must decide
whether to pursue publication in light of the commentary or withdraw the paper
from further consideration, a decision that depends on whether the amount or
nature of the revision is deemed reasonable, feasible, or worthwhile. If the author
chooses to revise, the revision is eventually again submitted along with a response
that outlines how the manuscript was revised. This response along with the revised
article is generally sent to the original reviewers who re-evaluate the manuscript.

In order to successfully revise their manuscripts, authors who receive a “re-
vise and resubmit” evaluation must, of course, understand the motivation underly-
ing the comments and the exact nature of the changes being suggested (Gosden,
“Give” 88). Overall, the editor’s goal in obtaining reviewer comments on these
papers is to improve their quality and maintain the quality of the journal (Belcher
4). To this end, the one section of the RA that receives the greatest scrutiny is the
discussion of the study findings. Gosden (“Give” 93), for example, found that nearly
one-third of all reviewer comments focused on that section of the papers in his
study. The next largest group of comments focused on technical details (confusion,

? Authors who are well known can often be identified despite blinding (Justice et al. 240).
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errors, or insufficient detail therein), followed by questions regarding claims. Refer-
ences are also sometimes the target of questions, while formatting and organization
less so.

Other studies of reviewer reports have characterized the discourse of
gatekeeping as contentious (Gosden, “Thank” 5) and questioned the effectiveness
and the fairness of peer review (Belcher 4). Still others have examined reviewer
reports with a view toward helping researchers understand and interpret them
(Fortanet 29; Gosden, “Thank” 88). While these studies have raised some very
interesting issues in relation to peer review, the reviewer report is only one text in
the genre cluster connected with the review process. Indeed, other texts relevant to
the peer review process include the submission letter and more important the au-
thor’s response to the reviewer comments. Although this latter text may be consid-
ered secondary to the more central task of writing the RA, the response is nonethe-
less a significant part of the publication process as it can and does influence the
likelihood of publication. General advice as to how to respond to reviewers com-
ments can be found by searching the Internet or reading the author guidelines of
some journals. Typically, this advice encourages authors do the following in their
responses.

— Thank the reviewers and editor for their efforts.
— Respond to each point raised by the reviewers and editor.
— Indicate clearly how each point has been addressed.

Also, authors are reminded that their responses should be viewed as a polite
conversation with the reviewers and editors in which changes are negotiated and
discussed in a polite, professional manner (Benfield and Feak). Indeed, it has also
been suggested that getting published involves a dialogue between reviewers and
authors (Gosden, “Thank” 10). In the end the process is really all “about relation-
ships and courtesy is appreciated” (Emerald Group Publishing).

While the recommendations are useful as an initial starting point, how
they should in fact be implemented remains unclear. For instance, at a macro level
the recommendations do not provide guidance regarding the extent to which a
manuscript author should adopt the reviewers’ and editor’s suggestions for change.
At a micro level, the recommendations give no indication of the characteristics of a
good or adequate response to a comment. This lack of specific guidance to authors
suggests the need for research that can shed light on the construction of these texts
with a view toward providing assistance to those unfamiliar with their varied com-
municative purposes (Gosden, “Give” 88; Cargill and O’Connor 215). Indeed, as
Gosden (“Thank” 4) points out, novices are at a disadvantage when expected to
write a response to reviewer comments.

To address this need, this paper describes some preliminary research on the
author response to reviewers (ARR). The focus of this research is a corpus consist-
ing of ARRs written in connection with papers submitted to a top journal in tho-
racic surgery. Drawing from this small corpus of ARRs, this paper will discuss the
place of ARRs within the RA genre network, propose a move structure, examine



some of their salient linguistic features, and offer some comparison of ARRs writ-
ten by authors of different academic cultures.

2. THE CORPUS

The corpus is a subset of a larger collection of manuscript “jackets” (files)
of published papers on a subspecialty of thoracic surgery that were submitted to the
Annals of Thoracic Surgery’ between 1997 and 1998. The manuscripts, all of which
were eventually published, originated from medical institutions in Anglophone and
in non-Anglophone countries. The files include all letters, manuscript drafts, and
reviews produced in connection with those manuscripts and were generously made
available to the author for the purposes of preparing materials for a series of work-
shops on writing for publication in thoracic surgery. The corpus analyzed for this
study consists of all (N=16) ARRs connected with published articles that were first
submitted in 1997, but not necessarily published in that year. Of the 16 published
articles 6 were submitted from Anglophone countries (3 from the United States; 2
from Canada; 1 from Australia). The remaining ten papers originated from institu-
tions in the following countries: Japan (4), Taiwan (1), Austria (2), France (2), and

the Netherlands (1).

3. ORGANIZATION AND CONTENT

A cursory analysis of the ARRs pointed toward some potential categories
that might reveal a move structure: greeting, expression of gratitude, response to
reviewer comments, statement regarding “publishability”, statement regarding will-
ingness to make further changes, and close. A closer analysis revealed, however, five
approaches to responding to reviewers. Some ARRs are letters that include within
the body author responses to the reviewer comments; some ARRs consist of a cover
letter and a separate list of all responses to the reviewers; others are a hybrid in
which some author responses are in the body of a letter (usually those to the editor
and/or those addressing points easily dealt with such as shortening the title) and
some responses in a separate list; finally some responses are merely lists with no
accompanying letter and in this corpus one ARR was a resubmission letter with no
clear response to any reviewer or editor comments. Given the differences and the
small sample, a defensible move structure cannot be proposed. Nonetheless, it is
still interesting to look at how the different ARRs that included letters were struc-

3 “The Annals of Thoracic Surgery provides outstanding original coverage of recent progress
in chest and cardiovascular surgery and related fields. As the official journal of two of the largest
American associations in its specialty, this leading monthly enjoys outstanding editorial leadership
and maintains rigorous selection standards.” (<http://www.elsevier.com/wps/find/journaldescrip-
tion.cws_home/505747/description#description>).
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tured. Table 1 shows the different kinds of responses along with the number of
exemplars for each.

TABLE 1. RESPONSE STYLE

ANGLOPHONE ~ NON-ANGLOPHONE ~ TOTAL

(N=6) (N=10) (N=16)
Letter including responses to reviewers 5 3 8
Letter (with no responses to reviewers) + separate list 1 1
Hybrid (letter including some responses and separate list) 1 3 4
No letter —list of responses only 2 2
Letter only with no discussion of reviewer comments 1 1

The choice of format seems to be largely dependent not so much on the
number of actual changes made, but the nature of the requests for change. For
ARRs that included the response in the body of the letter, the number of changes
addressed in the Anglophone letters ranged from 6-21, while for the manuscripts
from non-Anglophone writers the range was from 6-14. Most of these changes
were straightforward, focusing mainly on shortening the text, title, and abstract;
reducing the number of citations; adding details on patients; changing figures; or
rewording statements identified as being unclear. In many cases the responses con-
sisted of as little as one word such as done or at most 3 sentences. As revealed in the
Table, the majority of letters from Anglophone institutions were complete letters,
suggesting that the manuscript authors had no significant changes to make to their
texts.

The reasons for the choice of letter with a separate list or a hybrid could not
be determined. However, for these two formats, authors wrote at least one lengthy
response to a reviewer comment in the separate list, ranging from 5 to 12 sentences.
The hybrids differed from the letter with list response in that the hybrids dealt with
the more superficial or seemingly easy changes addressed in the body of the letter
(similar to those found in the letter only form). Thus, in the body hybrid letters
dealt with such issues as formatting, reductions in abstract or paper length as well as
the number of references. More substantial issues, for instance why patients were
not prone to developing a particular complication (i.e. air leak) were dealt with in
the separate list. In regard to the last two approaches, why one author addressed no
reviewer comments directly and why two authors wrote no cover letter for their
lists of responses cannot be determined from the corpus.

Tables 2-4 show the organization of the three different types of response
letter.



TABLE 2. LETTER WITH RESPONSES TO REVIEWERS IN BODY

ANGLOPHONE NON-ANGLOPHONE
(N=5) (N=3)
Greeting 5 3
Opening
Statement of thanks
For revise and resubmit decision 2 2
For editor and reviewer comments 1
Administrative
Enclosures* 3 2
Revision activity 1 2
Identification of manuscript by title 4 2
Identification of journal 1
Response
Announce response 2 1
Explanation in relation to editor comments 1 1
Discussion of reviewer comments 5
Agreement with reviewers 6 3
Disagreement with reviews 3 2 v
. N
Closing
Discussion of other business 9
D]
Improving figures 1 Z
O
. &
Other papers submitted 1 )
o
Statement that paper is ready for publication 2 oc
. . T
Statement of hope that paper is ready for publication 3 2 5
<
Statement of thanks =
For revise and resubmit 1 1 <
. . =
For editor and reviewer comments 2 aa)
i)
a
Letter close 5 3 o
Z
* Note: All of the manuscripts were submitted in hard copy since electronic submission was not possible at the time. E
=
@)
0

NEC
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TABLE 3. LETTER AND SEPARATE LIST OF COMMENTS INCLUDED
(NO SUCH LETTERS FROM ANGLOPHONE INSTITUTIONS)

Greeting 1
Statement of thanks/gratitude 1
For revise and resubmit decision 1
For editor and/or reviewer comments 1
Administrative
Statement regarding purpose 1
Enclosures* 1
Identification of manuscript by title 1
Identification of journal 1
Closing
Statement of hope that paper is ready for publication 1
Statement of thanks 1
For revise and resubmit 1
Statement about further revision 1
Letter close 1

* Note: All of the manuscripts were submitted in hard copy since electronic submission was not possible at the time.

TABLE 4. HYBRID

ANGLOPHONE NON-ANGLOPHONE
InsTrTUTIONS (N=1) InsTITUTIONS (N=3)
Greeting 1 3
Opening
Statement of thanks 2
For revise and resubmit decision 2
For editor and reviewer comments 2
Identification of manuscript 1 3
Identification of journal 1
Response
To editor 2
Simple changes 1 3
Closing
Statement that paper is ready for publication
Statement of hope that paper is ready for publication 1 1
Enclosure (reference to list)* 1 2
Letter close 1 2

* Note: All of the manuscripts were submitted in hard copy since electronic submission was not possible at the time.



Based on the data available, it seems a typical ARR would look something
like this.

Dear Dr.

Thank you very much for your invitation to revise and resubmit our manuscript
entitled PAPER TITLE. We have revised the paper in accordance with your com-
ments and those of the reviewers. Specifically, we have done the following.

1. Explanation of how suggestion for revision was handled
2. Explanation of how suggestion for revision was handled
3. Explanation of how suggestion for revision was handled

(Alternatively: The changes are detailed in the separate list)

We hope that we have adequately addressed your concerns and that the paper is
now ready for publication.

Sincerely,

Some tentative conclusions can be drawn from Tables 2-4 above. First,
most authors include the titles of their papers in their ARRs. This, of course, is a
great help to the editor as well as the original reviewers, who cannot be expected to
remember which paper was written by a particular author, given the number of
manuscripts they regularly deal with. Also, as indicated by Gosden (“Give” 11), an
expression of thanks (either for the reviews themselves or the opportunity to revise
and resubmit) seems to be part of professional etiquette. Interestingly, only one
author, whose letter organization is given in Table 2, clearly indicated a willingness
to make further changes to the manuscript, if necessary. Finally, disagreement with
the reviewers is acceptable and will not prevent publication.

4. RESPONSE STYLE

Authors fashioned their specific responses to review comments in a variety
of ways. As shown in Table 5, few authors elected to respond separately to the edi-
tor’s commentary, which was present in the editor’s decision letter. All but one of the
responses from an Anglophone institution, but none from non-Anglophone institu-
tions, were mixed, meaning that some responses were directed at a specific reviewer,
while others were not targeted. Authors from non-Anglophone institutions instead
opted to respond to each reviewer separately or respond on no one in particular.

While responding separately to each reviewer and his or her comments
may initially seem like a good strategy, in two cases this resulted in responses of over
10 pages (nearly as long as the submitted article) that failed to synthesize com-
ments. For instance, in one case three reviewers raised the same question regarding
the medical procedure. Rather than responding to this concern once, the author
did so three times. This lack of synthesis resulted in a tedious, repetitive response.
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TABLE 5. RESPONSE STYLE

ANGLOPHONE NON-ANGLOPHONE
SUBMISSIONS SUBMISSIONS
Separate response clearly directed at editor’s comments 1 2
Separate response to each reviewer’s comments 5
Mixed Response (select responses to individual reviewer comments
and responses not directed at any particular reviewer or the editor) 5
No responses directed at any particular reviewer 1 5
Restatement of reviewer or editor request for change 2 4*
Percent of restatements in relation to total number of comments
from all reviewers
10% or fewer 2 2
approximately 50% 1
approximately 75% 1

* In one paper all nine of one reviewer’s comments were restated, but no comments from other reviewers.

Six of the sixteen authors opted to restate the concerns of the reviewers, a
strategy which is quite helpful in clarifying what was changed and why. Restate-
ment was reserved for issues that could not be resolved with a simple change such as
questions regarding the interpretation of the results or the process of determining
the severity of disease. In the restatements, the preferred approach was to reformu-
late the concern rather than to quote directly. For instance, if in the original review
the reviewer stated that “the discussion is too long and wanders,” the author would
write in the response, “Reviewer 2 thought that the discussion should be shortened
and have a better focus.” Such reformulations are helpful in understanding how a
suggested change was understood and how the manuscript was revised.

As Table 6 shows, the authors that restated chose the hedged performative
verb suggest, as opposed to the more forceful insist, one-third of the time. Also used
were cognitive verbs such as believe, think, and wonder in addition to reporting verbs.

Two of the six authors from Anglophone institutions and three of the ten
from non- Anglophone institutions accepted all of the suggestions for change to
their manuscript. As indicated in Table 7, the remaining authors rejected at least
one suggestion; however, no author rejected more than three of the reviewer recom-
mendations. All authors who responded to the reviewer comments complied with
the editor’s personal requests for revision, indicating that editor requests are typi-
cally not ignored.

Rejection of a recommendation, whether in an ARR or other kind of inter-
action, is not always easy. Given the importance of politeness in ARRs (Benfield
and Feak), one might expect that authors would take pains to carefully explain why
a recommendation was not taken up in the revision, perhaps following the last two
of Leech’s Maxims in doing so (32).



TABLE 6. RESTATEMENT STYLE

ANGLOPHONE ~ NON-ANGLOPHONE

Reformulation 2 2

Quote 2

Verbs in restatement (author characterizations of reviewer comment)

Believes 1
Suggested 1 2
Thinks 2
Mentioned 1
Stated 1
Wonders why 1

TABLE 7. REVISION ACTION TAKEN

ANGLOPHONE NON-ANGLOPHONE TOTAL
Some suggestions rejected 4 7 11
Suggestions accepted*®
Clear indication that a change was made 6 7 13
Unclear indication that a change was made 2 2

* Note: recall one author did not respond to comments, but merely submitted a revised manuscript. This author’s letter is not included in the data
here.

Politeness: Leech’s Maxims

Tact maxim: minimize the imposition or the cost to the other;

Generosity maxim: minimize the benefit to yourself (don’t emphasize how much
you will personally benefit);

Approbation maxim: minimize dispraise (i.e. criticism) of others;

Modesty maxim: minimize praise of self;

Agreement maxim: minimize disagreement between self and others;

Sympathy maxim: minimize antipathy (i.e. bad will) between self and others;
pay attention to the hearer’s interests, wants and needs

When rejecting a reviewer’s recommendation, two of the authors from
Anglophone institutions and four from non-Anglophone institutions restated the
reviewer’s comment before explaining why the change was not made. Explanations
varied considerably.
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(1) Comment: Further details on the surgical procedure should be provided.

Author response: The reviewer is welcome to come and observe the proce-
dure at our institute.

(2) Comment: VATS lobectomy does not necessarily offer better pulmonary function.
Author response: We disagree.
(3) Comment:  would suggest some further discussion on the benefits of VATS.

Author response: The advantages of VATS have been very well documented
elsewhere. Such a discussion would add to the length of the paper, which
reviewer 2 has suggested reducing. We have added one reference that ex-
plores the advantages, but have not changed the text otherwise.

(4) Comment: [ do not see how the authors can conclude from the data that posterola-
teral thoracotomy should be avoided. Studies have shown that the procedure
does not result in a greater number of post-operative complications.

Author response: The reviewer has obviously misunderstood our point here.
We do in fact state that there were no significant differences in the postero-
lateral thoracotomy group and the VATS group. We do, however, believe
that overall VATS is a better procedure.

(5) Comment: A cost-benefit discussion would enhance the paper considerably.

Author response: We agree that a discussion of cost-benefit would indeed be
informative. Such information would allow others to better evaluate the
benefits of the new procedure. However, such a discussion would really
need to be undertaken in a separate paper given the scope of the issue. For
our purposes here, then, we have added an algorithm that roughly provides
a sense of the costs.

While an in-depth discussion of politeness is not possible here, it does seem
that the author responses in examples 1-3 have violated Leech’s maxims of agree-
ment and sympathy. The response in example 4 could also be considered a viola-
tion of these same maxims because of the use of obviously, which portrays the re-
viewer in a negative light. Example 5, however, is noticeably different and may be
viewed as a rather polite rejection since it first begins by agreeing with the reviewer
and acknowledging the value of the suggestion. The use of however signals that the
author may not comply, but at the end does offer a small revision in the direction
suggested by the reviewer.

For some requests for change, it was unclear whether any change had been
made. The unclear status of the request was generally associated with a particular



kind of reviewer comment —questions. Four of the authors from non-Anglophone
institutions seemed to not recognize that reviewer questions were signals that a revi-
sion was necessary or being suggested. The authors answered the questions in their
responses, but did not indicate that a change was made. For example, one reviewer
asked, “were there any cases of prolonged air leak?” The author gave several para-
graphs explaining why there were no cases, but, perhaps due to misinterpretation or
inexperience, did not indicate whether this had been included in the paper. While
the explanation is helpful, the reviewer likely expected the author to either add this
information to the paper or explain why adding the explanation was unnecessary.

5. LANGUAGE OF THE RESPONSE

Since novice authors often have questions regarding sentence level aspects of
their responses, I thought it would be worthwhile to look at some of these aspects of
the ARR letters. For example, novice authors often have questions in terms of the
use of I/we and tense. It was somewhat surprising to see that the ARRs from authors
at Anglophone institutions were less likely than authors in non-Anglophone authors
to use first person in their correspondence, as shown in Table 8. Another interesting
difference between the two groups here has to do with verb forms. While the authors
from Anglophone institutions had a strong preference for present and present per-
fect, those from non-Anglophone institutions tended more toward using present
perfect and past. In terms of grammar or correctness, this difference does not matter,
but it is interesting that the authors from Anglophone institutions clearly have a very
“present” time orientation towards their texts and the publication process.

TABLE 8
SUBMISSIONS FROM SUBMISSION FROM NON
ANGLOPHONE INSTITUTIONS ANGLOPHONE INSTITUTIONS
First person only in opening and close of cover letter 3 2
Response to reviewer comments
First person used once or more 3 8
Voice
Passive only 3 2
Mixed active/passive 3 10
Passive majority 0 4
Active majority 3 6
Verb tense and aspect
Present 4 2
Present Perfect 6 (1 exclusively) 5
Past 2 (1 exclusively) 8 (3 exclusively)
Future 1
Linking As-Clauses 4 (used 2 or more times 2 (one instance in

in each of the papers) cach of the papers)
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Finally, two of the six ARRs from the authors chose a variety of verbs in
detailing the manuscript revisions. The combined number of verbs totaled over
100. Interestingly, as shown in Tables 9 and 10 the authors from Anglophone insti-
tutions used fewer different verbs (15) than did those from non-Anglophone insti-
tutions (27 different verbs) and they used the verbs designating revision activity
with greater frequency. Only four verbs were used by both groups (see Table 11).

TABLE 9. VERBS OF REVISION ACTIVITY

ANGLOPHONE NUMBER OF USES

Added 6
Now included/included 5
Shortened 4
Altered 2
Corrected 2
Explained 2
Has been left 2
Removed 2
Now specify 2
Defined 1
Described 1
Now listed 1
Redone 1
Reduced 1
Summarized 1
TOTAL 33

Notes: No present tense; either past tense or present perfect, except for specify (We now specify the number...) and include (This information is now
included).



TABLE 10. VERBS OF REVISION ACTIVITY

NoN-ANGLOPHONE (N=10) COUNTRY SUBMISSIONS NuMBER OF USES

Changed 25%

Added 17

Omitted 14

Revised 8

Shortened 7

Deleted 6

Rewrote 3

Corrected 2

Did not split 2

Will be written 2

Now Included/included 1

Removed 1

Discussed 1

Compared 1

Elected to omit 1

Simplified 1

Better identified 1 ®

Addressed 1

Detailed 1

Eliminated 1 ‘\1;
e

Further elaborated 1 =

Modified 1 I
5

Rephrased 1 <

Verified 1 E

Renamed 1 %
D

Reworked 1 o
[©)
Z

TOTAL 77 £

Notes: No present tense; either past tense or present perfect. E:

(@)

*One author used changed 17 times in the response.
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TABLE 11. VERBS OF REVISION ACTIVITY USED BY BOTH GROUPS

ANGLOPHONE NON-ANGLOPHONE TOTAL
Number
Added 6 17 23
Shortened 4 7 11
Now included/included 5 1 6
Removed 2 1 3

Notes: No present tense; either past tense or present perfect, except for include (This information is now included).

A categorization of the different verbs offers some insight into the nature of
rewriting for publication as well as some suggestions for verb choices in writing an

ARR.

— Verbs associated with writing and non-specific revision activity: address, alter,
change, modify, redo, revise, rewrite, rephrase, rework.

The discussion was revised in response to questions regarding choice of therapy.
— Expansion: add, include, now listed.
We have now included the discharge radiation instructions.

— Reduction: shorten, remove, reduce, omit, elected to omit, delete, simplify, elimi-
nate.

The title has been shortened.

— Clarification: explain, specify, define, describe, simplify, compare, better iden-
tify, discuss, further elaborate, detail, rename.

We have explained the factors underlying poor pulmonary function.
— Non-specific revision activity: alter, redo, change, modify, address.

The tables have been modified to include the number of patients started on
ETMV.

— Verbs associated with no revision: leave (left), did not split.

We have left all of the references.



6. FINAL THOUGHTS

Given the size of the corpus used in this study, the results should be treated
with caution, as they may not be generalizable to other contexts. Also, the catego-
rization of ARRs as those from Anglophone and those from non-Anglophone sug-
gests a difference between authors whose first language is English and those who
use English as an international language (EIL). One can surmise that in many cases
submissions from non-Anglophone institutions are from EIL authors; however, it
is equally possible that authors of papers from Anglophone countries use English as
a second language. Another limitation is that the publication experience of the
authors is unknown. It is likely that experience would have an effect on the shape of
the ARR, with more experienced authors being more aware of the need for clarity
regarding the changes in the manuscript or knowing that reviewer suggestions can
be rejected. Nevertheless, some of the preliminary conclusions can offer some guid-
ance to authors writing an ARR. The ARRs show that author responses are not
arguments directed at proving the reviewers wrong. On the contrary, as demon-
strated by many of the ARRs, they are more like polite discussion in which profes-
sionals can agree to disagree. As such, it is important for authors to recognize the
need to attend to both the research content revisions that have been requested as
well as the dialogue with the reviewers with whom they are interacting.
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LEARNING ENGLISH FOR ACADEMIC PURPOSES:
WHY CHINESE EFL LEARNERS FIND EAP
SO DIFFICULT TO MASTER

David C.S. Li

Hong Kong Institute of Education

ABSTRACT

Greater China has the largest number of learners of English in the world, with English for
Academic Purposes (EAP) as the target variety. Most of them have difficulty mastering
EAP. This may be partly explained by tremendous typological/linguistic differences be-
tween English and Chinese, which belong to different language families and have hardly
any features in common. Very little of Chinese learners’ knowledge of their first language
has any reference value in the process of learning English, the most important foreign
language. This paper discusses some of the most salient typological differences and a few
lexico-grammatical errors commonly found in Chinese EAP learners’ language output.

KEY WORDS: EAP, language typology, Chinese learners, common errors.

RESUMEN

El mayor ndmero de estudiantes de Inglés para Fines Académicos (IFA) en el mundo se
encuentra en la Gran China (Hong Kong, Macao, Taiwdn y China continental). La mayo-
rfa de ellos suelen experimentar dificultades en el dominio del IFA debido, en parte, a las
grandes diferencias tipoldgicas/lingiifsticas entre las lenguas inglesa y china, las cuales per-
tenecen a dos familias de lenguas con escasas caracteristicas en comun. El conocimiento
que los estudiantes chinos tienen de su lengua madre précticamente no les sirve de referen-
cia en el proceso de aprendizaje del inglés, que constituye la lengua extranjera de mayor
relevancia. En este articulo se describen algunas de las diferencias tipolégicas més significa-
tivas que explican algunos de los errores [éxico-gramaticales mds comunes en la produccién
discursiva de los estudiantes chinos de IFA.

PALABRAS CLAVE: tipologfa de lenguas, estudiantes chinos, errores comunes.

1. INTRODUCTION

English has emerged as an international /ingua franca (Jenkins; Kirkpatrick;
Seidlhofer). It has accrued so much linguistic capital that young people growing up
with little or no knowledge of Standard English tend to be disadvantaged relative to
the goal of developing upward and outward mobility (Li, “Researching”). This is
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why English figures so prominently in the curricula of ESL/EFL countries. “Greater
China,” comprising mainland China, the two Special Administrative Regions Hong
Kong and Macao, and Taiwan, has the largest number of learners of English in the
world. According to one recent conference paper (Chen), there are about
112,463,000 primary school children in China. Based on this estimate, there should
be no less than 300 million Chinese learners learning English at different levels of
the education hierarchy today. Given the utility and perceived significance of Eng-
lish worldwide, there is understandably increasing pressure for local non-English-
L1 governments to introduce English to learners at a younger age. In mainland
China, for example, since 2001 English is a compulsory subject from Grade 3
(around age 8-9; Graddol 95), while in Hong Kong SAR, a former British colony,
children start learning their ABC in kindergartens or playgroups (around age 4-5,
see Li, “Chinese”; Miller and Li).

For reasons that hopefully will be made clear below, most Chinese learners
of English find it very difficult to learn English up to a high level. At every stage of
the learning process, their English output is full of non-standard features or devia-
tions from Standard English, at both phonological (see e.g. Hung) and lexico-gram-
matical levels (see e.g. Li and Chan, “Helping”, “Form-Focused”). In this paper, we
will discuss the main linguistic factors related to various acquisitional problems
encountered by Chinese EFL learners, especially those who have relatively little
home support for extending their English input learned in class. We will use a
contrastive approach to elucidate the enormous typological and linguistic differ-
ences between the two most widely spoken languages in the world: Chinese (Man-
darin/Putonghua and Cantonese, among other Chinese varieties) and English (dif-
ferent varieties of English, including English for Academic Purposes, or EAP in
short). Owing to space constraints, we will limit ourselves to the following features,
in that order:

Some salient typological differences between English (Indo-European) and Chi-
nese (Sino-Tibetan).

Deviation from EAP 1: Using an independent clause as the subject of a longer
clause.

Deviation from EAP 2: Pseudo-tough movement (£ am difficult to learn English).

Deviation from EAP 3: Non-standard Q-A sequence involving ‘negative yes-no
questions’.

Subject-prominence (English) vs. topic-prominence (Chinese).

Writing systems: alphabetic (English) vs. logographic (Chinese).

Apart from typological and linguistic factors, a lack of a conducive English-
learning environment is another important factor behind various acquisitional prob-
lems. Being essentially a foreign language in Greater China, English is seldom used
among Chinese speakers for intraethnic communication, unlike Chinese
Singaporeans in this regard (for more details, see Li, “Improving”).



2. SOME SALIENT TYPOLOGICAL DIFFERENCES
BETWEEN ENGLISH (INDO-EUROPEAN)
AND CHINESE (SINO-TIBETAN)

Typologically speaking, English and Chinese belong to two completely
unrelated language families (see e.g. Gordon; <http://www.ethnologue.com/
ethno_docs/distribution.asp?by=family)>, which is why linguistically the two lan-
guages have very little in common. English is a Germanic language within the
Indo-European family, alongside other “family members” such as Dutch, German,
and Scandinavian languages like Norwegian, Danish and Swedish. Learners of Eng-
lish from a language in the Romance family —notably French, Italian, Spanish,
Portuguese and Romanian— may also benefit from a large number of cognates in
their respective first language. Thus French learners of English will quickly realize
that most of the English words ending in -zion are also recognizable French words
(e.g. civilisation, formation, function, nation, etc.). Despite a minor concern called
“false cognates” (also “false friends”; cf. French: faux amis; German: falsche Freunde),
the presence of a large number of similar-sounding words in English is a great help
in the process of acquiring vocabulary in English. Such a benefit, however, is un-
known to Chinese EFL learners for, except a small subset of lexical borrowings
originated from English, little of what they know about their own mother tongue is
of any reference value in the process of acquiring Standard English / EAP. At the
level of grammar, the two branches of Indo-European, Germanic and Romance,
share many linguistic features in common. For example, they all have an alphabet,
a tense system, and they all distinguish between singular nouns and plural nouns
—the grammatical category called “Number.” None of these features are shared by
Chinese, which is typologically a Sino-Tibetan language. Other Sino-Tibetan lan-
guages include Burmese, Tibetan and Thai.

For Chinese learners, many of the EFL learning difficulties may be ac-
counted for by the great ‘typological distance’ between Chinese and English. In
principle, the more linguistic features shared by the two languages in question, the
easier it would be for native speakers of either language to learn the other language.
For instance, French learners of English will find in the tense system of French a
convenient frame of reference when they try to make sense of various tenses in
English. Very much the same advantage is also enjoyed by English-speaking learn-
ers of French. Such an advantage is however not available to learners whose first
language is Chinese. Except for the basic word order SVO, as semiotic meaning-
making systems the two languages Chinese (in particular the national language
Putonghua/Mandarin and other “dialects” such as Cantonese, the lingua franca of
Hong Kong and Macao, and Southern Min, its counterpart in Taiwan) and English
(native or non-native varieties, including Standard English or EAP) have practically
no other linguistic features in common. Table 1 shows some of the most salient
examples of mismatch in the grammatical subsystems of the two languages, and the
learning difficulties and typical non-standard EFL features associated with them.
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TABLE 1. SALIENT EXAMPLES OF MISMATCH IN ENGLISH
AND CHINESE GRAMMATICAL SUBSYSTEMS

GRAMMATICAL
SUBSYSTEM

STANDARD ENGLISH (EAP):
FORMS AND FUNCTIONS

CHINESE (MANDARIN):
FORMS AND FUNCTIONS

EFL LEARNING DIFFICUL-
TIES/NON-STANDARD
EFL FEATURES

Word class: Nouns

Grammatical category
‘Number’: singular/plural

No such distinction

Onmitting the plural marker
—s

Word class: Verbs

Grammatical category
“Tense’1. past tenses/
present tenses 2. S-V
agreement

No such distinction

1. Omitting the 3rd person
singular’ —s 2. Omitting S-
V agreement

Word class: Adjec-

tives

-ing vs. -ed adjectives

No such systematic dis-
tinction

Confusion between mean-
ings of -ing and -ed adjec-

tives

Articles

a, an, the: expressing ge-
neric/definite/indefinite re-
ference

No such grammatical cat-
egory

Difficulty acquiring the
functions of articles

Relative clauses

Post-modifying, appearing
after an NP; giving addi-
tional info about the Head

Pre-modifying clause be-
fore an NP; giving addi-
tional info about the Head

Underuse of relative clauses
and other post-modifying
elements of the Head noun

Typical sentence
structure

Subject-prominent (S-P; see
below)

Topic-prominent (T-C;

see below)

Using the T-C structure to
package info, e.g. This field,
grow rice is best.

Conditional state-
ments

Three conditionals:

1. If T have time, I'll come.
2. If I had time, I'd come
3. If I'd had time, I'd have

come.

No such grammatical dis-
tinction (disambiguation
through contextual cues):
1. (Ruguo) you sijian wo
(jiao) hui lai

(G5 A G iy 5]

1. Difficulty acquiring the
3"/‘counterfactual’ condi-
tional2. Difficulty distin-
guishing the 1°* and 2"

conditional

Usage of the adverb

/intensifier too

The structure ‘too Adj to V’,
e.g.1. This is too good to be
true. (= so good that it can-
not be true)2. You are too
young to get married. (= so
young that you should not
get married)

The corresponding ad-
verb / intensifier tai / taai*
(42 has no implicit nega-
tive meaning as in #00 in
the ‘too Adj to V” struc-
ture

1. 2 Your shoes are too good for
me. (meaning ‘...so good...”)
2. 2l'm too excited to meet
your parents. (meaning ‘...so
excited...”)

One inevitable consequence is that native speakers of either language who
want to learn the other language tend to experience enormous cognitive difficul-
ties. This helps explain why, for example, the English tense system (e.g. subject-
verb agreement; the functional difference between the past tense and present per-
fect) is among the thorniest problems for Chinese learners of English. In a similar
vein, many Westerners have tremendous difficulties mastering the tone system in
Mandarin (Putonghua) or, worse still, Cantonese, mainly because tonal distinc-
tions or tonemes (four in Mandarin, six in Cantonese) as an integrated part of lexis
for differentiating word meanings are alien to speakers of most of the Indo-Euro-

pean languages.



At the level of phonology, Chinese EFL learners tend to have difficulties
articulating words containing one or more consonant clusters (e.g. strengths:
[streK s]), partly because such a feature is uncommon in Chinese (not found in
Mandarin or Cantonese). Unstressed, word-final syllables may be omitted (e.g.
complicated or updated), while syllable-final plosives may be unreleased (e.g. zap, pet
and Jook), largely because unlike syllable-final plosives in English, their Cantonese
counterparts are not released (e.g. /t/ in faat®daat®?, #§i# ‘get rich’). Further, the
phonemic distinction between syllable-initial /n/ and /1/ in English is often un-
differentiated by Cantonese-L1 (but less typically Mandarin-L1) learners of Eng-
lish, with /n/ being pronounced as /1/. Consequently, minimal pairs like /ine — nine
and knife — life are indistinguishable and tend to be pronounced with /1/. This may
be explained by the fact that, in Cantonese, /n/ and /1/ are treated as variants with
no risk of miscommunication (e.g. the 2sg personal pronoun {J; is variously pro-
nounced as nei” or lei*). Finally, another well-known phonological feature among
Chinese learners’ speech output is “syllable-timed” rhythm which is so characteris-
tic of Cantonese phonology. For instance, in a polysyllabic word like international,
each of the syllables is typically given the same amount of stress, viz. in-ter-na-tion-
al, rather than a sequence of five syllables with stress falling on the third syllable
only (see Hung for more details).

In the rest of this paper, we will discuss and illustrate three of the high-
frequency non-standard lexico-grammatical features in Chinese learners’ EAP out-
puts (more written than spoken). All of these features are arguably due, at least in
part, to cross-linguistic influence from the learner’s mother tongue, which in the
case of Hong Kong and the adjacent Guangdong province refers to spoken Can-
tonese (the vernacular) and (standard) written Chinese. Statistically, however, there
are far more Chinese EFL learners whose mother tongue is Putonghua (Mandarin),
the national language. Cantonese and Mandarin represent two of the seven major
‘dialect’ groups in Greater China (Li, “Chinese”). In this paper we will draw on
both of these Chinese varieties for illustration. All Chinese examples will be cited in
an appropriate transliteration system as well as in Chinese characters. Cantonese
examples will be transcribed using the JyutPing system pioneered by the Linguistic
Society of Hong Kong (LSHK). The tone contour of a Cantonese morpho-syllable
is indicated by two numbers in superscript. Mandarin examples will be transcribed
using Pinyin.

3. DEVIATION FROM EAP 1: USING AN INDEPENDENT
CLAUSE AS THE SUBJECT OF A LONGER CLAUSE

The verb group in an English clause may be simple (e.g. We like iz) or
complex (e.g. He could have arrived earlier; I would like to make some changes). When
there is more than one verb in the same clause, the first verb will appear in finite
form (marked for tense and, if present tense, number and person as well), while the
other verbs should appear in non-finite form (e.g. infinitive: / can help distribute
this questionnaire for you; past participle or present participle: 7 have been doing this
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for years). This is why in examples (1)-(4) below, all the verbs (applied, objected) and
adjectives (eager, willing) have to be converted to nouns (la-4a) or gerunds (5-7)
when they themselves function as the subject of a longer sentence. Compare:

(1) Jack applied for this job.
(2)  Jim objected to your plan.
(3)  Mary was eager to quit.
(4)  John was willing to stay.

(la) Jack’s application for this job was successful.
(2a)  Jim’s objection / objecting to your plan was totally ungrounded.

(3a) Mary’s eagerness to quit embarrassed her boss.
(4a) John’s willingness to stay surprised us all.

(5)  Thank you for coming...
(6)  Jim apologized for being late...
(7)  Ann’s handling of the complaint is very reasonable...

When a finite, independent clause itself becomes the subject or object of a
longer sentence, it is necessary to head this clause with the subordinator zhat (cf.
que in French; dass in German). The resultant dependent ‘#har clause’ may similarly
function as the subject of a longer clause (1b-4b):'

(1b)  That Jack applied for this job was successful.

(2b)  That Jim objected to your plan  was totally ungrounded.
(3b)  Thar Mary was eager to quit embarrassed her boss.
(4b)  That John was willing to stay surprised us all.

Failing to mark the finite-clause subject as a dependent ‘#har clause’” using
the subordinator that as in (1b)-(4b) will result in non-standard sentences, as in

(1¢)-(4c) (Chan, Kwan and Li):

(1c)  *Jack applied for this job  was successful.

(2¢)  *Jim objected to your plan was totally ungrounded.
(3c)  *Mary was eager o quit  embarrassed her boss.
(4c)  *John was willing to stay  surprised us all.

The syntactic requirement or constraint for using an independent clause as
the subject of a longer clause is often overlooked by even advanced Chinese EFL

! Notice that the same “#hat clause” may also function as the object of a longer clause. For
example: 1 know (that) Jack applied for this job; 1 was told that Jim objected to your plan; 1 was
surprised that Mary was eager to quit; 1 was relieved to hear that John was willing to stay.



learners. This is partly because there is little formal restriction when Chinese verbs
are chained together to express a sequence of processes. Such a feature is generally
known as ‘serial-verb construction’. In other words, the chaining of verbs in Chi-
nese is much freer in that no inflectional change is required (cf. finite vs. non-finite
verb forms in English). The following utterance in Cantonese (8), involving no less
than a sequence of eight verbs (highlighted), is commonplace in everyday commu-
nication in any Chinese variety:

(8) ngo™ soeng® lok*gaai’® maai**coi*® faan*lai* zyu*faan®” bei** nei* sik?jyun*'
7133 Mﬁ faﬂigﬂgﬁ
(A H ISR B R R 58 B 2R ]
1sg want go-down-street buy-food come-back cook-meal give you eat-fin-
ish then go-to-work
[Literally] ‘T want to go (down the street to) buy food and come back to
cook the meal for you to eat till [you] finish then [you] go to work.’
[More idiomatically] ‘T want to go and buy some food now. When I come
back, I'll fix the meal for you. Don't go until you have finished eating.’

Notice that the more idiomatic-sounding English rendition of (8) would
have the verb processes expressed in separate clauses rather than in one serial verb
construction as in Chinese. This Cantonese utterance, which contains a serial verb
construction, sounds not at all unnatural. Notice how the verbs in Chinese are
sequenced together freely without inflection (compare: zo-infinitive, -ing forms, -ed
forms, etc. in English). Due to cross-linguistic influence, it is conceivable that Chi-
nese EFL learners are tempted to sequence English verbs together, paying no atten-
tion to inflectional changes when putting verbs together in a sequence. This helps
explain the misuse of an independent clause as the subject of a sentence (e.g. 1c-4c;
Chan, Kwan and Li). Such a trend is even more apparent in elementary Chinese
learners’ EFL output, where the common feature of verb-chaining is often mapped
directly onto English verbs, showing little or no awareness of the normative non-
finite English verb forms, as in the following:

*They want me go. ~ *We like play football. ~ *She enjoy watch Twins.

4. DEVIATION FROM EAP 2: PSEUDO-TOUGH MOVEMENT
({ AM DIFFICULT TO LEARN ENGLISH)

There are a number of sentence structures in English which are difficult for
Chinese EFL learners to master. ‘Postponed carrier’ is one of them (see Lock). This
term is used to characterize a sentence pattern headed by the anticipatory “it” such
as the following:

(9) Itis difficult for us to go to Tibet by bus.

(10) It is not convenient for us to tell you the names of our clients.
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From the point of view of syntactic function, the ‘real’ subject in these
sentences is ‘postponed’ in accordance with a general trend in modern English,
namely, to defer lengthy preverbal subjects to the post-verbal position, usually to-
ward the end of the sentence. Then, in place of the ‘real’ subject, a “dummy sub-
ject”—the pronoun i#—is used instead in the subject position. It is of course possi-
ble to package the same message using the real subject, but the resultant structure,
as shown in (9a) and (10a), would sound less idiomatic:

(9a)  For us to go to Tibet by bus is difficult.
(10a)  For us to tell you the name of our guest is not convenient.

Typical adjectives involved in this sentence pattern are those expressing a
degree of facility or potentiality such as easy, difficult, necessary, common, convenient,
possible, probable, impossible, etc. (see Collins CoBuild English Grammar). In addi-
tion to the complexity of the ‘postponed carrier’ structure, another source of learn-
ing difficulty is probably due to the fact that, to express the same meaning in Chi-
nese, the sentence would typically start with a human subject. For example:

(9b) womén hin ndn zud basi dad Xizang qu
(B AL 2P 2R)

1pl very difficult take bus to Tibet go

‘It is very difficult for us to go to Tibet by bus.’

(10b) womén bu fangbian ba kerénde mingzi gaosu ni
(FAM AT N5 37R)

1pl not convenient BA guest’s name tell you

‘It is inconvenient for us to tell you the name of our guest.’

The Cantonese counterparts in (9b) and (10b) would look very similar.
Consequently, elementary Chinese EFL learners tend to produce erroneous sen-
tences which mirror the normative, correct structure of the Chinese sentence, viz.:

(9¢) *We are difficult to go to Tibet by bus.

(10c) *We are not convenient to tell you the name of our guest.

Such a structure has been characterized as ‘pseudo-tough movement’ (Yip;
cf. Li and Chan, “Form-Focused”). In addition, the student may have been misled
by grammatical English sentences such as (11) and (12), which carry a very similar
surface structure as that of the ungrammatical sentences in (9¢) and (10c¢):

(11) Jim is not easy to convince [...].

(12) Madeleine is difficult to find [...].

Chinese EFL learners who get confused fail to realize that in such gram-
matical sentences, the subject noun (e.g. fim and Madeleine) is at the same time the



underlying object of the main verb, that is, in response to the questions: to con-
vince whom? (Jim); to find whom? (Madeleine). It takes very keen learners to ob-
serve the transformational relationship that exists between these grammatical sen-
tences which begin with a human subject, as in (11) and (12), and those headed by
the anticipatory “dummy 7z,” as in (11a) and (12a):

(11a) Itis not easy to convince Jim.
(12a) It is difficult to find Madeleine.

Notice, however, that no such transformational relationship exists in (9)
and (9a) involving the intransitive verb go, nor in (10) and (10a) involving the
ditransitive verb ze/l. Based on the above contrastive analysis, it may be argued that
the erroneous ‘pseudo-tough movement’ structure (Yip), as exemplified in (9¢) and
(10c), is jointly attributable to a combination of cross-linguistic influence from the
students’ mother tongue, Chinese, and the structural complexity of the “postponed
carrier” structure in the target language, English (Li and Chan, “Form-Focused”;
see also <http://personal.cityu.edu.hk/~encrproj/>).

5. DEVIATION FROM EAP 3:
NON-STANDARD Q-A SEQUENCE
INVOLVING “NEGATIVE YES-NO QUESTIONS”

In the middle of an English test, I saw one student asking his buddy seated
in front of him to pick up a pen that he had dropped accidentally. I went over to
that student and asked jokingly: “You're not cheating, are you?” I was expecting the
simple answer “No,” but to my surprise, that student responded “Yes,” which made
me unsure for a moment whether he was in fact cheating. According to the gram-
mar of Standard English or EAP, that student’s response amounted to admitting to
cheating (“Yes, I am cheating”). But other contextual cues, including the student’s
facial expression, suggested that somehow this was not what he was trying to say.
This little incident epitomizes one interesting problem concerning the proper way
of responding to a “negative yes-no question” in English. A negative yes-no ques-
tion is one that anticipates a “yes” or “no” response, and which contains an element
of negation, typically “no” or “not” in the main clause before the question tag, as in
the example, “You're not cheating, are you?”

The Q-A sequence is among the most common conversational features in
any language. The preferred patterns of responses to negative yes-no questions,
however, differ considerably in Chinese and English. To understand how the two
systems differ, consider the following contrastive examples in Standard English and
Mandarin/Putonghua:

(13) A- You dont drive, do you? / right?
Bi— No( I dont).
Bii — Yes(, I do).

43

OSES

(DN

LEARNING ENGLISH FOR ACADEMIC PUR



44

U

DAVD C.S.

(14) A— ni shi b kai che de, dul ma? [{REREHEY, E1E5]
2sg BE not drive car, right?
“You don’t drive, do you?’
Bi— shi/dui (w shi bu kai che de). [i/#} (Fei2 ARBHET) - ]
“Yes (you are right; I don’t drive).”
Bii — bushi / budui (w6 shi kai che de) [(RE/ A%, FoZHHEHEN) - ]

‘No (you are wrong; I do drive).’

As shown in (13) and (14), in response to a negative yes-no question, Eng-
lish requires the respondent to attend to the proposition (here: “I drive”), and af-
firm it with “yes,” and deny it with “no.” In the Mandarin response to a negative
yes-no question, however, the choice between positive and negative polarity hinges
upon whether the questioner’s supposition is agreeable to the respondent. If it is
agreeable, the respondent should say “yes” (shi/dul), with the implicit meaning
“you are right”; if the supposition is invalid, then the respondent should say “no”
(bushi/budui), suggesting implicitly “you are wrong.” Given that the meanings
assigned to responses to negative yes-no questions in Mandarin and English are
diametrically opposed to each other, it is not difficult to understand why Chinese
EFL learners find it so difficult to adjust to the pattern of Q-A sequence in English,
and that ambiguous responses from fluent Chinese EFL users such as (15) and (16)
are not at all rare:

(15) A- You're not cheating, are you?
Bi— Yes(, 'm not cheating).
Bii — No(, I'm cheating).

(16) A- You dont smoke, do you?
Bi— Yes(, I don’).
Bii — No( I do).

To avoid misunderstanding, it is advisable for native-speakers of English
who are unaccustomed to the Q-A sequence involving negative yes-no questions in
Chinese to be vigilant about the possibility of their Chinese interlocutors operating
with the Chinese Q-A sequence subsystem. Where the Standard English Q-A sub-
system governing responses to negative yes-no questions is upheld to be the norm
(e.g. in high-stake gate-keeping encounters such as oral exams and job interviews),
it is not difficult to understand why ‘inappropriate’ responses to negative yes-no
questions are among the most common features or “errors” in Chinese EFL users’
English outputs, including those whose proficiency level is quite high.

6. SUBJECT-PROMINENCE VS. TOPIC-PROMINENCE

There is general consensus among Chinese grammarians that the impor-
tant concept in English grammar —the subject— is not so useful when analyzing



the syntactic functions of constituents in a Chinese sentence (Li and Thompson).
There are two main types of evidence for this. First, the subject is not a salient
grammatical category in Chinese, as shown in many “subjectless” sentences such as
xiayu le! [ N[ T or lok? jyu® laa®! [#R9ME] (“it rains/it is raining”). Second, in
plenty of sentences it is inappropriate to analyze the sentence-initial constituent as
the subject, even though a subject may be identified elsewhere in the sentence. For
example:

(17)  ze kuai tidn zhong mi zuihao [GEBYHFR K il ]
this field grow rice the best
“This field is best for growing rice.’

(18) gaa®fe” ngo® zung”ji*’ baa>sai® ge® [IWEF $ - Py 1gE]
coffee 1sg like Brazil NOM
‘As for coffee, I like Brazilian (coffee)!

(19) sancing” zoeng”hok*gam’ gam®’jat** zit*’zi* laa*>
[FRGHAEEE 4 H b ]
apply scholarship today deadline FP
[Literally] Applying for scholarships, today is the deadline!
[More idiomatically] “Today is the deadline for scholarship applications!”

What (17), (18) and (19) have in common is that each of the sentence-
initial constituents (i.e. “this field,” “coffee,” “apply for scholarship”) provides the
frame of reference (cf. theme) for interpreting the meanings of the constituents in
the rest of the sentence (cf. theme). To account for the semantic role of such sen-
tence-initial constituents in Chinese, some grammarians coined the term “topic.”
This is the background against which Chinese is often referred to as a “topic-
prominent language” (Li and Thompson), as opposed to “subject-prominent lan-
guages” such as English, French and German, where the subject has been
grammaticalized (i.e. the preverbal subject position must be filled by a ‘dummy
subject’ if there is no naturally occurring subject, as in it is raining/il pleut/es regnet).
To sum up, unlike the ‘subject —predicate’ (S-P) syntactic analysis in English, it is
believed that “topic— comment” (T-C) is a more productive analytical apparatus
for a language like Chinese. Such a significant typological difference between Eng-
lish and Chinese —subject-prominence vs. topic-prominence— helps explain why
elementary Chinese EFL learners tend to produce non-standard or unidiomatic
sentences such as the following:

(17a) * This field, grow rice is best!
(18a) 2? Coffee, I like Brazilian coffee!
(19a) 22 Applying scholarship, today is deadline!
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7. WRITING SYSTEMS: ALPHABETIC (ENGLISH)
VS. LOGOGRAPHIC (CHINESE)

In EFL settings, the bulk of the learning of English takes place through
reading. English is an alphabetic language; the phonetically based spelling system,
while imperfect, makes it possible for English speakers to pronounce a given Eng-
lish word regardless of its length, including vocabulary words that learners have
never encountered before. Thus the meaning of a long English word such as anti-
establishmentarianism may be unfamiliar to the reader, but based on his or her knowl-
edge of English pronunciation rules, the reader will probably have little difficulty
spelling and pronouncing it correctly.

In contrast, Chinese adopts a logographic writing system. The basic unit of
writing is known as a “character” (fangkuaizi, /i#i7), or written graph. While
experienced readers of Chinese will be able to infer how an unfamiliar Chinese
character is likely to be pronounced —thanks to the dominant character formation
principle called “phonetic compound” (xingshengzi, J/##57)— the Chinese char-
acter, being logographic rather than alphabetic, offers no clue as to how it is actu-
ally pronounced for, unlike the English letter, the phonetic property of the Chinese
character is not based on phonemic sound values. Rather, the pronunciation has to
be learnt and memorized along with its written form and meaning(s). One conse-
quence of this indirect sound-graph relationship is that when a Chinese character is
not used for a long time, it tends to become cognitively obscure, and the speaker
may have difficulties recalling its actual written form (Li, “Chinese”).

Of interest here is the fact that knowledge of the Chinese writing system is
of little help or relevance in EFL learners’ struggle to make sense of the complex
sound-spelling relationships in English. Quite the contrary, in the absence of train-
ing and practice in phonics in English lessons, Chinese EFL learners tend to com-
mit long English words to memory through rote learning, in the same way that
they are encouraged to memorize the written forms of Chinese characters through
practice. This was also my experience when I was in Primary (Grade) 5 or 6; I still
remember reciting “t-e-r-r-i-t-o-r-y, ter-ri-to-ry’ on my way home from school,
being anxious of the dictation of an English passage related to “New Territories”
(the northern part of Hong Kong) the following day. A lack of ‘alphabetic aware-
ness is thus one important reason why advocates of phonics feel so strongly that it
should be introduced as early as possible into the EFL curricula.

8. CONCLUSION

Owing to tremendous typological and linguistic differences between Chi-
nese (Mandarin/Putonghua, among other Chinese “dialects”) and English (notably
Standard English or EAP), Chinese EFL learners tend to find it difficult to learn
English up to a high proficiency level. Acquisitional problems occur at practically
all linguistic levels: phonological, lexico-grammatical and discourse-pragmatic. In
this paper, we have discussed and illustrated several salient learning difficulties at



the lexico-grammatical level, including the misuse of an independent clause as the
subject of a longer clause (e.g. *Snoopy is leaving makes me happy), ‘pseudo-tough
movement’ (e.g. */ am difficult to learn English), and ‘non-standard Q-A sequence
involving ‘negative yes-no questions’ (e.g. ??Yes, I don’t smoke). We also saw that
under the influence of topic-prominence in their first language, Chinese EFL learners
tend to find it difficult to acquire the typical subject-predicate structure in English,
as shown in the omission of the ‘dummy subject 7, or unidiomatic sentences bear-
ing a topic-prominent structure in their English output (e.g. *7his field, grow rice is
best!). Finally, we have seen how the logographic writing system in the learners’ first
language, Chinese, is of little reference value in the process of developing literacy in
English, which is written with an alphabetic script. All this helps explain why, for
the majority of Chinese EFL learners who have little home support and few oppor-
tunities to practice using the target language, mastering English (Standard English
or EAP) up to a high level is such a daunting task despite years of hard work.
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“DIALOGGING”: A SOCIAL INTERACTIVE
PRACTICE IN ACADEMIC WRITING

Nancy Lea Eik-Nes

Norges Teknisk-Naturvitenskapelige Universitet

ABSTRACT

This study of the practice of writing logs as part of an academic writing course examined
the linguistic markers of interaction that characterize the texts of the logs. Based on Hyland’s
model of interaction in academic discourse, the texts were analyzed both quantitatively and
qualitatively in order to describe the types and extent of interaction that were evident in the
text. The results of the study indicate a high level of interaction and imply that the practice
of writing logs—and especially writing “e-logs”—may well be considered as a forum for
dialogue and meaning-making through writing.

KEY WORDS: Academic writing, log writing, linguistic markers of interaction, dialogue.

RESUMEN

Este estudio sobre la préctica de la escritura de /ogs como parte de un curso de escritura
académica examina los indicadores lingiiisticos de interaccién que caracterizan a los textos
de los Jogs. Basdndonos en el modelo de interaccién en el discurso académico de Hyland,
analizamos los textos de forma tanto cuantitativa como cualitativa con el propésito de
describir los tipos y el grado de interaccién manifiestos en ellos. Los resultados del estudio
sefialan la existencia de un alto grado de interaccién e implican que la prictica de escribir
logs —y en particular la escritura de “e-logs"— bien podria considerarse como un foro para
el didlogo y la aclaracién de dudas a través de la escritura.

PALABRAS CLAVE: escritura académica, escritura de Jogs, indicadores lingiiisticos de interaccién,
didlogo.

1. INTRODUCTION
In a scientific writing course for doctoral students in engineering, students
were asked to submit weekly logs in the form of e-mails. One student concluded his
fourth log like this:
(1) I have to say that these logbooks have [...] helped me to structure my thoughts,
and though I probably still seem both quite vague and confused, it was actually

much worse one month ago... (Brian)
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The idea that a doctoral student is feeling vague and confused is perhaps
not so noteworthy as Brian’s claim that he regarded himself as less vague and con-
fused now than he was a month ago, and that writing weekly logs had facilitated
this development.

The field of academic writing has emerged out of a range of theories and
practices concerning how students learn to write and how writing should be taught.
A relatively recent view of writing education has been through an academic literacies
perspective where the focus, put simply, is on the development of the student rather
than on the development of the text (Lea and Street, “Staft”; Lillis; Lea and Street,
“Academic”; Lillis and Scott). An academic literacies approach regards learning as a
transformative process that takes place as students draw upon their own resources
and experience to adjust and make meaning as they encounter new situations in
their education. In academic literacies, the concern is with the epistemological as-
pects of academic practices rather than the surface features of a text. For the stu-
dents, then, the focus is on negotiating their identities with their disciplines for
which writing is an important aspect.

The study presented in this paper is part of a larger study that examined
how writing logs, particularly e-logs, can be a factor in students’ negotiation and
development of their disciplinary identities (Eik-Nes). The larger study considered
logs as a forum for dialogue (hence the term “dialogging”). While writing logs,
students carried on dialogues with themselves, with their teacher and with their
disciplines; they used these dialogues to discuss, challenge and reflect upon their
identities in a way that might facilitate the development of their disciplinary iden-
tities (ibid.). In order to give credibility to the claim that dialogue actually took
place, it was necessary to identify textual signs of subjective interaction in the logs.

Studies of texts have increasingly focused on the social context of language
and the writers’ subjective positioning of themselves in their texts (see, for example,
Labov; Biber and Finegan; Bucholtz and Hall). Writers use words of evaluation to
position both themselves and those with whom they interact through their texts
(Hunston and Thompson; Biber). Hyland identified and quantified linguistic mark-
ers of academic interaction in research articles to demonstrate how scientific writers
purposefully use linguistic interaction to “acknowledge, construct and negotiate
social relations” and to position themselves and gain acceptance for their argumen-
tation in scientific discourse (Hyland, “Stance”) (see also Hyland, “Author”, Hedg-
ing, “Bringing”, Disciplinary, Metadiscourse).

The purpose of this study was to identify what characterizes linguistic in-
teraction in student logs. It uses Hyland’s model of interaction in academic dis-
course as a starting point to describe the kinds and relative degree of interaction
that can be observed in the logs.

2. MATERIAL AND METHODS

The setting for the study was a 12-week course in scientific publication
offered to doctoral students in engineering at the Norwegian University of Science



and Technology. For all but one of the students, English was an additional lan-
guage. The course was taught in English and all assignments were in English. Ma-
terials for the course were texts that the students selected from their own reading
for their doctoral projects, so that the students read, analyzed and wrote scientific
articles in their own field of study.

In addition to their more formal assignments, students were asked to write
logs for about 10 minutes each week, and submit them to their teacher. Students
were not assigned any topics, but it was suggested that they write something about
their doctoral projects. They were told to write freely and not be concerned about
grammar, vocabulary or formatting. They were also told that the teacher would
respond to their logs with either a comment or a question about the contents, but
would 7oz comment on, or correct, their use of English.

For the purpose of comparison, one group of students was asked to write
their logs on paper and submit them in class, the other group was asked to write
their logs as e-mails and submit them at any time. The general details of the corpus
are shown in Table 1.

TABLE 1: THE CORPUS OF THE STUDY

Group STUDENTS ToraL ToraL AVERAGE STUDENTS STUDENTS STUDENTS
NUMBER NUMBER NUMBER OF WITH <150 WITH WITH
OF LOGS OF WORDS WORDS/LOG WORDS/LOG 150-300 >300
WORDS/LOG WORDS/LOG
paper-log 23 175 35,750 204 9 10 4
e-log 22 187 44,458 238 4 12 6
TOTAL 45 362 80,208 222 13 22 10

The categories defined by Hyland in his model of interaction in academic
discourse (see Figure 1) were chosen as a means of identifying signs of interaction in
the texts. Hyland used this taxonomy to analyze research articles (RAs) in disci-
plines similar to the disciplines represented by the doctoral students, thus Hyland’s
data could be used as a basis for comparison between RAs and the two different
types of logs; such a comparison could help determine the relative degree of inter-
action evident in the logs.

In his model, Hyland differentiates between markers of stance and markers
of engagement. Markers of stance are the linguistic devices writers use to position
themselves: hedges, boosters, attitude markers and self-mentions. Markers of en-
gagement are the devices writers use to position their readers: reader pronouns,
questions, directives, shared knowledge and personal asides.

An initial analysis of the logs revealed two more obvious markers of engage-
ment: replies and apologies. While rare in research articles, they are relevant as
markers of engagement in logs and have been included in this analysis.

Each of the categories of linguistic markers that have been used to identify
and quantify interaction in this study is presented below with examples from the
log texts.
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Interaction

Stance Engagement
Hedges Boosters  Attitude Self- Reader  Questions Directives ~ Shared Personal
markers  mention pronouns knowledge  asides

Figure 1: Linguistic markers of stance and engagement (from Hyland, “Stance” 177).

2.1. HEDGES

Hedges are “words whose job it is to make things more or less fuzzy” (Lakoff
in Hyland, Hedging 1). A writer uses hedges in order to indicate a degree of uncer-
tainty in a statement (e.g. possibly, may, a bit, indicate, seems, appears) and indicate
the writer’s decision to withhold complete commitment to a proposition (Hyland,

Hedging 178).

(2) This theory [...] would seem to be one of the more demanding combinations.
(Richard)

2.2. BOOSTERS

Boosters, according to Hyland, are “words which allow writers to express
their certainty in what they say and to mark involvement with the topic and soli-
darity with their audience.” (Hyland, “Stance” 179). Boosters (e.g. clearly, certainly,
undoubtedly, well-known, recognized) give the impression that the author has clear
knowledge and authority regarding whatever is being “boosted.”

(3) Last week was a best and a worse week. (Mark)

2.3. ATTITUDE MARKERS

Attitude markers, again referring to Hyland, “indicate the writer’s affective,
rather than epistemic, attitude to propositions, conveying surprise, agreement, im-
portance, frustration and so on, rather than commitment” (Hyland, “Stance” 180).

(4) Last week I have struggled to do some programming |[...] It takes so much times
to do this and I think it is not worth much. (Hannah)



5) Will I manage to make a case study at all? I remember feeling really lost during
the first period of this case study. (Jennifer)

2.4. SELE-MENTIONS
Self-mention refers to the use of first person pronouns (both singular and
plural) and possessive adjectives to present propositional, affective and interper-
sonal information.
(6) 1 have done some literature studies, and now I am planning my experimental
work. (Heather)

2.5. READER PRONOUNS

In order to engage a reader, the writer has the possibility of addressing the
reader directly (you, yours), or to share agency with the reader (we, us, ours).

(7) But, as you point out, there will always be people involved both for preventing
the accident (e.g. operating and maintaining the barriers) and also as “vic-
tims.” (Kurt)

2.6. QUESTIONS

Hyland claims questions are the strategy of dialogic involvement “par ex-
cellence,” inviting engagement and bringing the interlocutors into an arena where
they can be led to the writer’s viewpoint (Hyland, “Stance” 185).

(8) Of course this is an important concept, my question is why the authors who
write the articles do not give a definition first? Does everybody know it but me?
(Shen)

2.7. REPLIES

Replies are students’ responses to the comments or questions I wrote in my
responses to the students’ logs. They confirm a writer’s intention to interact with
the reader.

) You asked me [...] if I'm going to tell the people in the production about my
work before I start my experimental work in the factory. And the answer is of
course yes. (Molly)
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2.8. DIRECTIVES

Directives instruct the reader to perform an action or to see things in a way
determined by the writer. Hyland notes that directives in the “hard sciences” are
probably so common because these disciplines tend to use directives to economize
their expression (Hyland, “Stance” 184).

(10) Il try to explain using a figure (see attachment). (John)

2.9. SHARED KNOWLEDGE

Appeals to shared knowledge position readers “within apparently natural-
ized boundaries of disciplinary understanding ... where readers are asked to recog-
nize something as familiar or accepted” (Hyland, “Stance” 184).

(11)  Today, during your lectures, I have heard few interesting point for a thinking. At
the same time, I think this can be a topic and for one of my the loghook entries...
Continuing the topic from the previous logbook I would like to say a few words
about cooperation and relationship between the people. (1lka)

2.10. PERSONAL ASIDES

Personal asides allow writers to address readers directly by briefly interrupt-
ing the argument to offer a comment on what has been said; the comment is often
enclosed by parentheses. As Hyland describes them, personal asides are made by
the writer’s “turning to the reader in mid-flow ... the writer acknowledges and re-
sponds to an active audience” (Hyland, “Stance” 183).

(12)  Knowing the speed of sound in air would be knowing the velocity of the signal
in the earth (which changes from rock type to rock type). (John)
2.11. APOLOGIES
Apologies (and excuses) are the writer’s way of asking the reader for forgive-
ness or tolerance, and signal the wish to maintain a good relationship with the

reader.

(13) 1 am sorry that I am writing not in time, but I was very busy all this weak.
(Kim)

The numbers of markers of interaction were tallied and averaged for each
student, each category and each type of log. The averages for each type of log were



then compared to averages of the RAs from the relevant disciplines in Hyland’s
study.

3. RESULTS

The results of the analysis of the markers of interaction in the log texts and
the corresponding RA results are shown in Table 2.

TABLE 2: LINGUISTIC MARKERS OF INTERACTION (PER 1000 WORDS). A COMPARISON OF
RESEARCH ARTICLES (RAS), PAPER LOGS AND E-LOGS

RAs* PAPER LOGS E-LoGs
Hedges 10.3 5.0 6.6
Boosters 4.5 1.8 2.5
Attitude markers 4.2 23.8 20.1
Self-mention 3.3 52.3 53.4
Reader pronouns 0.9 0.7 8.6
Questions 0.1 0.4 3.6
Replies™ - 02 2.1
Directives 2.1 0.7 1.6
Apologies/excuses** - 0.1 1.0
Shared knowledge 0.3 0.5 2.9
Asides 0.0 0.4 0.7
Total 25.7 85.9 103.1

* The numbers are the average number of markers of interaction in a corpus of RAs in physics, biology, mechanical engineering and electrical
engineering as reported by Hyland (“Stance” 187). The numbers differ from the totals Hyland presented, since the disciplines of philosophy,
sociology, applied linguistics and marketing are omitted here.

** These markers of engagement are not used by Hyland and can therefore not be compared.

Considering the relatively informal nature of logs, the numbers of markers
of interaction were expected to be greater in the logs than in the RAs. This was the
case: the number of markers in the paper logs was three times as great, and in the e-
logs four times as great as the number of markers of interaction in RAs.

The table also reveals that most of the differences between the total num-
bers of linguistic markers of interaction in RAs and logs are due to the high num-
bers of attitude markers and self-mentions. Given the seemingly informal, private
nature of logs, it is not surprising that there are relatively many personal, affective
markers, and that the total numbers of markers of interaction are high. Although
expected, these differences warrant our attention.
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Other noticeable differences between paper logs and e-logs are found in
four categories—reader pronouns, questions, replies and shared knowledge—all of
which are categories of engagement.

4. DISCUSSION

Counting and categorizing markers of interaction provided information
about the relatively high use of markers of interaction that could be observed in the
texts. The numbers suggest that the level of interaction is far more extensive in logs
than in RAs. It is also significantly greater in e-logs than in paper logs.

While the numbers indicate a relatively high degree of interaction and im-
ply that dialogue may in fact take place, the process of identifying the markers
revealed reasons to be cautious in interpreting the numbers at face value. In order
to categorize the markers, it was necessary to examine their context and co-texts.
This analysis was a process which provided insight into the functions of the mark-
ers that must be considered in any interpretation of the numbers. On the whole,
the analysis revealed a qualitatively deeper level of interaction and reflection than
was reflected in the numbers.

The following comments on the categories are relevant in interpreting the
results in Table 2 and in understanding the logs as a forum for dialogue.

4.1. HEDGES

Few of the hedges in the logs resembled hedges in RAs, where the writer
uses hedges to tone down a finding or an opinion. The most common type of
hedges in logs were related to the doubts the students had regarding their own
ability to meet the demands and deadlines that a doctoral student is faced with.

These hedges were invariably collocated with self reference and negation:

(14) ... bur I will probably not be finished in time. (Sarah)

4.2. BOOSTERS
There were relatively few boosters in the corpus. The lack of boosters could

perhaps be attributed to the relatively high number of attitude markers, many of
which acted as boosters, but did not fit the category as used by Hyland.

4.3. ATTITUDE MARKERS

Considering the informal, reflective types of texts that comprised both pa-
per and e-logs, one might expect a rather large number of attitude markers, and this



was the case. Verbs such as struggle, worry, fear, characterized the feelings of a doc-
toral student. Further analysis showed that the use of dynamic verbs (e.g. struggle)
was more common than the use of static verbs (e.g. was), especially in the e-logs.
Students also used a range of adjectives such as afraid, frustrated, depressed, scary,
fascinating, happy, thrilled that served to convey their emotions.

(15)  This week I am wondering about whether people in industry avoid decisions ...
we postponed the decision and they called it a success. [ was stunned. (Carl)

Analysis of attitude markers revealed that the division of stance and en-
gagement is artificial, since most attitude markers functioned as ways for students
to establish a stance while making attempts to engage their reader. Emoticons,
onomatopoetic expressions and exclamation points (for example: “:-) ;-) :-(” and
other emotional outbursts such as “yeah,” “hurrah,” and “GGRRR”) indicated the
writer’s affect while also functioning to engage the reader. A smiley or winking face
was not only a presentation of a positive attitude or joking manner on the part of
the writer, but also an invitation to the reader to join in on the pleasant feelings or
the joke. Or, in the case below, the wink “sD” could be categorized as a hedge of
uncertainty, an attitude marker to present the writer as a friendly person (stance) or
a way of catching my attention and seeking my reassurance (engagement):

(16) [ feel a little bir worried: some students at the course have already published
articles and have been working as researcher for years whereas I have only 0b-
tained my master last year (I'm 24), I have never published an article so maybe
I'm not that good in writing review article... ;D (Peter)

Attitude markers located in the first sentence of a log also served to engage
the reader as much as to take a stance. Richard, for example, used attitude markers
as a way to “hook” his reader with a humorous, attention-getting first line:

(17)  This week I have found out how enjoyable industrial espionage can be. (Richard)

Other students started their logs with negative attitude markers to call at-
tention to their predicament and engage me as their reader.

(18) 1 have never been so sad and frustrated ever in my life. (Karen)

The process of identifying attitude markers revealed a major challenge re-
garding counting. Consider the following excerpt:

(19)  From rumours and stories I have heard that this description [project descrip-
tion] are only going to be read by a horde of bureaucrat who actually do not give
a ‘Sensured words” about what you write as long as it is between five and ten

pages. (John)
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There is not a single word in the text that qualifies independently as an
attitude marker according to Hyland’s categories. However, the text as a whole
leaves the reader with no doubt about the writer’s attitude.

4.4. SELF-MENTIONS

Self-mentions were by far the most commonly used markers of interaction
in both paper and e-logs (average 52.8/1000) and were used by every student. As
could be expected, this is in stark contrast to the use of self-mention in RAs (aver-
age 3.3/1000) where writers tend to avoid self-mention in order to give the impres-
sion of objectivity.

While the prevalence of “I” in the log indicated the writer’s willingness to
be visible, not all instances of “I” in the logs could be construed to indicate a high
degree of interaction. “I” was sometimes a simple placeholder in a sentence, rather
than a sign of interaction. This was demonstrated in logs of the three students
whose paper logs had the largest number of self-mention per thousand words (80.9/
1000, 88/1000 and 100/1000, respectively). Notably, the total number of words in
the combined logs of each of these students was less than 1000 words (680, 780
and 970, respectively). The logs with relatively many self-mentions tended to re-
semble lists in the form of simple or compound sentences, as in the following text
in which self-mentions comprise 15% of the text:

(20) 1 have done some literature studies, and now I am planning my experimental
work. I hope L will be able to start doing some experimental work this autumn.
On Monday I had a meeting with people from the industry [name of company]

where we discussed the experimental scheme. (Heather)

In contrast, there were writers who constructed their texts with no self-
mentions by leaving out the subject of their sentences. Even without self-mentions,
however, there was no doubt that the writer was the subjective agent:

(21)  Wrote and rewrote a rough draft. Difficult to find a good way to organize the
material. Still going back and forth on which topics to include. Found out that
the review will be a topological one, in an informative style. (Barbara)

The overall significance of self-mentions was not the numbers, but the
writer’s self—often a reflective self—in relation to the theme of the text:

(22) I feel a professionally risk in labeling myself as industrial ecologist while the
definition of industrial ecology is still remain fluid. I stead of labeling, I should
get a professional grounding in the conventional discipline of my choice—ap-
plied thermodynamics. This will be provide me with a clearly recognized profes-
sional identity, one that my employers and colleagues can readily admit. (Maria)



4.5. READER PRONOUNS

According to Hyland, the most frequently used engagement device in aca-
demic writing is “we” (Hyland, “Stance” 182). In the logs, however, “you” (“your”)
was by far the most common reader pronoun, especially in the e-logs. Whereas the
research article is addressed to an unknown mass of readers (we) who assumedly
have some common disciplinary interest with the writer, the log can be addressed
to a specific person (you).

(23)  Your comparison with toothpaste is not so bad actually, because that is exactly
what it looks like (a bit unpleasant colour though). (Max)

As a familiar and quick way of maintaining communication, the medium of
e-mail is conducive to interaction between writer and reader; the relatively common
use of “you” could thus be expected. It also implies a relationship between the writer
and reader that encourages dialogue, as when “I” and “you” are in the same sentence:

(24)  Today I write to you just hope someone could share my joy. (Shen)

4.6. QUESTIONS

According to Hyland, the questions posed in RAs are rhetorical questions
which the author answers immediately after asking the question. In the logs, in
contrast, questions are either direct questions to the reader (only in e-logs) or rhe-
torical questions that represent students’ reflections.

(25)  One of the speakers claimed that innovations processes is not really a topic of
research [...] I felt provoked by this statement. What implications has bis state-
ment? That only phenomena with a systematic and rational nature is qualified
as a topic of research? That my project is just a waste of time? That the addressed
need for more knowledge on how to facilitate creativity and innovation should
be silenced because no answers can be found? I don’t think so. (Jennifer)

Questions in the logs are important indicators that logs provide a forum
for dialogue. Direct questions demonstrate that the writer is attempting to make
direct contact with a specific reader, with expectations of response. Questions, like
Jennifer’s above and Shen’s below, seem to be a way for the writers to reflect upon
and challenge their disciplines and their own roles within those disciplines.

(26)  The tem [term] of marginal cost of water in irrigation system is discussed every-
where, but I can not find the definition of the concept of marginal cost of water
in irrigation system... Of course this is an important concept, my question is why
the authors who write the articles do not give a definition first? Does everybody
Enow it but me? (Shen)
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4.7. REPLIES

Replies are significant in that they indicate a willingness to maintain inter-
action and possible dialogue between the writer and the reader. The numbers of
replies in the logs reflect a significant difference between paper logs and e-logs:
there were only nine replies in the paper logs (although the reader/teacher had
asked 79 direct questions); in the e-logs there were 88 replies to 88 questions posed
by the reader/teacher.

4.8. SHARED KNOWLEDGE

Of the remaining categories (directives, apologies, shared knowledge and
personal asides), shared knowledge is the category that provides most insight into
the dialogic character of the logs—especially the e-logs. In their logs, students re-
ferred to what had been discussed in class, continued writing about a theme they
had previously taken up in their logs, or picked up on comments the teacher had
written. In this way, the log writers used shared knowledge to establish a basis for
dialogue between the writer and the reader. They used this shared knowledge as
they reflected upon the shared traditions and values in their disciplines.

(27) 1 am in the fortunate position that in principle I can choose to work with or get
ideas from several clever people working within my field. This might, however,
be a disadvantage when writing papers, due to the fact that clever and ambi-
tious people like to have their names on papers. I think my supervisor is a little
bit worried about this, since I already have started cooperation with another
professor. He lectured me to make this other professor do his share of the work.
This is much in line with what you said in the lecture two weeks ago. I am not
used to thinking about credit and publication, but I just as well have to get used
to it! (Gordon)

5. CONCLUSION

The results of the study showed a relatively high prevalence of linguistic
markers of interaction in logs, and that the markers of interaction were even more
prominent in e-logs than in paper logs. These findings indicate that the logs are a
relevant forum for dialogue. Hyland’s model of interaction in academic discourse
provided a taxonomy that revealed the variety and the relative incidence of markers
of interaction. However, closer analysis of the contexts and co-texts of the markers
revealed that using the model to achieve only quantitative results was insufficient
and sometimes even misleading. A qualitative analysis of the markers provided in-
sight into their complexities and significance.

On the whole, this study indicates that logs provide a forum for interaction
and dialogue. It also indicates that e-logs are more conducive to interaction than



paper logs. This practice of “dialogging”—observing, questioning, challenging in
dialogue—may indeed be considered a means of facilitating student development.
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CONCLUDING YOUR MASTER’S LEVEL THESIS

Jo Lewkowicz
Uniwersytetu Warszawskiego

ABSTRACT

Students writing a Master’s level thesis often seek advice not only on their research but also
on how to approach the writing of such a document. This is not surprising as for many
writing a thesis is a completely new experience and one that many have to complete in a
foreign language. The advice available is often generic and not necessarily appropriate. To
help such students we need to better understand the structure of these documents. This
paper looks at one section of the thesis, that of the concluding chapter to determine its
rhetoric structure and compare it with the advice available to the students within the Polish
context in which they are writing.

KEY WORDS: Master’s thesis, conclusions, move analysis.

RESUMEN

Los estudiantes que se encuentran en el proceso de preparacién de sus tesis de licenciatura
con frecuencia buscan asesoramiento no sélo sobre aspectos relacionados con la investigacién
sino también con la redaccién de tales documentos. Ello no es sorprendente si se tiene en
cuenta que para muchos de ellos la preparacién de este tipo de tesis constituye una experiencia
completamente nueva y que en muchas ocasiones lleva consigo la redaccién en una lengua
extranjera. Las recomendaciones existentes suelen caracterizarse por ser generalizaciones
que no necesariamente son las adecuadas. Para ayudar a estos estudiantes necesitamos tener
un mayor conocimiento de la estructura retdrica de estos documentos. Este estudio examina
una seccién en particular de la tesis de licenciatura, el capitulo de conclusiones, con la
finalidad de determinar su estructura retérica y compararla con las recomendaciones de las
que disponen los estudiantes dentro del contexto académico de Polonia en el que redactan
sus tesis.

PALABRAS CLAVE: tesis de licenciatura/maestria, conclusiones, andlisis de movimientos retéricos.

1. INTRODUCTION

An area of academic discourse written in English that has come under close
scrutiny in recent years is that of thesis/dissertation writing (here the terms thesis/
dissertation are used synonymously to refer to research reports written at Master’s
and PhD level). Interest has been at the level of the overall organisation of the
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document across different academic disciplines (see, for example, Paltridge, “The-
sis Dissertation Writing”), as well as specific sections of the manuscript, for exam-
ple, the acknowledgements (Hyland, “Graduates”) and the way in which writers
acknowledge their own work and the work of others (e.g. Thompson and Tribble).
This interest has been primarily spurred by the growing number of EAL students
writing a thesis in English and a realisation within the academic community that
compiling a thesis in English is a demanding task and that many research students
need guidance and support not only in their academic endeavours but also in the
writing process. It is, after all, the written document that is examined and ulti-
mately determines whether the candidate succeeds. Therefore, it is important that
the text is deemed to communicate effectively with its audience, that is, with the
examiners, and others interested in the field of research undertaken by the student.

The growing interest in theses written in English as well as our increased
understanding of the complexities involved in this genre has brought assistance to
the novice writer in a number of ways. An increasing number of both generic and
subject specific course books addressing issues of writing a thesis and guiding stu-
dents through the writing process are appearing in the market (see, for example,
Cooley and Lewkowicz, Dissertation; Glathorn and Joyner, Writing; Heppner and
Heppner, Writing Publishing; Swales and Feak, Academic). In addition, a variety of
approaches to teaching thesis and dissertation writing have been developed and
described in the literature (see e.g. Aitchison, “Thesis Writing Circles”; Allison et
al., “Dissertation”; Nelson and San Miguel, “Designing”; Paltridge, “Teaching”,
Thompson, “Citation”). In some cases graduate students are offered help in the
form of one-to-one consultations with a language expert, in others workshops are
organised for those wishing to attend while in some universities graduate students
are required to attend a thesis/dissertation writing course. Furthermore, universi-
ties are increasingly making available help manuals and guidelines on the web. The
needs of graduate students are thus progressively being recognised and met and in
many universities provision is being made not only to assist EAL students but also
to those whose first language is English.

It is worth noting, however, that the studies of theses/dissertations and
discussion of how best to address the needs of graduate students’ writing in English
have generally emanated from countries where English is the dominant language,
such as Australia, the USA and the UK, or from universities where English is the
medium of education, such as the National University of Singapore and the Uni-
versity of Hong Kong. Research to date has thus explored the conventions and
norms of such writing within these specific contexts. There are, however, numerous
students outside what could be termed as Kachru’s (Alchemy) inner and outer cir-
cles, i.e. within the expanding circle such as those studying at European universities
who undertake writing a thesis in English. An example of such a group would be
students studying English and applied linguistics at Polish universities. Do they, or
indeed should they, accommodate to academic writing conventions that are con-
sidered good practice in English-medium universities or are there academic con-
ventions and expectations within their own culture which they conform to when
fulfilling the thesis requirement for their degree?



To begin to explore the above issue, this paper investigates the structure
of one part of the dissertation/thesis written by Polish students of English Philol-
ogy or Applied Linguistics. It looks at the thesis conclusion to determine what
moves writers make when bringing their Master’s level thesis to an end. It then
considers whether the moves are similar to those outlined in the literature to date
on writing a thesis/dissertation in English and, where differences occur, to what
extent these arise from the different expectations of a thesis written in Polish.
(The thesis conclusion was selected for analysis as having supervised and exam-
ined numerous Master’s theses written by Polish students, I gained the impression
that they often differed markedly from my own expectations and were therefore
worth investigating.)

2. CONCLUDING MOVES

Move analysis (Swales, “Genre Analysis”) which looks at the function and
purpose of segments of text at the general level and how these are realised through
more specific rhetorical steps has contributed significantly to our understanding of
text specific discourse and language. It has been applied in analysing various sec-
tions of the thesis/dissertation resulting in reports on the structure of introductions
(Bunton, “Generic”; Dudley-Evans, “Genre”; Samraj “Discourse”), the literature
review (Kwan “Schematic”) as well as the discussion (Dudley-Evans, “Genre”). Yet,
as Samraj notes most of the reports have related to the PhD document rather than
the Masters’ Thesis.

The early work on theses’ conclusions carried out by Dudley-Evans (“Genre”)
suggested that this section of a Master’s thesis focuses on summarising the main
results and claims of the study and then proceeds to recommendations of future
work; it is thus fairly simple in its structure. However, Dudley-Evans’ analysis was
based on theses where the conclusion was part of a larger Discussion section. Yet
the conclusion of both the Master’s thesis and the PhD is often a separate, stand-
alone chapter as has been shown by Paltridge (“Thesis Dissertation Writing”) in his
analysis of the overall structure of this genre, and when presented as a separate
chapter it is likely to vary from conclusions that are integrated into the Discussion
(Bunton, “Structure”).

Bunton (ibid.) analysed 45 PhD conclusions, 42 of which were presented
as separate chapters. His analysis revealed that conclusion chapters can be catego-
rized according to whether they are thesis-focused or field-oriented, though the
former tend to predominate across different disciplines, especially in the humani-
ties and social sciences. Within each type of conclusion certain patterns tend to
prevail: in the thesis-focussed conclusion the majority start by restating the aim,
purpose or hypothesis of the study (IR), all include a consolidation move (C) and
then proceed to recommendations (R). The field-oriented conclusion, on the other
hand, either proceeds along a problem-solution text structure or an argument struc-
ture. The individual steps within the segments depend on the moves taken by the
author, but are generally cyclical in nature. These chapters tend to be more com-
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plex and display more steps than the research article and Master’s theses conclu-
sions described previously. Bunton (ibid) therefore questions the accuracy of many
of the guidebooks available which treat the conclusion as an integral part of the
Discussion.

3. THE STUDY

This study undertaken on Master’s thesis conclusions had two aims. The
first was to verify whether conclusions written by Master’s level students are pre-
sented as stand-alone separate chapters and if so whether the moves they follow are
different from those when conclusions are integrated into the longer Discussion
section of the thesis. The second aim was to consider whether the conclusions writ-
ten in English by Master’s students in Poland follow the patters reported in the
literature and if there are differences, to what extent these arise from different con-
ventions of writing a thesis in Polish and in English.

The study is based on 15 Masters’ level theses submitted between 2005 and
2009 at Warsaw University’s Institute of Applied Linguistics. All the theses were on
topics related to applied linguistics and language studies, with half of them relating
to some aspect(s) of translation. They were examined for their overall structure and
in terms of the way the conclusions were written. A similar procedure to that de-
scribed by Bunton (“Structure”), where the texts were analysed according to length,
title of chapter, references cited as well as the moves and steps used by the writers,
was adopted. Then, the structure of the conclusions was compared with the find-
ings of earlier studies on theses conclusions as well as advice provided for those
writing a thesis in thesis writing guides readily available to Polish students.

3.1. OVERALL STRUCTURE OF THE MASTER’S THESES

Most of the Master’s theses analysed here do not strictly follow the patterns
that have been reported in the literature (Paltridge, “Thesis Dissertation Writing”).
Only one could be described as topic-based, consisting of three chapters each of
which dealt with a different topic, plus an introduction and conclusion. The re-
maining 14 displayed characteristics of both topic-based theses as well as elements
of the IMRAD structure. All had a brief introduction to the thesis and the topic of
interest, an extensive discussion of the literature often made up of several chapters
each with its own topic-related title, a study in which there was a brief introduc-
tion, then an outline of the study design, findings and discussion of findings. Most
(13 of the 15) had a separate concluding chapter, which appears to be more in line
with Bunton’s (“Structure”) findings for PhD conclusions. The structure of these
theses could be seen as being made up of two separate parts: a theoretical, litera-
ture-based part followed by a practical application. Several of the authors (5 of the
15) actually specified such a two-part division in their table of content.



3.2. MasTER’S LEVEL CONCLUSIONS

All the conclusions are short, varying in length from two-thirds of a page to
four and a half pages, with an average length of two pages. In 13 instances they
appeared as a separate chapter entitled ‘Conclusions” (though only five of these
were numbered in sequence with the other chapters). The remaining 2 were part of
the chapter reporting on the practical application/study, but with its own heading
which in one case was “Conclusions” and in the other “General conclusions.” Most
probably because of their short length, none were subdivided into sections —the
text was continuous. In one of the conclusions, however, key words and phrases
were highlighted as a way of helping the reader through the text.

All but one of the theses conclusions were, using Bunton’s (“Structure”)
distinction, thesis-focussed, in other words their overall structure is based around
the thesis. One of these was difficult to classify as the author fails to make reference
to the thesis until the penultimate paragraph. However, a careful reading of the
conclusion shows that the writer was not attempting to problematize a world issue,
but rather objectify and so possibly distance herself from the work she had carried
out and from her findings. The remaining thesis starts as field-focussed, giving a
general introduction to the field before shifting to the thesis and the findings that
arise from the carried out study.

3.3. CONCLUSION MOVES

All the conclusions attempted to draw together the threads introduced in
the various sections, thus they all could be considered to display a “consolidation
move” (C). However, this move did not necessarily set out to consolidate the re-
search space as was the case for the PhD theses studied by Bunton (“Structure”).
Some of the authors of the MA conclusions under study used the conclusion to
summarise the individual chapters of the thesis, focussing equally, if not more, on
the theory introduced than on the research carried out. Thus a distinction needs to
be drawn between conclusions consolidating the research space, that is, those focussing
primarily on the study and its findings, and those consolidating the thesis as a whole
where the information provided in the separate chapters is summarised and the
conclusion functions more like a backward looking signpost.

3.3.1. Consolidation of Research Space

Of the 14 thesis-focussed conclusions, 10 were classified as consolidating
the research space. Seven of these started with an introductory paragraph in which
the aim/purpose of the study was restated. Thus, the consolidation move was pre-
ceded by an initial restatement (IR) move.

Typically such conclusions started as follows:
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(1) The aim of the present thesis was to compare...
This work had as its primary aim to describe...
As stated in the introduction to this thesis, the primary purpose of the study
was to...

The remaining three conclusions that set out to consolidate the research
space varied in how they introduced this section/chapter. Two of the authors started
by restating their main finding(s), while the other one provided some general back-
ground information to the topic under discussion before moving on to presenting
a summary of the findings.

The predominant moves in the conclusions analysed so far appear to have
been either IRAC (2 moves) or C (one move). However, three of the IRAC conclu-
sions had a further “recommendation” (R) move suggesting future research, and
were classified as displaying a 3 move structure: IRACAR. In all cases the progres-
sion of moves never varied and the Consolidation move always was the most exten-
sive.

Many of the same Steps that were identified in the Consolidation move of
the PhD theses analysed by Bunton (“Structure”) were also present in the Master’s
conclusions analysed in this study. The number of steps within the Consolidation
move varied from a total of 6 to 29. Unsurprisingly, given the shorter length of the
Master’s conclusions, the average number of steps per conclusion of 16.8 was con-
siderably lower and the frequency of occurrence of individual steps (that is the
number of occurrences, divided by the 10 conclusions under consideration) was
lower (see Table 1). However, the steps were cyclical with a predominant pattern
being Finding A Claim » Explanation » Finding A Claim.

TABLE 1: STEPS TAKEN WITHIN THE CONSOLIDATION MOVE OF CONCLUSIONS THAT
FOCUSED ON CONSOLIDATING THE RESEARCH SPACE

STEP NUMBER OF THESES FREQUENCY OF STEP
IN WHICH THE STEP APPEARS
(MAX. 10)

Findings 10 6
Claims 10 5
Explanation 6 2
Reference to literature 6 1.4
Information 4 0.9
Limitation 2 0.2
Evaluation 4 0.7
Reference to theory 1 0.1

Method 3 0.3




Two notable differences between these Master’s and Bunton’s PhD conclu-
sions need to be noted. First the method of carrying out the study was only men-
tioned in three of the Master’s conclusions, thus supporting Dudley-Evans’ (“Genre”)
view that this is not a prominent move in Master’s level conclusions. Secondly,
reference to the literature was relatively infrequent, present in only 6 of the 10
conclusions under consideration and only 9 of the 14 references noted could be
classified as specific; the remaining references were to the literature review as a
whole or to the chapter reviewing the underlying theory as the following examples
illustrate:

(2)  As the overview in the theoretical part of this thesis showed, ...
The literature analysis indicates that...

A final point that needs to be made here relates to the Evaluations included
in these conclusions. Their frequency at 0.7 is comparable to that of 0.9 found in
the humanities and social science PhDs studied by Bunton (ibid). However, whereas
in the PhDs the evaluative comment related to the method and/or product, in the
case of the Master’s theses the evaluation was usually of someone else’s work, that of
the subject under study as the following examples show:

(3)  ¢Twinning teachers deserve to be referred to as the teachers of the future...
...I believe that the authors were successful in enabling a Polish audience to...

Alternatively, the evaluation was of the thesis as in the following instance:

(4)  To conclude, ... the main goal of this work has been successfully achieved.

3.3.2. Consolidation of Thesis

The remaining four thesis-focussed conclusions, all of which appear as a
separate chapter, differ substantially from the others in that they summarize the
whole thesis step by step rather than attempt to link the research carried out with
the literature and so indicate how the research space has been filled. The authors
simply progress through each chapter of the thesis highlighting the most important
points. The following introductory phrases of the first 4 paragraphs of one of these
conclusions illustrate this point:

(5)  In the first chapter of my thesis I have discussed...
Secondly, I have devoted Chapter Two to...
Furthermore I have elaborated on the issue of...
The main aim of Chapter Three was to...

This author ends with a final paragraph in which she summarizes the sum-
mary. Two others, after completing the summary of the practical part of the thesis,
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do attempt to extend the conclusion by suggesting what more could be done in the
area of their research. Thus, their conclusions can be seen as consisting of two
moves, the summary followed by a recommendation. However, at no point does
either of the authors attempt to link the summary of the theoretical chapters with
that of the study undertaken, so underlining the two part nature of the thesis. The
remaining thesis conclusion also ends with another move, this time a short evalua-
tive comment but one relating not to the project at hand but to the level of success
with which the translators studied were successful in their endeavours and not the
extent to which the study allowed certain claims or conclusions to be drawn.

Unlike the conclusions discussed above that attempted to consolidate the
research space in which a number of different steps are taken and findings and
claims are presented in cyclical fashion, these conclusions are progressive and the
move is determined by the content of the chapter being summarised. Hence there
appears little need to conduct a step analysis of these conclusions. A further point
worth noting with regard to these conclusions is that in each case the overview of
the theoretical part of the thesis is very global and general and there are no specific
references to the literature. The following examples are a case in point where the
authors simply describe what the chapters contain, as if preparing the reader for the
text rather than drawing conclusions or highlighting the main points that they
consider important:

(6)  The first chapter contains a historical overview of the most salient approaches
to... The emphasis of the thesis is, however, on contemporary theory of [....]
which is further developed in chapter two.

I have devoted Chapter Two to the most widely used text patterns, focussing
on... I have also mentioned other patterns the recognition of which makes
comprehension of the written text easier... I have additionally discussed...

4. DISCUSSION

This analysis of a limited set of Master’s level conclusions all from the field
of English applied linguistics written in Poland shows that there is considerable
variability in how conclusions are written and some of the variability seems to be
specific to the context in which the theses were written. Most, though notall, of the
conclusions were presented as a separate chapter which reflects the demands of a
thesis written in Polish (see, for example, Boc Wegliniska). Also in line with the
guidelines provided in these handbooks, several of the authors did not number the
concluding chapter (or the introduction), thus setting it aside from the rest of the
work.

The distinction between thesis-focused and field-oriented conclusions pro-
posed by Bunton (“Structure”) for PhD conclusions seems to apply to those writ-
ten at Master’s level, though only one of the 15 conclusions studied here could be
classified as field-oriented. Because of the limited data set the analysis of this con-
clusion has not been presented in detail, but it was found to follow a Field A Con-



solidation pattern identified in one of Bunton’s (ibid) PhDs. Inevitably, it needs to
be ascertained whether other conclusions follow this pattern or whether this one
was an exception.

Although in all the remaining conclusions studied the Consolidation move
was dominant, how this was approached differed. The majority of authors (10 out
of 14) followed the expected pattern of consolidating the research space; others,
however, saw the need to focus not on the research but on the thesis as a whole.
These latter conclusions read more like extended abstracts or the sort of summary
that appears towards the end of an introduction signposting the organisation of the
text. It could therefore be argued that these conclusions were inadequate for their
purpose. But, given that more than 25% of the conclusions studied fell into this
category and they had been deemed acceptable by their examiners, it would appear
necessary to try to identify a reason for this approach. One possible explanation is
that students perceive the thesis as being made up of two separate parts and not as
a single entity and therefore consider that an adequate conclusion requires high-
lighting the main points of each section rather than tying the whole entity together,
coming full circle and mirroring the propositions set out in the introduction. This
perception is reinforced in some of the Polish guidebooks on how to write a thesis
at Master’s level which give the two part thesis made up of a theory section and a
practical application prominence. Little mention is made in these guidebooks of
the need to narrow-down and focus the literature, an aspect of research writing that
is often emphasised in the equivalent guidebooks written in English (e.g. Cooley
and Lewkowicz; Swales and Feak). This may, in turn, be why students see the need
for an extensive theory section and a downplaying of the actual research study.

Those conclusions that adhered more to the expected norms, that is the 10
that consolidated the research space, were found to be complex in the number of
reiterative Steps they took, though less complex and varied than the PhDs studied
by Bunton (“Structure”). The 10 conclusions all included findings and claims, and
in addition other steps such as explanations and evaluation. They were sparse in
specific reference to the literature and in discussion of limitations, but again this
seems to some extent reflect the advice given in the handbooks in Polish that advo-
cate a separate chapter for the conclusion (e.g. Boc Weglinska).

It would seem that these Polish students writing a thesis in English may be
vacillating between conventions of academic writing in English and advice that is
more readily available to them on writing a thesis in Polish. The question remains:
what impact is this having on the students and the theses they are submitting?
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PROMOTIONAL STRATEGIES IN RESEARCH ARTICLE
INTRODUCTIONS: AN INTERLINGUISTIC AND
CROSS-DISCIPLINARY GENRE ANALYSIS

Pedro Martin Martin
Isabel K. Leén Pérez
Universidad de La Laguna

ABSTRACT

Publishing research unavoidably involves an adequate use of promotional strategies in or-
der to meet the expectations of the members of particular scientific communities, which
may vary both across cultures and disciplines. In this paper, we examine comparatively the
presence of rhetorical promotion in the Introduction section of 80 research articles written
in English and Spanish in the two related subdisciplines of Clinical and Health Psychology,
and Dermatology. The results revealed that, overall, the English texts present a higher de-
gree of rhetorical promotion in both fields, although some degree of cross-disciplinary
variation was also found. This indicates that, in shaping the promotional features of the
genre, when professional and national cultural factors interact simultaneously, cultural fac-
tors tend to override the influence of disciplinary context.

KEY WORDS: Promotional rhetorical strategies, research articles, move analysis.

RESUMEN

La publicacién cientifica inevitablemente lleva consigo un uso apropiado de estrategias de
promocidn (persuasién retdrica) con la finalidad de satisfacer las expectativas de los miem-
bros de las distintas comunidades cientificas, que pueden variar tanto de una cultura a otra
como entre disciplinas. En este articulo examinamos de forma comparada la presencia de
persuasion retdrica en las Introducciones de 80 articulos de investigacién escritos en inglés
y espafiol en dos subdisciplinas afines: Psicologia Clinica y de la Salud, y Dermatologfa. Los
resultados revelan que, en términos generales, los textos en inglés presentan un grado ma-
yor de promocién retdrica en ambas especialidades, aunque también se encontrd un grado
relativo de variacién interdisciplinar, lo que indica que, en la configuracién de los elemen-
tos persuasivos de este género, cuando interactdan simultdneamente factores socio-cultura-
les y profesionales, los culturales tienden a predominar sobre la influencia del contexto
disciplinario.

PALABRAS CLAVE: estrategias retdricas de persuasién, articulos de investigacién, andlisis de
movimientos retdricos.
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1. INTRODUCTION

In the context of academic writing, the need to publish scientific papers has
become an essential issue for those researchers who want to promote their careers.
In order to get their papers accepted, researchers have to meet the expectations of
the members of their particular disciplinary communities, especially those of the
editors of international journals in which the degree of competitiveness is increas-
ingly high. This implies the use of promotional rhetorical strategies that allow writ-
ers to “sell” their “product” (Fairclough; Hyland), such as highlighting the novel
contribution of their work to the discipline and anticipating findings, even in the
Introduction section of the research article (RA). Writers also typically put forward
the value of their work by creating a research space which permits them to present
their new claims. This basically involves the indication of a knowledge gap and/or
the criticism of deficiencies in previously published work by other researchers in
the same scientific community. The latter strategy implies a face-threatening act
(Myers; Hunston; Salager-Meyer; Burgess and Fagan).

Since Swales’ (Aspects, Genre Analysis) ground-breaking move analysis of RA
Introductions, a good number of studies have analysed the structural organization
of the various sections of research papers in English: Nwogu in Medicine; Posteguillo
and Shehzad in Computer Science; Ruiying and Allison in Applied Linguistics;
Kanoksilapatham in Biochemistry, to cite just a few. A major focus of attention has
been the Introduction, since this section generally entails a great deal of complexity
in terms of rhetorical options, among them promotional discourse. Although Swales’
(Genre Analysis) CARS model initially postulated a common structure for RA In-
troductions in English, subsequent research has revealed that the rhetorical choices
that writers make to promote themselves and their work in relation to the other
members of their discourse community may vary not only across divergent disci-
plines (Anthony; Posteguillo), but also across related disciplines (Samraj). This vari-
ation depends on the particular social interactions which are established between
writers and readers and the actual writing conventions of the discipline itself. In her
analysis of RA Introductions from two related fields, Samraj found that the Conser-
vation Biology Introductions fulfil a greater promotional function than the Wild-
life Behaviour Introductions through the use of steps such as centrality claims. On
the basis of these findings, Swales (Research) revised his CARS model and presented
a new version, (see our discussion of this version below), which better accounts for
most of the limitations encountered in these more recent publications. Studies con-
ducted in the last five years have also shown the existence of intradisciplinary varia-
tion. Thus Ozturk investigated the degree of variability in the structure of RA In-
troductions within two subdisciplines of Applied Linguistics, namely Second
Language Acquisition and Second Language Writing. His results revealed a pre-
dominant move structure in the first subdiscipline, whereas in the second, two dif-
ferent types of move structure were almost equally frequent. He accounts for the
differences encountered in terms of an emerging-established field distinction.

Despite the importance of RA writing for non English-speaking background
academics, the studies which have applied the notion of “move analysis” from a



cross-cultural perspective are relatively scarce although, over the last few decades,
there has been an increasing number of works comparing English academic writing
to other languages, such as, Chinese (Taylor and Chen), Polish (Duszak), Swedish
(Fredickson and Swales), Malay (Ahmad), Spanish (Burgess), Arabic (Fakhri) and
Indonesian (Adnan). All these studies have concluded that RA Introductions are
influenced, to some extent, by socio-cultural variables and the specific features of
the socio-pragmatic context where the texts have been produced (i.e. local con-
straints). This is clearly seen in a tendency to avoid direct confrontation and an
apparent lack of self-promotion as compared with RA Introductions written in
English.

In this paper, we attempt to expand this area of genre analytic research by
examining comparatively the presence of rhetorical promotion in the Introduction
of RAs written in English and Spanish in the two related sub-disciplines of Psychol-
ogy and Medicine, namely Clinical and Health Psychology, and Dermatology.

2. CORPUS AND METHOD

A total of 40 Psychology and Medicine RA Introductions written in Eng-
lish and another 40 written in Spanish over a period of five years (2001-2005) were
selected for the present study. Considering that Psychology is divided into several
subfields (i.e. Clinical and Health, Behavioural, Cognitive and Neural, Social, De-
velopmental and Educational), in order to avoid any possible rhetorical variation
across subdisciplines (see, Ozturk), we have compiled the corpus from research
papers reporting empirical investigation (disregarding review and theory/position
papers) in the specific subfield of Clinical and Health Psychology alone. The texts
in English were selected at random from publications in two of the most prestig-
ious international journals in this subdiscipline: Health Psychology and the British
Journal of Clinical Psychology. Similarly, the Spanish texts in this subfield were drawn
from the two leading journals in this discipline in Spain: Anales de Psicologia y
Revista de Psicologia General y Aplicada. Regarding the Medicine corpus, the 40
papers in both languages were also randomly selected, over the same period of time,
from the following leading journals in the related subdiscipline of Dermatology:
Archives of Dermatology, Journal of Investigative Dermatology, Actas Dermo-Sifilio-
grdficas and Piel.

2.1. THE USE OF “MOVE” As A UNIT OF GENRE ANALYSIS

For the description of rhetorical promotion in the Introduction of the texts
in both disciplines and languages, we have used “move” and “step” as the units of
analysis following the pioneering work by Swales (Aspects) and then revised and
expanded in 1990 and 2004, in which he uses the concept of “move” to describe
patterns of organisational content and genre-specific language features. Swales (Genre
Analysis; Research) emphasises the functional nature of a move, although recognis-
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ing its frequent alignment with grammatical units (i.e. clauses or sentences) and
lexical signals. Rhetorical moves consist then of functional text elements, as viewed
in relation to the rhetorical goal of a text. Moves manifest themselves as text units
that occur in typical sequences, and these can be realised by either one or a combi-
nation of “steps” or submoves. The concept of “move” thus captures the function
of a segment of text at a more general level, whereas “step” refers to the more
specific rhetorical choices available to authors to realise the function of “move”.

After conducting an analysis of some 48 article Introductions from a wide
range of disciplines, Swales (Aspects) posited a four-move structure for a typical
article Introduction, a structure that he modified in 1990 reducing the number of
moves to three and terming it the “Create a Research Space” (CARS) model. The
three moves are: Move 1 (Establishing a territory), Move 2 (Establishing a niche)
and Move 3 (Occupying the niche). In order to establish a territory, the writers
have to indicate the importance of their research field. This can be achieved by Step
1 (Claiming centrality), Step 2 (Making topic generalizations) and/or Step 3 (Re-
viewing items of previous research). In Move 2, the writers justify their study by
means of Step 1A (Counter-claiming), Step 1B (Indicating a gap), Step 1C (Ques-
tion-raising) or Step 1C (Continuing a tradition). Finally, Move 3 presents the
research through Step 1A (Outlining purposes), Step 1B (Announcing present re-
search), Step 2 (Announcing principal findings) or Step 3 (Indicating RA struc-
ture).

In response to the findings in more recent research (e.g. Anthony; Samraj)
and changes in the genre itself over time, Swales (Research) proposed a revised model
that basically involves the reduction of the number of possible steps in Moves 1 and
2, and the inclusion of further steps in Move 3. In this more recent version, Swales
takes on board the potential cycling of Moves 1 and 2 sequences, and the fact that
citations (Reviewing items of previous research) are not restricted to Move 1 but
may occur throughout the whole Introduction. Therefore, he proposes that this
Step 3 (Move 1) should not be considered any longer as a separate element of an
independent move. He also points out the difficulties inherent in making a distinc-
tion between Move 1-Step 1 (Claiming centrality) and Move 1-Step 2 (Making
topic generalizations) since, on many occasions, it is difficult to tell whether the
main function of the authors is to highlight the importance of the research or to
report what is known about the topic of their research, as illustrated in the follow-
ing example taken from our own corpus:

(1) Novel biological therapeutics that target specific cytokines are emerging as
agents that are capable of controlling inflammation in autoimmune disor-
ders. (Eng. Med. 1)

Therefore, Swales eliminates Step 1 from Move 1 and only leaves Step 2 as
performing the function of both steps. This is labelled “Topic generalizations of
increasing specificity”. As regards Move 2, Swales also removes Step 1D (Continu-
ing a tradition) since it seems to him a “rather odd choice of nomenclature” (Swales,
Research 229) and proposes “Adding to what is known” instead. He, furthermore,



argues that “Counter claiming” and “Question-raising” perform a similar function
to “Indicating a gap” and, consequently, suggests that the first two can be sub-
sumed under “Indicating a gap”. Additionally, taking into consideration Samraj’s
findings, he includes another optional step in Move 2 (Presenting positive evalua-
tion) which typically follows a gap indication. Regarding Move 3, Swales (Research)
recognises the difficulty of separating a purposive statement of Step 1A (Outlining
purposes) and Step 1B (Announcing present research) and puts forward the fusion
of both steps into one that he labels “Announcing present research descriptively
and/or purposively.” In this revised version, Swales keeps the other two remaining
steps of his 1990 model (Genre Analysis), although he uses a new wording: “An-
nouncing principal outcomes” and “Outlining the structure of the paper”. Finally,
he adds four further optional steps (Presenting research questions or hypotheses,
Definitional clarifications, Summarizing methods, and Stating the value of the
present research).

2.2. A PROPOSED MODEL FOR ANALYSING PROMOTIONAL STRATEGIES IN RA INTRO-
DUCTIONS

For the purposes of analysing comparatively the promotional strategies in
RA Introductions, as we do in the present study, we consider that some points of
Swales (Research) model should be modified so as to better specify the different
degrees of rhetorical promotion and levels of face-threatening acts involved in the
writers’ process of creating a research space.

Regarding Move 1, we consider it appropriate to establish a difference be-
tween those communicative categories which have a prevalent function of claiming
centrality (Claiming importance of the research topic) and those in which the preva-
lent function is merely the reporting of what is known about the research topic
(Reviewing previous research), since the levels of promotional value clearly differ.
Although we acknowledge, as mentioned above, the difficulty inherent, on some
occasions, in making a distinction between these two steps, we have opted for clas-
sifying as examples of “Claiming importance of research topic” those instances in
which the authors include explicit lexical items that boost the relevance of the re-
search topic and that, therefore, contain an added value of promotion (e.g. inzerest,
increasing attention, considerable revival, significant role, innovative, essential, par-
ticularly important) as in the following examples:

(2) Despite the established value of examining CHD risk factors in childhood
(Berenson et al., 1992; Newman et al., 1986), there is a dearth of informa-
tion about the association between central adiposity and cardiovascular re-
activity in adolescents. (Engl. Psych. 10)

3) Growing interest in S1P has been increased by the discovery of a family of
distinct G-protein-coupled receptors, which originally were designated en-
dothelial differentiation gene receptors. (Engl. Med. 13)
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In relation to Move 2, we agree that “Question-raising” has the same func-
tion as “Indicating a gap” and, therefore, should be reduced to just one step; but we
believe that it is useful to maintain a distinction between “Indicating a gap” and
“Counter-claiming” since the rhetorical effect is different. By indicating a gap, the
authors merely point out that more research needs to be done in that specific area
of knowledge. Counter-claiming, however, is a more face-threatening act which
encompasses the criticism (in a direct or indirect manner) of the other members of
the research community. We, therefore, propose a model in which a distinction
prevails between those cases where there is a criticism addressed to the research
community, by stating the methodology flaws or the limitations of previous re-
search (Criticising previous studies), and those cases in which there is a gap creation
function (Indicating a gap in existing literature). We have also included a new step
in between these two (Reporting contradictory findings), which corresponds to
those communicative events in which the authors report on the inconsistent find-
ings in the literature, as a way of justifying their own research. This step we see as
having a weaker threatening rhetorical effect than “Criticising previous studies”
but stronger than “Indicating a gap”, as seen in the following examples:

(4) Some studies support the notion that alcohol use is related to sexual risk-
taking, whereas others find no relation [...]. Based on the inconsistent findings
in the literature, we attempted to replicate past studies using... (Psych. Engl. 3)

5) Algunos investigadores han encontrado que la tasa de recurrencia de la
criocirugfa es menor o igual que la observada en cirugfa convencional y
radioterapia; sin embargo, otros mencionan que es un método de tratamiento
menos efectivo y con resultados cosméticos no siempre buenos. En
consideracién a la controversia sobre la efectividad de esta técnica, decidimos
realizar... (Med. Span. 11)

As regards Move 3 (Step 2), we also consider that a distinction should be
established between those cases in which the authors present research questions and
those in which hypotheses are put forward. In the former, it seems that the main
function is simply to announce the purpose of the investigation, whereas in the
latter, the main function seems to be equivalent to the announcement of principal
findings (if the hypotheses become confirmed), especially in those cases in which
the authors use the verbs predict, anticipate and expect, as in the following examples:

(6) At the general association level, the alcohol and risky sex link was predicted
to be stronger for individuals who did not have a regular partner. The asso-
ciation between alcohol use and sexual behavior at the event level was also
expected to be strongest for events with a new partner. (Psych. Engl. 3)

7) We anticipated that the long-interval treatment condition would produce
significantly better health outcomes than the short-interval control condi-
tion. (Psych. Engl. 8)



Since we, therefore, perceive a different degree of promotional value, in our
adapted model we have included the instances of “research questions” as part of
Move 3 (Step 1), whereas the instances of “hypotheses” are reported as a separate
step.

Finally, we should point out that a preliminary analysis of the article Intro-
ductions that make up the corpus of the present study revealed that there were no
instances of the step “Presenting positive justification” (Move 2) nor of the steps
“Definitional clarifications”, “Summarizing methods” and “Outlining the struc-
ture of the paper” (Move 3) as proposed in Swales (Research) model. Consequently,
since these steps do not seem to be operative in the disciplines analysed in this
study in either of the languages, we decided not to include them as part of the
adapted model, as seen in Fig.1.

Move 1 Establishing the research context (citations required)
via
Step 1*Claiming importance of the research topic
and/or
Step 2 Reviewing the research topic

Move 2 Creating a research space (citations possible)

via

Step 1A**Criticising previous studies
and/or

Step 1B Reporting contradictory findings
and/or

Step 1C Indicating a gap in existing literature
and/or

Step 1D Adding to what is known

Move 3 Presenting the research (citations possible)
via
Step 1*Announcing present research (descriptively andfor purposively)
Step 2 Presenting hypotheses
Step 3 Announcing principal outcomes
Step 4 Stating the value of the present research

* The degree of promotional value is decreasing from Step 1-2 (Move 1) and increasing from Step 1-4 (Move 3)
**The degree of the face-threatening act is decreasing from Step 1A-1D (Move 2)

Fig. 1. Adapted model from Swales (Research) for analysing comparatively
(across languages and disciplines) promotional strategies in RA Introductions.

2.3. PROCEDURES

The move analyses of the texts recorded were firstly carried out independ-
ently by each of the authors and then compared. In each case complete agreement
was reached after discussion. In those cases in which discrepancies occurred, we
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resorted to the assistance of a specialist informant in each discipline. With regard to
the identification of move boundaries and the assignment of discourse values to the
various moves and steps, our approach was primarily based on semantic or func-
tional criteria rather than formal criteria. Nevertheless, it should be mentioned
that, on those occasions in which there was ambiguity, linguistic exponents were
particularly useful in the identification of certain moves. Clearly the analyses of
rhetorico-pragmatic features always involve a certain degree of subjectivity that is
perhaps unavoidable, but this was kept to a minimum in the study reported here.

3. RESULTS

The findings obtained in the present analysis of the promotional strategies
employed by the English and Spanish writers in Psychology and Medicine research
papers, as seen in Tables 1 and 2, revealed that, overall, the Introduction section of
the English texts exhibits a higher degree of promotion in both disciplines. This is
seen in the higher frequency of occurrence of the most promotional steps associ-
ated with each of the moves in the English texts, especially in Psychology, as com-
pared to the Spanish texts.

TABLE 1. FREQUENCY AND DISTRIBUTION OF MOVES
IN THE INTRODUCTION SECTION OF THE PSYCHOLOGY TEXTS

NUMBER OF ENGLISH NUMBER OF SPANISH
INTRODUCTIONS INTRODUCTIONS

Move 1 Establishing the research context 20 (100%) 20 (100%)

Step 1 Claiming importance of the research topic 13 8

Step 2 Reviewing the research topic 20 20
Move 2 Creating a research space 20 (100%) 12 (60%)

Step 1A Criticising previous studies 11 4

Step 1B Reporting contradictory findings 5 2

Step 1C Indicating a gap in existing literature 15 7

Step 1D Adding to what is known 6 -
Move 3 Presenting the research 20 (100%) 20 (100%)

Step 1 Announcing present research 20 20

Step 2 Presenting hypotheses 13 4

Step 3 Announcing principal outcomes 1 -

Step 4 Stating the value of the present research 9 2




TABLE 2. FREQUENCY AND DISTRIBUTION OF MOVES IN THE INTRODUCTION
SECTION OF THE MEDICINE TEXTS

NUMBER OF ENGLISH NUMBER OF SPANISH
INTRODUCTIONS INTRODUCTIONS
Move 1 Establishing the research context 20 (100%) 20 (100%)
Step 1 Claiming importance of the research topic 9 1
Step 2 Reviewing the research topic 20 20
Move 2 Creating a research space 17 (85%) 10 (50%)
Step 1A Criticising previous studies 5 1
Step 1B Reporting contradictory findings 8 4
Step 1C Indicating a gap in existing literature 7 6
Step 1D Adding to what is known 1 -
Move 3 Presenting the research 20 (100%) 20 (100%)
Step 1 Announcing present research 19 19
Step 2 Presenting hypotheses 4 1
Step 3 Announcing principal outcomes 4 4
Step 4 Stating the value of the present research 8 3

Initial Move 1 is an obligatory communicative category which occurs in all
the Introductions analysed. In all the texts, the writers made use of Step 2 (Review-
ing the research topic) as a means of establishing the background of their research
field. However, the incidence of occurrence of the other more promotional strategy
in this move, namely Step 1 (Claiming importance of the research topic), varied
mainly across the two disciplines: in the Psychology texts, 13 instances (65%) were
reported in English and 8 (40%) in Spanish, as opposed to 9 (45%) in English and
1 (5%) in Spanish, in the Medicine texts.

Move 3 is another communicative category that occurred in all the Intro-
ductions analysed, being predominantly realised through Step 1 (Announcing present
research). However, the frequency of occurrence of the other three steps associated
with this move, and which present a higher degree of promotional value, varied
across the two disciplines and languages: Step 2 (Presenting hypothesis) seems to be
a more popular option among the English Psychology texts, since it was used in 13
Introductions (65%) of the sample texts. The frequency of occurrence of this step
was similar both in the English Medicine texts and the Spanish Psychology ones (4
instances -20%-), whereas in the Spanish Medicine texts only 1 Introduction (5%)
exhibited this use. Conversely, Step 3 (Announcing principal findings) was reported
more frequently in Medicine (4 instances -20%- in both languages) in opposition
to the only instance (5%) that was found in the English Psychology texts. No in-
stances of this step occurred in the Spanish Psychology sample. It is worth men-
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tioning that in one of the Spanish Medicine texts, the findings were presented in
two tables at the end of the Introduction. This represents an atypical strategy of
persuasion used as an attention-catching device, motivating the reader to read fur-
ther to understand how the researcher arrived at the findings later reported exten-
sively in the Results section. Mostly, in the rest of the cases, the information con-
cerning the findings consisted of only a brief statement, as seen in the following
examples:

(8) In agreement with results of several fibroblast cell lines S1P induced prolif-
eration of primary fibroblasts. Moreover, matrix protein formation by S1P
was observed. (Med. Engl. 13)

9) Participants with dysfunctional attitudes showed increases in depressed mood
following a negative admission outcome because they developed both a
negative view of the self and the future. (Psych. Engl. 13)

As regards final Step 4 (Stating the value of the present research) in Move 3,
it constitutes the step with the highest degree of rhetorical promotion. It is here
that writers emphasise the value of their research for the disciplinary community.
On some occasions the writers opted for enhancing the implications of their re-
search in a tentative way through the use of hedging devices, mainly epistemic
modality, as in the following examples:

(10)  Sensitizing clinicians to the morbidity of the disease may help improve pso-
riasis management. This insight may allow the clinician to offer patients more
effective therapies. (Med. Engl. 2)

(11)  En estos casos la biopsia de dichas lesiones y el estudio histopatolégico
P y % g
posterior puede ser de gran ayuda diagnéstica. (Med. Span. 6)

On other occasions, however, the importance and novelty of the research is
directly put forward in a bid to convince readers of the validity of their claims.

(12)  Because this study examines the entire NPF patient population, these find-
ings are especially important. (Med. Engl. 2)

(13)  These results further emphasize the functional importance of the nonhelical
tail domains of keratin molecules. (Med. Engl. 8)

(14)  We used a novel variation on the naturalistic approach, by evaluating the
relationship between life stress and a range of eating behaviors. (Psych.

Engl. 6)

We also found a few instances in which the value of the research is en-
hanced by comparison to previous work.



(15)

(16)

Thus, our study adds to the small literature base and improves on past stud-
ies in a number of ways. (Psych. Engl. 1)

Nuestro meta-andlisis 7o es una mera réplica de los anteriores ya que, en
primer lugar limitamos nuestro periodo de busqueda desde el afio [...]. En
segundo lugar, nos centramos principalmente en los distintos subtipos de
fobia social [...]. En tercer lugar, limitamos los estudios al contexto europeo
[...]. En cuarto lugar, aplicamos técnicas de meta-andlisis mds potentes que
ponderan [...]. Finalmente, incluimos estudios realizados en lengua caste-
llana, que no suelen estar representados en los meta-andlisis ya realizados
sobre este tema. (Psych. Span. 8)

There were also instances in which the writers explicitly mention the unique-

ness of their work by expressing the novelty that their research represents for the
disciplinary community.

(17)

(18)

(19)

Advancing beyond our previous research (Kalichman et al. 2002), this study
is the first that we are aware of to examine the association between Internet
use and coping and social support in people living with HIV/AIDS. (Psych.
Engl. 5)

Currently, no study can be found in the literature that has directly exam-
ined the relationship between TAF and schizotypy. The present investiga-

tion was a first attempt to address this issue. (Psych. Engl. 15)

This report is zhe first in a series on the prevalence of these conditions found.
(Med. Engl. 3)

The high level of competitiveness, especially in the Psychology field, is well

illustrated in the following example in which the authors are forced to enhance the
value of their work with the aim of creating a gap which justifies their research,
even though it implies the criticism of their peers.

(20)

During the course of the current research, Gilbert and colleagues (2001)
reported that self-criticism was related to entrapment and to poorer social
comparison. Therefore, these investigators partially addressed similar ques-
tions but did not have a validated measure of the self-critical personality
style. The present study used the Depressive Experiences Questionnaire
(Blatt et al., 1976), the most widely used instrument to assess self-criticism.
(Psych. Engl. 20)

As seen in the example above, in order to convince the readers of the im-

portance of the research, writers typically need to previously emphasise their work
by creating a research space. This is achieved by means of Move 2 which is mainly
realized via four steps (see Fig. 1). The use of these steps clearly involves a certain
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degree of face-threatening act which is decreasing from steps 1A to 1C. In relation
to the frequency of occurrence of this Move 2, a striking difference between the two
languages was found. In English, it was reported in 100% of the Psychology texts
and in 85% of the Medicine texts. This indicates that it is an obligatory move in
this language. In Spanish, however, this move seems to be optional as it was used in
60% of the Psychology texts and in only 50% of the Medicine texts.

A more popular option in all groups of texts was, as seen in Tables 1 and 2,
the realization of Move 2 via Step 1C (Indicating a gap in existing literature) to
point out the possible topics or areas that still need research in relation to previous
work. The majority of the examples of this step typically consisted of a short state-
ment, especially in Spanish, and was often initiated with an adversative conjunc-
tion:

(21)  El mecanismo de accién de los antibidticos no estd aclarado suficientemente.

(Med. Span. 3)

(22)  However, very little is known about the nature of the membrane transport-
ers involved in either acid secretion or the regulation of intracellular pH.

(Med. Engl. 11)

As regards the use of Step 1A, the writers in the English Psychology texts
engaged far more frequently than the authors of the other groups of texts in criticis-
ing one’s peers as a way of justifying their research. This is illustrated in the follow-
ing example:

(23)  An important limitation of Treiber’s (1998) study is that the sample was
restricted to adolescents with a family history of hypertension, which sig-
nificantly limited the generalizability of the study of population at large. In
addition, the author did not examine race differences in this association.
(Psych. Engl. 10)

Another preferred rhetorical strategy, especially in the English Medicine
texts, was the use of Step 1B (Reporting contradictory findings), which also serves
as a way of justifying research but also involves a lessened degree of threat. As for
the use of Step 1D (Adding to what is known), by means of which writers present
their work as a continuation of a previous research topic, although 6 instances
(30%) were reported in the English Psychology sample, only one example (5%)
was found in the English Medicine texts and no instances were reported in Spanish
in any of the disciplines. The low level of incidence of this step can arguably be
attributed to its low degree of rhetorical force in the creation of a research space.

(24)  The present study complemented these theoretical developments. It aimed
to further elucidate the nature of staff beliefs and feelings about challeng-
ing behaviour. (Psych. Engl. 19)



We should, finally, point out that overall the English Introductions in both
related subdisciplines are quite homogeneous in terms of length and rhetorical struc-
ture, whereas the Spanish Introductions, although they seem to conform to a great
extent to the international rhetorical norms, present a greater variety... For instance,
two of the Spanish Psychology texts (n. 2 and 5) include the aims of the study and
the working hypothesis as part of a following section of Methods, under the sub-
heading “Objetivos e Hipétesis”; in another text (n. 14) Move 3 is included as part
of the Methods section under the subheading “Descripcién y Justificacién”, and in
n. 20, Move 3 appears as an independent section after the Introduction and before
the Methods section under the heading “Objetivos”. In the middle of the Introduc-
tions n. 11 and 20, a figure with explanatory graphs and a table are included, respec-
tively. Similarly, the Spanish Medicine Introduction present some examples of atypical
structure: text 4 is divided into several subsections under different subheadings
(Definicién, Antecedentes histéricos, Manifestaciones clinicas, Histologfa, Formas
clinicas) and the aims of the study, much the same as in text 19, are presented in an
independent, follow-on section (“Objectivos”). In text n. 7 the main findings are
presented in two tables at the end of the Introduction; and the sequence of moves in
text n. 12 (M3 + M1) does not follow the typical linear structure.

4. CONCLUSION

Odur results suggest that, when presenting their research, in both subfields
of Clinical and Health Psychology, and Dermatology, for the English-speaking writers
the RA Introduction is viewed to a greater extent as a promotional genre than it is
by the Spanish academics, inasmuch as the overall frequency of occurrence of pro-
motional strategies is higher in the English texts. However, even within the same
language, some degree of cross-disciplinary variation was noted, as seen in Fig. 2.

Psych. Engl. = Med. Engl. = Psych. Span. = Med. Span.

Fig. 2. Degree of rhetorical promotion across subdisciplines and languages.

It seems that the need to promote one’s work and to create a research space
in order to justify publication is greater among the members of the international
English-speaking Psychology community, since the Introductions in this field, over-
all, present the highest degree of rhetorical promotion (Moves 1 and 3) and engage
more frequently in criticising previous work (Move 2). This tendency is followed on
a continuum by the English Medicine texts, in which writers use a slightly higher
number of promotional strategies and put their faces more at risk than the writers in
the Spanish Psychology Introductions. Finally, the Spanish Medicine texts present
the lowest amount of promotional strategies and face-threatening speech acts.
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Whereas intercultural variation can be explained in terms of the different
levels of competition to publish in the national and international arenas, cross-
disciplinary variation can be accounted for by the influence of discourse practices
in specific professional subcultures. It should be noted, however, that when both of
these variables are considered, it is not clear, as Yakhontova points out, how profes-
sional and national cultural factors interact in particular languages and fields, al-
though the results obtained in this study indicate that in shaping the rhetorical and
promotional features of the genre in question, cultural factors tend to override the
influence of disciplinary conventions.

In today’s context of academic globalisation, being heard internationally is
regarded essential and, therefore, an adequate use of promotional strategies be-
comes a central issue especially for speakers of English as an additional language.
Although it seems that Spanish writers in the fields analysed in this study are famil-
iar, to a certain extent, with the rhetorical practices of the international English-
speaking scientific community, it would be interesting to study in further research
to what extent Spanish academics modify their preferred national rhetorical prac-
tices in order to meet the expectations of their particular reference disciplinary
communities in an international publication context.
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SCIENTIFIC WRITING ASSISTANCE FOR NON-NATIVE
SPEAKERS OF ENGLISH: SHIFTING RIGHT
ON THE INTERACTIVITY SPECTRUM

Ray Cooke

Susan Birch-Becaas
Université Victor Segalen Bordeaux 2

ABSTRACT

This paper investigates the issue of how non-native speaking (NNS) scientists manage to
get their work published despite the linguistic and procedural difficulties that they face,
and in particular, looks at the means and tools available to do this. The authors pinpoint
certain conditions that could be met in order to allow NNS scientists easier access to the
“gate-kept” world of publishing in English. Finally, they describe how available tools to
help such authors have progressively shifted right on the interactivity spectrum.

KEY WORDS: NN scientists, publishing research, gate-kept access, online writing assistance.

RESUMEN

En el presente articulo se analizan los mecanismos que permiten a los cientificos cuya len-
gua madre no es el inglés publicar sus trabajos de investigacién a pesar de las dificultades
lingiiisticas y de procedimiento con las que suelen enfrentarse. En particular, se revisan los
recursos y herramientas disponibles para lograr dicho objetivo y se sefialan ciertas condicio-
nes que deberfan cumplirse para facilitar el acceso de estos investigadores al restringido
mundo de las publicaciones en inglés. Por tltimo, se ofrece una descripcién de cémo el
grado de interactividad en relacién con el uso de las herramientas existentes ha ido aumen-
tando progresivamente.

PALABRAS CLAVE: cientificos hablantes de inglés como lengua internacional, publicacién de
trabajos de investigacion, acceso restringido, ayuda online para autores.

1. INTRODUCTION

English has long been the dominant language in the world of research and
at present, almost all scientific research articles are written in English. Both novice
and more experienced researchers the world over have to write in English for their
work to be published. While publishing in English is the only way for these re-

searchers to establish themselves as expert members of their discourse community,
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their results need to be made available to the widest readership possible. Hyland
sums up the situation as follows: “countless students and academics around the
world must now gain fluency in the conventions of English language academic
discourse to understand their disciplines, to establish their careers and to success-
fully navigate their learning” (Hyland, English 24). Those hardest hit by what
Benfield and Feak term the “English language burden” are of course the researchers
for whom English is not their native language. The problems faced by these re-
searchers have been well documented and summarised by Flowerdew (“Writing”)
and Uzuner. Non-native speaking (NNS) authors are at an obvious disadvantage as
they have to structure their papers according to cultural norms and conventions
which are not their own and, of course, the time taken to draft an article is longer.
The task is even more difficult for those researchers who live and work “on the
periphery” or “off-network” (Belcher) as they may not have had any training in
scientific writing (Salager-Meyer), they may not have access to assistance from na-
tive speakers (Li and Flowerdew) or they may not have the funding necessary to
collaborate with an author’s editor (Flowerdew, “Scholarly”).

2. PREVIOUS AND RECENT TRENDS

A number of recommendations and suggestions have been made recently
in order to assist NNS researchers with the publication of their research. Salager-
Meyer stresses the importance of open-access to journals for researchers in develop-
ing countries and the first International PRISEAL Conference (Publishing and Pre-
senting Research Internationally: Issues for Speakers of English as an Additional
Language) at the Universidad de La Laguna, Tenerife in 2007 has also led to a
statement on equitable access to the international academy. Salager-Meyer also un-
derlines the need to develop initiatives whereby experienced researchers would help
authors in the developing world to publish by providing editorial assistance and
acting as mentors. The issue has also received attention from an editor-in-chief of a
medical journal. Charlton suggests that NNS scientists should be permitted to
construct papers using a substantial number of direct quotations from the already-
published scientific literature. He argues that the result should be better than insist-
ing that scientists of poor linguistic competence be compelled to re-phrase and re-
combine concepts which have already been well-expressed elsewhere in the scientific
literature. Of course, ideally NNS researchers would have their manuscripts re-read
by both an experienced peer and a language specialist as advocated by Flowerdew
(“Scholarly”) and Benfield, but this is not always feasible especially in developing
countries.

There is, therefore, a need for tools and materials to be developed to help
NNS authors with writing up research. Previous research has provided valuable
input for writing courses. Genre analysis studies have provided model moves which
NNS researchers can follow (Swales; Hopkins and Dudley-Evans) and more re-
cently other research genres such as letters to the editor have been studied (Magnet
and Carnet). Other studies have focused on prominent language features of the



research article, and contrastive studies have also helped to illustrate how different
cultures may organise their research according to different norms, with recent stud-
ies on Iralian writers (Giannoni 2008), Sudanese authors (El Malik and Nesi) and
French authors (Rowley-Jolivet and Carter-Thomas). However, with the exception
of textbooks such as those by Swales and Feak (Academic Writing, English in Todays
Research World) and Weissberg and Buker, there are few pedagogical materials avail-
able for graduate students and researchers. They do not have the time to study the
comprehensive style manuals available, and the “instructions to authors” provided
by journals almost never give any readily transposable advice about the grammati-
cal and strategic issues involved in drafting scientific English.

A recent trend has been the move towards the study of large corpora of
academic discourse. Concordancing tools can be used to identify key words, recur-
rent grammatical structures, collocations and to draw up word lists. However, Tribble
has warned against the use of vast corpora such as those used by lexicographers and
descriptive linguists which, “while it may be valid for these communities, does not
necessarily meet the needs of teachers and learners in EAP programs.” (Tribble
132). He advocates constructing a corpus with the type of texts that learners need
to write: “the generalisations which they are able to make can be incorporated into
their own written production” (ibid: 146). Flowerdew too has called for corpora of
texts from the students’ own environment that reflect their writing tasks “exploit-
ing small ‘localised’ expert corpora for pedagogic purposes” (Flowerdew, Corpus-
Based 134). The approach then should be to combine the bottom-up approach
with a top-down analysis of the macro-structure of texts as in Flowerdew’s study of
problem-solution texts (Corpus-Based Analyses) or Hyland’s study (“Activity”) of
reporting practices. Charles too argues that lexico-grammatical patterns revealed in
corpora need to be associated with their functions in the discourse, “the use of
corpus consultation to explore a series of lexico-grammatical patterns does not in
itself add up to a coherent set of teaching materials” (Chatles, “Reconciling” 290).
It would therefore seem that smaller corpora that can be examined manually and
processed didactically may reveal interesting results and applications for the learner
and EAP instructor. This raises the question as to what type of model NNS learners
could follow.

3. ACCEPTABILITY AND GAINING ACCEPTANCE

This issue of how to define what is an acceptable level of English for publi-
cation has been raised both by Salager-Meyer and Flowerdew (“Scholarly”). NNS
researchers should not be expected to produce native-like discourse but articles
which are sufficiently clearly written to move forward to the review process. At the
same time, editors should be encouraged to tolerate more “deviation” and “linguis-
tic peculiarities” (Salager-Meyer 126). Indeed as Salager-Meyer points out, the dis-
tinction between novice and expert writing may be more relevant than that be-
tween native-speaker and non-native speaker productions. So far the tendency has
been to study native-speaker corpora but it is perhaps as realistic for NNS authors
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to imitate their successful NNS peers who have succeeded in being published. We
would argue that NNS texts which have been re-read by an author’s editor and
accepted for publication can be used as a realistic goal for novice researchers to
achieve.

While it is one thing to write correct English, it is another to negotiate
one’s way through the submission and acceptance process. Pitfalls abound. On the
authors’ side —and to name but a few— there is: not adopting the journal’s “house
style” or respecting the Instructions to Authors contained in every journal; lacking
concision; not using linguistic devices likely to highlight the salient points of one’s
research; not paying attention to the form of certain documents accompanying the
main item submitted. The situation would be difficult enough if it were not for the
fact that, on the journals’ side, matters have also become stricter: as many as five
reviewers to satisfy; further experiments or statistical tests required; bibliographical
references to be added; and, last but not least, level of English to be improved.
Indeed, perseverance and toeing the line tended ultimately to prove fruitful and
lead to publication in a study of NNS submissions to English for Specific Purposes
(Belcher).

While these factors are perhaps the visible barriers to publishing in English,
others lie in wait. If sufficient financial resources were available to outsource a prob-
lematic manuscript to a reputable scientific sub-editing agency, it is likely that it
would gain not only linguistically but also structurally, since both form and func-
tion would probably be commented upon and corrected. However, being off-net-
work probably means lacking the financial resources to outsource, and even lacking
the human resources (proficient thesis supervisor, reliable peers, etc.) that could

S offset the problem. An even more unquantifiable but potentially damaging factor in
the long term could also be the attribution of an off-network thesis supervisor at the
< outset of one’s doctoral studies. These are just some of the obstacles faced by NNS
ﬁ researchers in the quest to pass by the gatekeepers of English-language journals.

T Indeed, if one attempts to summarize the present situation regarding pub-
i lishing in English-language journals, a particular word springs to mind: pressure.
% There can be no doubt that publishing in English-language journals is not getting

any easier, especially for NNS researchers. Years of personal observation' lead to the
conclusion that the pressure under which NNS researchers find themselves has

w

Z steadily increased over the years. First, every country in the world maintaining a
Y policy of funding state research lays down stringent requirements that researchers
S must meet with regard to the volume and type of publications that they are called
~ upon to contribute to the accrual of center knowledge, i.e. the knowledge on which
s the mainstream scientific community is founded. France is also taking that avenue

at present with the result that pressures are building in the research community.
Indeed, a French government think-tank recently projected a 10% increase in the

! 25 years of experience helping researchers in a life sciences university to get their research

published in English.



number of doctoral students in France between 2006 and 2015, the figure rising to
15% for the hard sciences and the health sector.? Second, there is a growing ten-
dency for the number of reviewers of submitted papers to be increasing. The jour-
nals with the greatest impact factor tend to have the largest number for reasons of
scientific credibility. However, meeting with the approval of 4 or even 5 reviewers
may not be easy, especially for NNS researchers likely to commit slight but annoy-
ing mistakes in English. This can only add to the pressure on their shoulders. The
corollary is that a manuscript should be well written from the outset... or risk out-
right rejection, irrespective of the value of the science that it may contain but of
which the editor-in-chief may perhaps be unaware. Furthermore, there is evidence
that, with some rare exceptions, editors no longer can afford to take the time that
they may previously have taken to rectify the faulty language of NNS researchers.?
This is understandable given the sheer volume of work falling on their shoulders in
an era where they may have to deal simultaneously with both paper and electronic
publications. For a number of reasons, therefore, researchers and editors alike are
coming under increasing pressure in an ever more competitive research world.

Appropriate language training well upstream in a young researcher’s career*
might considerably alleviate the problem. In France, however, practices differ widely
for reasons beyond the scope of this paper, some doctoral students having received,
and continuing to receive, fully appropriate training in academic writing, with oth-
ers receiving none at all. If the institution fails at this level, the problem of dissemi-
nating one’s research becomes an even more uphill one. In this context, writing up
research can be a solitary frustrating experience, since fledgling researchers are ex-
pected to play a game whose rules may be known to them, but for which they may
be ill-equipped in terms of skills. Who, or rather what, can they turn to?

To answer this question, it is important first to consider in what circum-
stances researchers write up their research. Anyone who has set foot in a research
laboratory will know that researchers’ workstations tend to be rather cramped places
with papers, notes and articles set around a computer screen and keyboard. In fact,
the question of how researchers write up research probably involves as many ergo-
nomic issues as it does linguistic factors. In a recent discussion, one researcher men-
tioned to the authors of this paper that he strews around his table top all the
downloaded pdf versions of articles relevant to his own subject, sets dictionaries
next to them, and then tries to “imitate the style of well-known authors” in his
domain. Such personal resourcefulness merits research in its own right and might
reveal some interesting process-driven insights for EAP practitioners. For example,

> B. Leseur, Projections 4 long terme des principales filieres de I'enseignement supérieur:
rentrées de 2006 22015, dans Education et Formation n® 74 [MEN], <http://media.education.gouv.fr/
file/02/4/5024.pdf>.

3 See «How Authors Learn Writing Skills,” Listserve Discussion Forum of World Associa-
tion of Medical Editors (WAME), <http://www.wame.org>.

4 This could consist in well-planned ESP courses from Master’s level up.
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in a study of 13 Japanese researchers (Okamura), only 5 paid direct attention to
mastering English speakers’ language use, the others simply resorting to piecemeal
observation and attempted imitation of what they read day in and day out in their
profession. Whether these findings can be extrapolated to other national groups
remains to be established. In any case, the tools that linguists make available to
researchers to meet their needs have until now been linguistically oriented, and
have by and large paid less attention to the ergonomic and cognitive needs of those
for whom they are intended.

4. INTERACTIVITY AND EXISTING APPROACHES

We shall now turn our attention to the notion of interactivity. The term
can have many meanings but it is human-computer interaction that the following
discussion focuses on. Indeed, we are all aware of how an inadequate online user
interface can be so damaging for the browsing and acquisition of otherwise well-
founded information. Today’s busy researchers need a special kind of help available
at their fingertips. Any other presentation format is likely to disinterest them, at
least during the phase when they are actually drafting their manuscripts. In a recent
study exploring the bibliographic and documentary information (BDI)-seeking
behaviour of high-level French neuroscientists, the subjects were asked to specify
exactly what they expect from a “good” BDI resource. Characteristics cited as being
necessary were: fast, enabling users to master it on their own, exhaustive, interface
easy to use, user-friendly and comfortable (Vibert et al.). We shall therefore exam-

3 ine how materials and procedures used until now can be viewed in the light of these
requirements. Of course, modalities designed years ago cannot be fairly compared
< with recent advances, given the infinitely greater calculating power that modern
ﬁ computers offer to programme designers. The sole intention of the discussion be-
T low is therefore to demonstrate to what extent such digital materials meet the re-
s quirements of NNS scientists.

% The simplest approach until now has been to take the contents of a paper

book dealing with scientific writing and simply convert them into digital text. This
solution, giving users the impression that they are doing nothing other than read-

w

z ing a book on screen, goes no further than the initial paper format. The problem
Y for users is of a cognitive nature. While the search for relevant and reusable infor-
S mation involves the familiar action of turning pages, the extraction and transfer of
~ appropriate structures and occurrences places excessive effort on the cognitive re-
s sources of the busy user. In this approach, the macro and micro writing skills re-

quired to produce acceptable text are not made available in a readily usable, model-
based display. Indeed, it might even be that NNS scientists are likely to glean as
much, or even more, pertinent information about scientific text construction sim-
ply by reading the scientific articles and other writings that they consult on a regu-
lar basis for their work. This hypothesis could be tested in an experiment with two
groups matched for age, level and research domain. In any respect, this sort of
approach lies well to the left on a progressive interactivity continuum.



Another approach has been to construct what may loosely be termed as
“online phrasebooks” that are organized on a functional or notional basis. For ex-
ample, the contents may include a dozen or so phrases or sentences relating to the
notion of working at the laboratory bench. Such online phrasebooks may fall some-
what short of the needs of NNS scientists in their search for the keys to the struc-
tural discourse of scientific writing that they need to make them accepted members
of their scientific community. The problem is that this sort of approach provides
little real assistance since the phrases or sentences they contain remain fixed in
stone, making it virtually impossible for the user to appropriate them for his/her
own communicative usage. Hence, the degree of interactivity remains low because,
once a particular type of occurrence has been consulted and (presumably) modified
according to the user’s requirements of the moment, the database no longer serves
any immediate purpose.

Another modality has been to approach a single aspect of the issue from the
perspective of the course requirements of university students. Many universities
throughout the world propose such online assistance in the form of “writing work-
shops”. Here, the aim is to make information available on some of the genres that
budding writers such as NNS scientists need to master, for example, cover letters
for résumés. On the other hand, such sites are also likely to contain advice on other
purely university-based genres such as dissertation openers and closers, that is, the
sort of advice that NNS scientists are less likely to need. Furthermore, a drawback
of some writing workshops is that the information contained by such sites may be
accrued by faculty members adding files to an existing text corpus, and that at no
point in the accrual process does any single contributor go beyond this stage and
programme the didactic processing of the corpus necessary for making the database
truly interactive in order to allow heuristic learning. Even so, while not being exclu-
sively designed for the NNS user, some writing workshops go well beyond the
requirements of the students of their own universities and offer a treasure of proce-
dural information on how a wide range of genres are to be approached, coupling
this information with advice on grammar and style guides.” Writing workshops
may propose interactive feedback for the students of their own universities, and as
such represent a step right on the interactive continuum.

Yet another approach, based on a long-time unquestioned tenet of teaching
English as a second language, has been to establish the Anglo-Saxon model of Eng-
lish as the target model to be learned and imitated. Online tools using this ap-
proach implicitly posit, therefore, that the writings of Anglo-Saxon authors are the
only models that others should attempt to imitate. Beyond the debate regarding
the hegemony of one model over any others that lies outside the scope of the present
paper, it is of note that a significant proportion of the research articles published in
the world today come from non Anglo-Saxon countries. While their authors may

> For example, see The Purdue OWL, <http://owl.english.purdue.edu/>, and the Univer-

sity of Toronto writing lab, <http://www.utoronto.ca/writing/advise.html>.
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have sojourned as a PhD student in an Anglo-Saxon country, they likely do not
possess oral communication skills fully equivalent to those of a native speaker. On
the other hand, their written scientific English, although recognizably not of na-
tive-speaker origin, may reach a sufficient level of accuracy to be accepted for pub-
lication in the international journals of their specialty. Moreover, due to interlan-
guage, the phenomenon whereby the members of one language group such as the
French are likely to commit similar errors when they write or speak a foreign lan-
guage such as English owing to interpenetration between the two languages, it
paradoxically becomes profitable in learning terms to take NNS productions and
to transform them didactically into learning material for particular NNS target
groups such as NNS scientists. It is this hitherto largely disregarded approach that
the tool described below adopts by highlighting the errors committed by Franco-
phone scientists and transforming them into learning input.

The tool attempts to solve the above-mentioned methodological problems
since it allows users to visualize the salient structural and discursive features of
written scientific English that, when copied and pasted into a new word-processing
file, will make the new manuscript more likely meet the requirements of accept-
ability for publication, providing the scientific content itself is also of acceptable
quality. The tool is constantly active on the screen and users interact regularly with
it to draft their own manuscripts. In this regard, it constitutes a further step right
on the interactivity continuum.

5. TOWARDS AN INTERACTIVE
WEB-BASED WRITING TOOL

In this section, we briefly describe the TYOS® (Type Your Own Script)
project developed in Bordeaux and how it is used.® The objective of TYOS® is to
process a small corpus of texts covering several disciplines (medicine, biology, bio-
chemistry, wine science, dentistry, psychology, pharmacology) and encompassing
the various genres written by NNS researchers (articles, abstracts, case reports, let-
ters, replies to reviewers, responses as reviewer). The corpus comprises the corrected
first drafts of Francophone researchers, not their finally published texts. The ra-
tionale and construction of TYOS® have been described elsewhere (Cooke and
Birch-Becaas). We believe that this small corpus of “acceptable English” —accept-
able in that the drafts were subsequently accepted for publication after further in-
house editing from the sub-editors of the journals to which the drafts were submit-
ted— can be used to illustrate how scientific writing functions. The typical language
errors of the first drafts can be exploited pedagogically and compared with the text
editors” corrections and reformulations. The learner’s attention can then be drawn
to typical features such as frequently used expressions, verb forms, link words and

¢TYOS (Type Your Own Script), <www.tyos.org>.



grammar and vocabulary points that the designers considered noteworthy. In this
way, it becomes possible for users to guide themselves as they write. Special atten-
tion is paid to the structure of the sub-genres that classically pose problem for NNS
scientists, i.e. introductions and discussions.

Let us imagine a real case in point. Doctor Sanchez would like to write an
article in which he will report on mesothelioma in workers occupationally exposed
to asbestos. He is very familiar with the “building bricks” of his specialty, i.e. the
lexical items that cover his field of study. More unfamiliar to him on a structural
level, however, will be the “cement” to put the bricks together. Furthermore, he
may lack the procedural generic knowledge of why and how sentences follow on
from each other, notably in the introduction and discussion of the article he in-
tends to write. This is because, like many researchers worldwide, he may somehow
have missed out on acquiring this knowledge during his education, even though
some of this knowledge is acquired intuitively by regularly reading the scientific
literature. Faced with the task at hand, Doctor Sanchez may spread the major pa-
pers on the subject across his desk and settle down for the hours of hard graft that
he knows he faces, as he highlights sentences or features in the papers that he thinks
he could usefully exploit in his own writing. By consulting TYOS®, Dr. Sanchez
would be able to structure his thoughts more clearly and presumably marshal more
cognitive resources for the writing process.

The TYOS® corpus contains several full articles that have been processed
didactically so that the user can obtain pertinent information on certain key aspects
of writing that pose problems to NNS researchers: verb forms, discourse linkers, use-
ful expressions, grammar points, vocabulary and discourse moves. The extract below
shows one of the frames in a medical article’ visible to the user: useful expressions.

A deleterious impact of substance use on the course of psychotic disorders has been
reported by several studies (1-4). However, other studies have suggested that' subjects
with a dual diagnosis may present with a less severe form of illness (5-8). These
discrepancies may be due to methodological differences in the assessment of out-
come, and to the heterogeneity of the samples mixing patients at different stages of
the illness. Convergent findings demonstrate that subjects with early psychosis present
with a high prevalence of substance abuse (9-13). As the first 5-10 years after the
onset of psychosis predict the subsequent course of illness (14), 7 is of major inter-
est to® identify prognostic factors than can be modified by therapeutic interven-
tions at this stage of illness. We previously reported in a sample of first-admitted
subjects with psychosis that subjects with persisting substance misuse over the follow-up
period are more likely to present with suicidal behavior and poorer medication adhber-
ence (13, 15). However, we did not explore* the impact of substance and alcohol
misuse on the other outcome dimensions. The aim of the present study was to’
further investigate the impact of substance and alcohol misuse on clinical and
social outcome over a two-year follow-up after a first hospitalization for psychosis.

7 We thank Professor Hélene Verdoux, Department of Psychiatry, Bordeaux Teaching Hos-
pital, for kindly supplying the draft version discussed in this article.
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The grey highlighting shows Dr. Sanchez what “cement” he might be able to
use from writing previously considered of sufficient quality to move forward to the
sub-editing that most journals now undertake before publication. When he passes
his cursor over each block of grey highlighting, he opens up a bubble containing an
explanation why that phrase or occurrence could be re-utilized. For example, on
opening the bubble concerning the occurrence “it is of major interest to...” (line
8), he sees the following explanation: “Says how important it is to do this. Therefore,
author justifies his work”. If Dr. Sanchez then feels that he could reutilize this occur-
rence, he copies it to a word-processing file and builds the rest of the sentence with
the “brick” language he is familiar with. For example, he could write: “it is of major
interest to investigate the time lag to the onset of mesothelioma in workers exposed
to asbestos”. Other aspects of scientific writing would also typically pose him prob-
lem. For example, the change of past tense from line 1 to line 7 might require an
explanation. Bubbles would do this in the “verb forms” display. Finally, the mac-
rostructure of the introduction is shown by a discourse analysis display based on
Swales’ CARS model (Swales). It then becomes simple for Dr. Sanchez to identify
the language of transition from one move to the next and to copy it to his own
writing. Hence, by imitating a proven model, it becomes less likely that the fin-
ished product will contain errors of a structural or superficial nature that could be
a hindrance to the reader.

6. STRENGTHS AND LIMITATIONS OF THE TOOL

This approach has limitations. First, marking-up texts is a time-consuming
process (see Cooke and Birch-Becaas) so there is a problem of critical mass. Moreo-
ver, a standardized protocol must be respected by anyone who marks texts. To meet
this challenge, the authors are currently working on a semi-automatic flagging sys-
tem so that the corpus can be extended while maintaining its internal harmony and
gaining greater power. Second, the tool still requires add-ons such as suggestions
for pedagogical use and an extensive page of links. Third, there are still a number of
residual typos and errors in version 1.0, although these are progressively being ironed
out. On the other hand, the approach is transposable to other discourse types such
as legal and business English, as well as to other languages. In this sense, TYOS® is
not only stand-alone or classroom tool but, in the wider sense, is a generic method-
ology that can be applied in other settings.

The next step will be to transform TYOS® into a full productivity tool
offering a wide range of discourse and genre types, coupled with some degree of
automation and a set of online user-oriented services. Indeed, tools that will follow
will no doubt contain even more in-built interactivity and will represent a further
shift right on the interactivity spectrum.
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TEACHING METHODS AND THEIR CONCEPTUALISATION
FROM A COGNITIVE PERSPECTIVE
OF KNOWLEDGE ACQUISITION

Raquel Criado
Universidad de Murcia

ABSTRACT

The concept of method has been substantially conditioned by the sources and principles on
which the different methods have emerged throughout history. Accordingly, methods have
been characterised by the virtues and deficiencies of such sources and principles. Due to
easily understandable reasons, methods have not hitherto had access to the essential cogni-
tive component in learning: the biological support on which it depends, that is to say, the
brain, its structure, its functioning, and both the neurolinguistic and psycholinguistic ele-
ments and processes which trigger learning. It is argued that these factors should not only
be studied and considered, but that they should be urgently integrated into the construct of
method and its practical implications.

key words: Language teaching method, cognitive processes, psycholinguistics, neurolin-
guistics, declarative knowledge, procedural knowledge, repetitive practice.

RESUMEN

El concepto de método ha estado condicionado sustancialmente por las fuentes y recursos
sobre los cuales se han basado los métodos concretos que han ido surgiendo a lo largo de la
historia. En tal sentido, los métodos se han caracterizado por los aspectos positivos y nega-
tivos, virtudes y carencias propias de dichas fuentes o recursos. Por razones ficilmente
comprensibles, los métodos no han tenido acceso hasta ahora a un componente cognitivo
esencial en el aprendizaje: el soporte bioldgico del cual depende, es decir, el cerebro, su
estructura, su funcionamiento, los elementos y procesos neurolingiiisticos y psicolingiifsticos
que en él propician el aprendizaje. En este articulo argiiimos que dicho componente cognitivo
no sélo debe ser estudiado y tenido en cuenta, sino que debe incorporarse con urgencia al
constructo metodoldgico y a las implicaciones pricticas que este conlleva.

PALABRAS CLAVE: método para la ensefianza de lenguas, procesos cognitivos, psicolingiifs-
tica, neurolingiiistica, conocimiento declarativo, conocimiento procedimental, prdcticas
repetitivas.
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I. INTRODUCTION

Language teaching methods have usually arisen within the school setting,
which is a normal fact taking into account that this is the usual context where
teaching has been (and still is) developed. The methods emerged in the school
tradition have always been strongly conditioned by the prevalent linguistic theories
at the time, both in their conception and in their nourishing sources.

In spite of this, it should be recognised that the study of other factors, to-
gether with those linguistically-rooted, has enriched teaching theory and practice.
These are pedagogical factors, experience (as based on perceived and therefore “expe-
rienced” facts), or certain psychological factors of a behavioural nature, such as the
case of the Audiolingual Method, which constitutes a clear example of the transfer-
ence of the results from empirical studies on animal learning into human learning.

To a greater or lesser degree, all the preceding factors have undoubtedly
constituted the underpinnings in the construct of method. Indeed, none of these
disciplines should be excluded. Nevertheless, psycholinguistic and neurolinguistic
parameters have hardly been considered in the theoretical and practical founda-
tions of any method. What we precisely argue in this article is that the absence of
psycholinguistics and neurolinguistics in the configuration and discussions of lan-
guage teaching methods is critically flawed.

II. A PSYCHOLINGUISTIC
AND NEUROLINGUISTIC PERSPECTIVE

As Doughty recently states, “Whereas pedagogically oriented discussions
of issues abound [...] psycholinguistically motivated rationales for pedagogical rec-
ommendations are still rare” (206). The same can be stated regarding neurolinguistic
factors: applied linguistics in general and foreign language teaching in particular
have not taken into account neurological fundamentals. We believe that if language
learning is a type of knowledge, knowing the psycholinguistic and neurolinguistic
mechanisms and processes that occur in our mind when learning will be a useful
basis, not only to teach foreign languages more effectively, but to conceptualise a
method of action as well.

I1.1. THE NEUROLOGICAL NETWORK, THE PHYSICAL SUPPORT OF KNOWLEDGE

Since the 19th century, when Broca discovered the dependency relation-
ship between the ability to talk and the part of the brain known as “Broca’s area,”
cerebral research has made great advances (Harris). Such advancement has been
fostered by new technologies and the increment in the number of researchers in
this area.

It seems to be beyond any doubt that the centre of our cognitive system is
rooted in our brain, which is composed of more than one thousand million neu-



rons, each of which has more than one hundred connections. This results in a
potentially astronomical number of possible combinations of such connections.
We also know how neurons communicate between each other: by means of
neurotransmitters. All these are activated through electrical impulses of a variable
intensity originated by chemical elements produced in the cell body of each neu-
ron. The neural network is a highly specialized organ responsible for administering
all the human functions and activities (a kind of “central computer” on which all
the information converges, is then organised and issues suitable commands to be
executed by the corresponding part of our body). Besides, certain brain areas are
specialised in functions (such as that in charge of language ability, for instance).

I1.2. DECLARATIVE AND PROCEDURAL KNOWLEDGE

The distinction between these two types of knowledge is largely accepted
by the scientific community. Also, the neural structure and functioning seem to
provide physical support for this distinction (Ullman, “Contributions”). Declara-
tive knowledge (henceforth DEC) refers to “the what,” that is, facts and events
(Squire; Roediger et al.). It is the type of knowledge that mostly distinguishes hu-
man beings from the rest of animals, since it allows us to reflect and make state-
ments or value judgements. In reality, DEC can be transferred to our working
memory once or many times, which implies that it is explicit, reflective and fully
conscious knowledge. It could be stated that DEC is the closest type of knowledge
advocated by rationalism, given that it involves a high level of the deductive com-
ponent.

In linguistic terms, DEC is the explicit knowledge that we have about lan-
guage and its functioning. Therefore, it refers to the whole of grammar, i.e. the
knowledge of the underlying structural system which allows us to produce, process
and send messages to our listener, or to receive them from our speaker so as to
process and decode them to facilitate their understanding. An example of DEC
applied to foreign language learning is the knowledge of the rule that adjectives in
English do not agree either in gender or number with the noun they modify or
qualify, as in ‘young boys” (and not *‘youngs boys’, for example, which is a common
initial mistake for Spaniards).

As opposed to declarative knowledge, there exists another type of knowl-
edge: procedural knowledge (PRO). This is “automatised” knowledge, which does
not require explicit and conscious reflection on the processes and sequences of
actions implied. If DEC refers to “the what,” PRO corresponds to “the how.” PRO
makes it possible for us to learn to walk by walking, because we are already born
with the necessary elements to walk. These are autonomously activated without the
intervention of explicit reflection. As to language as a skill, human beings learn by
means of our innate potentiality to construct the communicative instrument that
has been already acquired by our fellow men, with whom we interact. In many
aspects, the skill of language communication resembles other skills, such as walk-
ing, driving a car, making certain movements to reach an object, etc. PRO allows us
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to produce readily available forms. Returning to our previous linguistic example,
procedural knowledge would imply the automatic and error-free production of
adjectives which do not agree in gender or number with the nouns they modify or
qualify.

According to neurology and neurolinguistic specialists (see for example
Ullman, “Contributions”) our brain has two differentiated systems -even if not
completely independent- for DEC and PRO. These two types of knowledge differ
in the manner in which they are acquired and stored:

a) DEC is not encapsulated. PRO is fully encapsulated, i.e., it is not readily avail-
able to our memory or mind -or not available at all- and consequently it is
not usually consciously analysed or processed.

b) DEC is relatively slow in processing due to the conscious attention implied
while transmitting it to working memory. On the contrary, PRO is quick in
performance; it may be transferred to working memory, but it frequently
remains in the implicit, not conscious memory system.

¢) DEC is usually rapid to acquire. The acquisition of PRO, however, is gradual
and slow; it requires multiple or constant repetition of presentations, stimuli
or responses. This involves an essential connection with the way that data
are transferred from working memory to long-term memory and are thus
finally consolidated. In turn, this holds a very important pedagogical im-
plication, as shall be seen in subsection IL.5.

Both DEC and PRO are important for overall language mastery, in the
sense that linguistic knowledge consists of both types of knowledge, each of which
has a different role. The learner needs a solid declarative base to which to refer to
regarding activities that require a conscious, elaborate and not immediate delivery
of production, such as certain writing tasks; on the other hand, the learner needs to
have readily available forms so that their attention can be liberated from short-term
memory and thus be applied to higher-level skills instead of the manipulation of
forms (Bialystock; Johnson, “Teaching,” Language). As a result, communication
will not be slow but sufficiently agile. Despite this, as Johnson (“Teaching,” Lan-
guage) also cautions, learning should not depend on PRO alone, since the direct
automatisation of forms without a previous declarative base could risk fossilisation
of the wrong forms.

Nevertheless, although neither DEC nor PRO should be absent in the learn-
ing process, it should not be forgotten that the finality in language learning is the
automatisation of what has been learnt. This means that the ultimate objective is
the attainment of PRO.

I1.3. SEQUENCE OF DEC AND PRO ™N KNOWLEDGE ACQUISITION

A key question in skill learning and thus in language learning is how to
reach full proceduralisation, i.e. automatisation. As explained above, taking into



account that both DEC and PRO are necessary for complete and balanced language
mastery, the two following premises can be stated: (i) the presence of DEC or the
recourse to this type of knowledge is a necessary condition for the achievement of
PRO (according to Anderson 1982), and (ii) in any event, DEC contributes to the
attainment of PRO insofar as conscious and reflective knowledge opens the way to
the initial practice required for the beginning of proceduralisation, which will add
to the automatisation of the different linguistic skills more effectively. This facilitative
role of DEC for the attainment of PRO is closely linked to the crucial issue dis-
cussed in this section: what is the optimal sequence of DEC and PRO for knowl-
edge acquisition?

Following Anderson’s “Adaptive Control Theory” model of skill learning
or ACT" (Anderson, “Acquisition,” Cognitive; Criado; Criado and Sdnchez) high-
light that the learning of DEC and PRO is usually subject to an order or sequence,
which is DEC”>PRO. Anderson’s model (1982, 2005) claims two principles in
knowledge acquisition: (i) DEC precedes PRO; (ii) complete knowledge is attained
when full proceduralisation of knowledge is reached. The first principle results in
the sequence DEC”>PRO. The second principle advocates a necessary ‘transfer’
from DEC to PRO so as to achieve efficiency in skill use. Empirical evidence as to
the pattern DEC”>PRO can be found in the following studies (DeKeyser, “Skill”
101; Logan, “Toward,” “Shapes,” “An Instance”; Anderson et al.).

Evidently, the consideration of DEC”>PRO as the single sequence of mas-
tery for skills in general and for L1 and L2 in particular emerges as 00 rigid. In
relation to L1, DEC does not seem to exist in newborn babies in an explicit man-
ner, which implies that PRO is their only available resource for survival—accord-
ingly, basic skills such as eating and the like are completely proceduralised already,
whilst other types of less essential skills (such as language) are gradually acquired in
a later stage. Regarding L2, DEC”>PRO applies to adult learning in formal con-
texts; immigrants who do not attend formal instruction are a prototypical example
of only-PRO-acquirers (with the resulting risk of fossilisation as indicated in sub-
section 11.2).

I1.4. KNOWLEDGE ACQUISITION AND TYPES OF MEMORY

There exists a great plethora of recent studies on neurolinguistics (Ullman,
“Contributions”; Ahlsen) which support the dependency between diverse language
uses or specific components of language and certain neural disorders, such as apha-
sia, agrammatism, etc. Undeniably, one of the most important aspects involved is
memory.

! The latest version of this model is ACT-R (R for “rational”) and is largely close to the
previous one.
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We will only make reference to two types of store which most directly have
an effect on the mechanisms of retention and learning subject to be used in lan-
guage teaching -and thus to be integrated in a determined method: short-term
memory and long-term memory.

Atkinson and Shiffrin postulated the theory of short-term memory which
has gained more acceptance and which has been more influential in cognitive psy-
chology. The fundamental characteristic of this type of memory is its limited capac-
ity to store data. We are not capable of retaining (sometimes not even of perceiving)
all the details in a scene that appears before our eyes. Neither are we capable of
retaining or detecting all the linguistic elements in a written paragraph, or even less
in a page o a chapter, or a whole oral conversation maintained during several min-
utes. Typically, we only retain those elements to which our attention is drawn with
more emphasis, or those elements on which we focus our own attention. The re-
maining data are lost, that is, they disappear from the neural network through
which they are accessible to our knowledge system. According to Atkinson and
Shiffrin (Anderson, Cognitive 176), the model of retention to which data presented
to us seems to adjust corresponds to Figure 1:

Sensory store ) Attention } Short-term memory % Rehearsal } Long-term memory

Figure 1.

From a biological perspective, the selective filter of short-term memory is
extremely useful despite its limitations: it allows us to disregard much of the data
accessible to us, which would overcharge our memory in great excess without in-
volving any benefit given the total or nearly total lack of relevance of such data. On
the other hand, the storing of all the data perceived by our senses would lead to
such an accumulation that their processing and manipulation would become im-
possible to handle. Accordingly, the suitable complement of short-term memory is
long-term memory; in other words, a type of memory capable of retaining only
relevant, useful or necessary data -which are those needed for survival- during long
periods of time.

I1.5. MEMORIZATION AND REPETITIVE PRACTICE

From a methodological point of view, it is especially interesting to high-
light the mechanisms which allow the data selected in short-term memory to be
consolidated in long-term memory. This type of memory is vital for the acquisition
of language skills, since it is the basis of proceduralisation of knowledge -the ulti-
mate objective of linguistic learning. Rundus and Anderson (Cognitive 241ff) showed
one of the most relevant facts regarding the two types of memory in his experi-
ments: repetition or repetitive practice is essential so that information in short-



term memory is transferred to long-term memory and is thus consolidated there.
Accordingly, the more data are repeated, the more possibilities they will become
consolidated. This also reveals the function of short-term memory: it is like an
intermediate stage towards long-term memory. In other words, the factor of time is
crucial in memorization: the longer data stay in short-term memory, the more pos-
sibilities for these data to access long-term memory.

Craik and Lockhart concluded that repetition is not so efficient from the
perspective of the number of times with which it is performed but from the view-
point of the intensity and attention paid during the repetitive process. This means
that sheer repetition alone is not enough (it might even be irrelevant); but if repeti-
tion is accompanied by the attention of the person who repeats, there will be more
possibilities of the information being stored. Owing to this, some authors favour
the term “working memory” instead of short-term memory. In any event, the value
of practice, both to retain data in working memory and in long-term memory,
seems to be indisputable. As an example, Pirolli and Anderson (Anderson, Cogni-
tive 188) have empirically shown that practice increases the capacity to retrieve data
up to 50%.

III. TRADITION AND COGNITIVE FACTORS
IN LANGUAGE TEACHING METHODS

During the last five hundred years, which is a well-documented period of
time in relation to foreign language teaching, methods have had an unquestionable
prominence in language classes (Kelly; Sdnchez, Historia, Los métodos; Richards
and Rodgers; Howatt). Due to their own nature, methods constitute a very impor-
tant aid for teachers and students, since they offer an integrated, coherent and
ordered guide or method of action. We should remember that every method poses
advantages and disadvantages, that is to say, they are subject to unavoidable limita-
tions. The disadvantages of a certain method augment if its definition or configura-
tion does not correctly integrate all the necessary elements that should be present.
By method (from the Greek “meta-hodos”: follow a way or route), we understand
both the “the systematic and ordered way of doing something” and “the ensemble
of techniques or activities that define such a way of acting” (Sdnchez, “Metodologia”
666). [My own translation from the Spanish original]. The emphasis lies on the
procedural or formal aspects of action. But this perspective oversimplifies what is
really involved in a method. Mackey stresses this fact when he affirms that
methods “limit themselves to a single aspect of a complex subject, inferring that
that aspect alone is all that matters” (156).

From the perspective of the reasons and motivations that underlie a method
and the sources which nourish its principles, it must be stated that if such reasons
and motivations are slanted or incomplete, the resulting methodological construct
would also be slanted and incomplete. As stated above, the absence of psycholinguistic
and neurolinguistic factors in the configuration of methods constitutes an undesir-
able omission. In what follows we will analyse how the cognitive principles and
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processes previously described in section II have either been included or omitted in
major foreign language teaching methods.

II1.1. THE GRAMMAR-TRANSLATION METHOD

The method that has taken deepest roots in the traditional school system
since the latter was worldwide established is the so-called “traditional method,” or
more rightly named as Grammar-Translation Method. This method relies on a
linguistic theory which basically considers language as an ensemble of rules which
leads to the generation of sentences from an undetermined number of words. Con-
sequently, in the first place, students have to learn the rules and they secondly apply
them to the lexicon in order to create sentences by means of direct and inverse
translation practice (mainly in the written modality).

In more current terms, the Grammar-Translation Method prioritises the
learning of DEC, that is, explicit, conscious and accessible-to-reflection knowledge
about the language. Only after understanding what has to be learnt, the student
will proceed to the proceduralisation stage or the consolidation of learning through
practice. The latter is mainly focused on rule memorization rather than on the
proceduralisation of the communicative use of language. It is taken for granted that
the person who understands a rule will then be able to build the useful sentences
for communicative interaction. Thus the first stage or the understanding of the
object of learning is emphasised most, given that DEC is the ultimate objective and
PRO is only used to reinforce DEC.

II1.2. THE DIRECT METHOD

Contrary to the type of practice involved in the Grammar-Translation Method,
another method arose at the end of the 19th century, the Direct Method, which
advocates oral practice. This is radically different from the principles of the Grammar-
Translation Method. The Direct Method is tightly linked to natural learning, and is
founded on the pedagogy that derives from the observation of the environment with-
out major theoretical implications. However, it clearly assumes -even if not explicitly-
that linguistic knowledge is acquired by way of practice (PRO) and rejects the reflec-
tion upon language (DEC), which is branded as harmful for learning. The Direct
Method is centred on proceduralisation through language use in situational contexts
which entail a certain level of relevant communication. In other words, the emphasis
is not placed on forms isolated from the context in which they are used.

II1.3. THE AUDIOLINGUAL METHOD

In one of his most important works, Lado offers a clear description of the
“new” methodological approach that was to become firmly established during the



1960s: the Audiolingual Method. The most outstanding feature of this new method
is that it is supposedly based on “scientific criteria.” The importance of this starting
point needs to be highlighted. The methods applied until the end of the 20th
century were supported by speculations and assumptions as well as principles which
are totally different from those which govern experimental sciences. Hence the
change of perspective was considered “revolutionary.”

The scientific criteria on which this new method rests come from experi-
mental psychology, specifically from Skinner’s application to linguistic learning from
his research on animal learning (more precisely, the experiments performed on labo-
ratory rats. The approach is not incorrect. Indeed, the mechanism of repetition as a
basis for learning is not only corroborated by current studies, but it is also con-
firmed as the basic mechanism for the proceduralisation of knowledge in our brain,
as was explained in subsection II.5.

A careful analysis of the Audiolingual Method reveals that the problems
that tend to be attributed to this method do not lie in repetitive practice or drills as
a learning strategy so much. The crucial issue is that such repetitive practice or
drills are not contextualised and are finally—and almost exclusively—focused on
forms and structures, thus ignoring content or meaning. The result is that practice
becomes mechanical and thus critically deviates from what is language: an instru-
ment of communication where both form and meaning are inseparable so as to
attain the communicative objectives inherent to language use. The following drill
reveals a non-contextualized exchange which is consequently hardly significant for
real communicative purposes:

Book. The book in on the table.
Sparrow. The sparrow is on the roof.
Elephant. The elephant is on the lorry.
Girl. The girl is on the chair, etc.

Given that the semantic distance among the four utterances above is re-
markably striking, the lack of contextualisation of each one of them -both in isola-
tion and in relation with the remaining sentences- is clearly noticeable. If we com-
pare this type of practice or drill with the habitual practice in the Grammar-
Translation Method, the similarities are also evident. If the objective in the
Audiolingual Method was the structure, in the Grammar-Translation Method it
was the underlying rule. In both cases the meaning is subordinated to the form,
which is prioritised. Observe this example from the Grammar-Translation Method:

Has this good girl my good mother’s ring? She has not your mother’s ring, she has
her brother’s. Have you my cap or my neighbour’s? I have neither yours nor your
neighbours, I have my fathers, etc.

(Brown, John G. Gramadtica espasiola-inglesa: sistema tedrico-prdctico. Por un nuevo
método Modificacion del Doctor Ollendorf}. Madrid. Librerfa de San Martin, 1858.
Lesson viI).
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The meaning reflected by the words is irrelevant from the point of view of
the communication established, which is contextually null and void. It has to be
borne in mind that the type of practice involved in each case above perfectly ac-
counts for the objectives in each respective method: for the Grammar-Translation
Method, being able to perform direct and inverse translation; for the Audiolingual
Method, being able to communicate at an oral level by means of vocabulary and
patterns representative of real life communication (Sdnchez, Los métodos). In this
sense, there is an excellent correspondence between ends and means.

111.4. TrE COMMUNICATIVE METHOD

It could be argued that this lack of context or ‘communicative’ nature so
typical from the Grammar-Translation and the Audiolingual methods is what the
Communicative Method, originated during the 1970s, tries to cater for. With its
many variants and nuances, it stresses, at least from the perspective of the theory
which inspired it, the functionality of language: language is used as an instrument
of communication (Halliday; Van Ek; Canale and Swain; Littlewood; Savignon;
Sdnchez, La ensefianza). Therefore, message is given priority over the forms through
which it is conveyed. Truly, the Communicative Method has been qualified by
many of its followers, and the importance of focus on form in language has also
been claimed in certain variants of the Communicative Method such as the Task-
Based Language Teaching Approach (Long and Robinson; Skehan, Cognizive, " Task-
based”). In spite of this, the emphasis on content predominates and there are many
cases in which forms are explicitly neglected.

The sources and principles which underpin the Communicative Method
are essentially linguistic, although it should be acknowledged that the language
approach is more complete and realistic than in previous methods. Other elements
are appreciated, such as pedagogical and psychological factors, together with the
intense debate and fruitful research on second language acquisition. This debate
and the ensuing studies have been crucial to opening the way to two essential disci-
plines in the configuration of the new methodological paradigm advocated in this
work: psycholinguistics and neurolinguistics.

The principles on which the Communicative Method relies have given rise
to practice activities with certain specific characteristics which are also related to
the departing theoretical tenets of this method. The emphasis on the content trans-
mitted by means of linguistic forms is one of the most noteworthy characteristics of
such practice. Accordingly, the message should be comprehensible; also, open-ended
activities with almost no precise objectives are favoured on the grounds that the
sheer linguistic use will lead towards the consolidation of language in communica-
tive use (even if what is intended to be consolidated is not well defined). In sum-
mary, open-ended or free activities prevail over controlled exercises. Grammar ac-
tivities are not totally excluded, but they are either cautioned against or they are
neglected at the cost of tasks which are only guided by the targeted communicative
objectives (“being able to write a holiday report,” for example).



As can be seen, then, the Communicative Method is not basically free from
the conceptual limitations which have characterised the preceding methodological
formulations. From a cognitive perspective, this means that DEC is also neglected
in the Communicative Method in favour of PRO, which results from practice as
understood in a global sense and somewhat undefined (“language practice as com-
munication”).

In the activities, meaning is transmitted by a few structural patterns, in
such a way that a certain balance is achieved in the importance granted to both
form and meaning, as can be seen in this model:

Talk about the picture. Examples:
Theres some water in the big field.
There are some pigs in the small field.

There are some sheep on the mountain.

(Swan, Michael and Catherine Walter. Cambridge English 1: Students Book. Cam-
bridge: Cambridge UP, 1984. Unit 7C).

There also abound more open-ended activities, such as the following one:

Write three things that you were going to do and three things you were supposed
to do in the last four weeks. Think about why you didn’t do these things.

Visit my aunt

(Redston, Chris and Gillie Cunningham. Face 2 Face Intermediate: Student’s Book.
Cambridge: Cambridge UL, 2006. Unit 10A).

I11.5. FINAL REMARKS

It is necessary to acknowledge the close link between the theories and the
foundations from which each method departs, the resulting methodological for-
mulation and the suitable matching between the objectives and the strategies and
activities implemented to attain such goals. Despite this, the change to a new method,
a frequent practice throughout history, has not allowed us to eliminate certain ad-
vantages and problems almost inherent to the method in question; what is more,
changes show that the preceding methods were not as efficient as expected. The
related explanation of these two points can be perfectly framed within a cognitive
perspective as has been done in the whole of section I1I: the theoretical principles of
methods do not comply with the prevalent DEC”>PRO cognitive sequence of sec-
ond language learning by adults. This is revealed by the large stress on DEC in the
Grammar-Translation Method, the emphasis on PRO and the strong rejection to
DEC in the Direct and Audiolingual Methods; or the bias towards PRO in the
Communicative Method (particularly in the Task-Based Language Teaching Ap-
proach, or in Process-based Approaches). Besides, practice should avoid mechani-
cal repetition without any form-meaning connections because the absence of such
a link may hinder proceduralisation (DeKeyser, “Beyond”).
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IV. CONCLUSION: NEW PSYCHOLINGUISTIC
AND NEUROLINGUISTIC PRINCIPLES FOR
THE DEFINITION OF A LANGUAGE
TEACHING METHOD

From the previously outlined studies on psycholinguistics and neurolin-

guistics, there emerge several insights which fully influence the configuration of a
method for language teaching in order to avoid the deficiencies described in the
major language teaching methods above. The most significant insights can be sum-
marised in the following points:

1. Two different types of knowledge are to be differentiated: DEC, as related to

linguistic reflection—how the system works—and PRO, which refers to
consolidated, i.e. utterly proceduralised and automatised linguistic knowl-
edge. It should be remarked that both types of knowledge are relevant for
language learning insofar as DEC leads to PRO, which is the decisive objec-
tive for linguistic proficiency, and as DEC usually precedes PRO and con-
ditions the acquisition of the latter (following Anderson, “Acquisition,”
Cognitive).

2. Both DEC and PRO are two complementary types of knowledge or subject to

be complementary. There is no reason why we should do without one or
another in learning.

3. The key element in the process of knowledge acquisition is data retention or

memorisation. This is a necessary condition in the acquisition and mastery
of any type of knowledge, including language. For this purpose, our brain
utilises a strategy which has always been present in the history of educa-
tion, although with varying degrees of success: repetitive practice. The neu-
ral activity which leads to data retention is consolidated through the same
repetitive processes, which has been sufficiently endorsed by experimental
research.

4. The data to which we have access are stored in long-term memory. Short-term

memory or working memory is a prior stage to more lasting consolidation.
Together with repetitive practice, another factor has an effect on the trans-
fer of data to long term memory: the intensity of practice and the attention
paid to selected information. This means that not all repetitive practice is
valid despite being very frequent. Repetitive practice without attention can
be inefficient, whilst less-durable repetitive practice may be effective as long
as it is performed with the appropriate conditions of attention and inten-
sity. Hence the conclusion that the nature of practice is crucial and influ-
ences its efficiency.

5. The nature of practice in foreign language teaching can be viewed under two

different angles, in relation to a) how linguistic practice should be and b)
the type of attention applicable to practice with linguistic elements. Regard-
ing a), it must be remembered that language use needs to be communica-
tive, that is, both form and meaning ought to be contemplated. As to b), the



attention and intensity of practice can be developed via the resort to reflec-
tion on language. This reflection should be limited to the specific linguistic
points involved in each practice activity. Both the practice activity itself and
the pertinent linguistic reflection must be suitably balanced in such a way
that repetition is primed and reflection is adjusted to the very essential needs
in each activity; accordingly, repetition will be finally effective.

Therefore, a realistic methodological formulation faithful to the human
learning systems cannot and should not ignore psycholinguistic and neurolinguistic
perspectives. Without any doubt, the incipient studies and research on these two
fields will refine the methodological contributions in the near future, but the al-
ready available results point towards the consideration of a more realistic descrip-
tion of the elements to be taken into account when fixing and defining a methodo-
logical option.
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REVIEW

ROMANTICISM REGAINED. Viorica Patea
and Paul Scott Derrick, eds. Modernism Revisited:
Transgressing Boundaries and Strategies of Renewal
in American Poetry. Amsterdam: Rodopi, 2007.
243 pages.

Revisiting may mean the holding on to a
memory one should start to let go of, and no-
body has made better escape artists than the
Modernists themselves. “Revisiting Modernism”
may thus ring an ironic note, but there are good
reasons for playing it; and that may simply be
that we have not gotten much farther, that there
is no ‘post-’” in Modernism. We may never have
left Modernism behind after all and like good
would-be-modernist we are inclined “to gener-
ate a journey that becomes a mythic narrative
of the self and the language of the Poet” (188).
These are Manuel Brito’s words in his excellent
overarching treatment of Modernist American
poetry: “Instances of the Journey Motif Through
Language and Self in Some Modernist Ameri-
can Poets.” But he may as well be referring to
our own reception of Modernist poetry in the
21st-century as part of this as yet ongoing jour-
ney. Even if Paul Scott Derrick asserts in the
Introduction that this book is not attempting
to answer the questions “what is Modernism?
When and how did it begin? And has it really
ended?” (5), the truth is that this collection of
essays testifies for a kind of answer, namely that
Modernism has not really ended and that the
answer to its meaning lies in our midst. The
pertinence of Modernism Revisited is that, un-
like Brideshead Revisited, it is not looking back
as a way to reconcile us with what cannot be
helped but to make present what is still with us
as a kind of celebration. Thus, Derrick adds:

“Modernism revisited: this is not another exer-
cise in disingenuous critical positioning” (4), but
rather a solid choreography of multiple critical
voices which profitably speak to each other due
mainly to the effective editing of this book by
Viorica Patea and Paul Scott Derrick.

It is important to note that the volume
under review is not just about Modernism but,
namely, American poetry. Most of the essays in
this collection are devoted to single authors rep-
resentative of the high canon of 20th-century
American poetry arranged within two main sec-
tions that echo the books subtitle: “Transgress-
ing Boundaries” and “Strategies of Renewal.”
The first is really about Modernist American
poets proper, while the second focuses more on
how later American poets have responded to
their Modernist inheritance. But the greatest
contribution of Modernism Revisited lies on its
presumption that there is something unique
about American Modernist poetry which, un-
like the Modernist Classicism of, say, the Eng-
lish T.E. Hulme, is unashamedly Romantic in
line with its own cultural heritage —that of
Emerson and Whitman. Of course T.S. Eliot and
Ezra Pound are major anomalies due to their
long-term European residence, not to mention
the former’s British citizenship. And one is
tempted to pose the question that Pound put to
Harriet Monroe: “Are you for American poetry
or for poetry?” (Bradbury and Ruland 278). The
editor of Poetry’s sin had been the setting of an
epigraph from Whitman on the first edition of
the magazine. The history of American poetry
in the 20th-century may be the tale of its exclu-
sion from the High Modernism of those who
chose to leave for Europe. Yet, is Modernism a
historical period now gone, a place one had to
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attend in person? Or is it, rather, a state of mind,
between memory and desire? Perhaps a bit of
both in the words of the Imagists themselves:
“We believe that Tmagisme’ comes from a city
which all good Americans are supposed to visit
late or soon” (Jonas 13). Those poets that stayed
home may have simply replied that the city
Pound refers to was in American, though more
like a country town than an urban monster.
William Carlos Williams is an interesting
case. He did appear in Pound’s Des Imagistes
(1914), yet soon opted out of the project to “cre-
ate somehow by an intense, individual effort, a
new —an American— poetic language” (Jonas
171). Hélene Aji could have made more of it in
her “Pound and Williams: The Letters as Mod-
ernist Manifesto”; but, as it is, she does offer a
very interesting case study of Modernist trans-
atlantic tensions through a close and enlighten-
ing close reading of the letters these two poets
exchanged. However Aji’s interests lie elsewhere,
more on the friendship between the two poets
and in constructing their correspondence as a
proto-Modernist Manifesto. Furthermore, “what
started as a manifesto in the making has turned
into an ideology” (60); an ideology that uses
poetics as a means for political liberation. Aji
unites their efforts, despite the poets’ differences,
in “the formal liberation of poetry from the con-
straints of fixed meter to a desire to free America
from the cultural imperialism of Europe” (66).
Yet, questions about the ideology of Modern-
ism should not be taken lightly, and a quick
glance at Georg Lukacs or Fredric Jameson
would not have gone amiss if only to throw some
light over what may be inversely understood as
the tyranny of Modernism’s ideological formal-
ism. That Pound and Williams presented a com-
mon ideological front is going a little too far if
only in hindsight of the impact of European
Fascism on Pound as opposed to Williams in-
creasing commitment to “American” poetry. But
the strength of this article lies in the way it teases
out the epistolary aesthetics that erupt from the
friendship of these two poets as the letters
brushed pass each other mid-Atlantic as it were.
William Carlos Williams’s second thoughts
towards European Modernism is nicely comple-
mented by Ernesto Sudrez-Toste who notes the

poet’s “ambivalent coupling of enthusiasm and
boredom with the Surrealist project” (163). In
his “Spontaneous, not Automatic: William
Carlos Williams versus Surrealist Poetics,”
Sudrez-Toste explores Williams resistance to Sur-
realism, which along with Symbolism, he saw as
the Old World’s ties to tradition. There is influ-
ence in the resistance, Sudrez-Toste argues, and
naturally so. And the subtext is that Williams’s
American poetry belongs to the true Modernist
line —the Imagist to which Sudrez-Toste
unproblematically tags Objectivism (170). This
is probably wanting to say more than is neces-
sary; the opposite, in fact, of what Sudrez-Toste
really wants to say. But the point carries that Sur-
realism is no Modernism, even if Symbolism is
presented as somewhat a mediator between the
two, but which begs the important question:
what is Modernism without the avant-garde? But
if there is a Modernist theme Sudrez-Toste felici-
tously stubbles upon is that of resistance and in-
fluence; a covert classicist anxiety which no Ro-
manticist make-over can ultimately hide.

Bart Eeckhout’s “Wallace Stevens’ Poetry of
Resistance” is all about a close reading of the
poet’s own version of the Modernist tell-tale
struggle between form and content: “Poetry
must resist the intelligence almost successfully.”
The thing about close readings, and that is the
fragility of this critical tool, is how the resulting
in-reading can happily turn into a misreading.
But Eeckhout does make the most of it, carving
a magisterial line along the semantics of “intel-
ligence.” Not an easy term to define, it becomes
in turn, “intelligibility” (125) or “reason” (129ff.),
as opposed to “intuition” and “emotion.” The
adverb “almost” becomes, in turn, the focus of
a fruitful debate over the true meaning of resist-
ance; not as transgression, but as a strategy that
injects “his poetry with and insatiable desire”
(131). The subtext is that there is no misread-
ing Stevens, if only one is guided by an ‘almost’
resistance. And that is a beautiful thought. But
one cannot help feeling that his final philosophi-
cal flourish with reference to Steven’s inherent
American Pragmatism is not a greater conces-
sion to “intelligence” in detriment of “desire”
than Eeckhout intended. But that does not up-
set his argument for, as T.S. Eliot once con-



sidered, Pragmatism is an emotional philosophy.
As President of Harvard’s Philosophical Club in
1913, Eliot asserted that “[William] James’
philosophical writings constitute an emotional
attitude more than a book of dogma” (“Rela-
tionship”). But we all know how Eliot felt about
emotions and he is not expressing a kind thought
towards Pragmatism.

Barry Ahearn’s “Frost’s Sonnets: In and Out
of Bounds” follows nicely on from Eeckhout,
though his take on ‘form’ is slightly different.
The difference is that Aheran is intent on re-
deeming constraint by virtue of “its inseparabil-
ity from form” (36). Or is it the other way
round? Perhaps more the latter as Ahearn adds,
“Frost adopts the sonnet to help defend himself
against or inhibit an illusory freedom, and sug-
gests that what many people call ‘freedom’ is sim-
ply a relaxation or abolition of salutary restraints”
(40). What Ahearn means is that poetic form,
here the sonnet, can distil the “salutary” from
the “restraint.” Here, Stevens’s “almost” becomes
Frost’s “something,” which by virtue of not be-
ing “anything” in particular restrains but with-
out being an imposition. Ambiguous? May be.
And if we are still wondering which form would
this “intelligence” take one need only capitalize
the first letter. Plato’s theory of forms does come
to the rescue in what is the vanguard to the Ro-
mantic troops that follow: Kant and Coleridge
(47). But Ahearn has the good sense to resist
such simplification, just as he shows Frost him-
self resisting the Romantic temptation, though
it might have been useful to refer to the Euro-
pean Romantic tradition’s own struggle with the
Classical forms in, say, William Wordsworth’s
own sonnets. In Frost’s hands, Ahearn argues,
the sonnet is the distillation of Nature Poetry
into the Poetry of Human Nature.

Frost’s sonnets find a useful mirror in Japa-
nese haiku of which Gudrun M. Grabher is a
self-confessed pseudo-practitioner. The story
starts with her visit to Japan on a two-month
scholarship to study the shortest of poetics forms.
There is, however, a certain defeatism in her ad-
mission that she only brought back from Japan
“the frustrated insight that some things are, in-
deed, incomprehensible, utterly and ultimately
impenetrable” (136), which stands uneasily with

her praise: “[The haiku] photographically paints
a picture” (140). And here Grabher invokes Eliot’s
objective correlative to establish the cross-refe-
rence between the haiku and Modernist poetry.
It is a tricky exercise in comparative literature
which, however enlightening, is not here drawn
with the conviction that convinces. There is not
only ambivalence and contradiction between the
haiku’s impenetrability and, then, about its pho-
tographic quality, about the absolute differences
between the Western and Easter mind, but bring-
ing intuition into the equation is problematic in
the light of the objective correlative itself. Grabher
may have done better sticking to Pound, who
explicitly endorsed Oriental poetics, rather than
Eliot’s critical statements whose complexity do
exceed the limitation of name-dropping. Grabher
does, indeed, do better to invoke Imagism’s de-
termination to write a “poetry which corresponds
exactly to the emotion or shade of emotion to be
expressed” (141). All the same, the haiku becomes
the source of an ambitious reflection upon the
linguistic mediation of reality as the measuring-
pole for good close readings of key Modernist
poems —predictably Pound’s “In a Station of the
Metro,” but also an excellent reading of e.e. cum-
mings’s “loneliness/a leaf falls.” The only danger
is that of elevating the haiku to a poetic univer-
sality which cannot afford to ignore the cultural
specificity that gives rise to it, and whose impen-
etrability to the Western mind was the very point
of Grabher’s Japanese experience. Instead, Zhao-
ming Qian’s “Pao-hsiken Fang and the Naxi Rites
in Ezra Pound’s Cantos” is less ambitious but very
effective in presenting the reader with very en-
lightening unpublished material about Pound’s
later life and his interest in Chinese culture.
The persistence in this volume of the least
American of all Modernist American Poets, T.S.
Eliot, must need trouble us all. But the beauty of
Charles Altieri is the deliberateness with which
he takes it on in his “Modern Realism and
Lowell’s Confessional Style,” in what is a rethink-
ing of that touchstone Modernist cry “Imperson-
ality,” which must compete on even terms with
Pound’s “Make it new.” Altieri contends that
Modernist “new realism,” such as the stress on
impersonal objectivity, made the poet choose for-
malism as against political commitment —be-
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cause it could not theoretically be divorced from
the distortions of “rhetoric and rhetorical self-
congratulation that were also fundamental aspects
of its heritage” (209). Altieri’s theoretical frame-
work combines Lacan and Hegel, in that the
former “creates an intimate social psychology out
of Hegelian themes” (211), in an effort to over-
come the incompatibility between private (for-
mal) sincerity and public (political) concerns.
Formal impersonality is all very good where the
perception of the world as object is concerned,
though not so good where animated beings and
interpersonal empathy is required. Inversely the
political turn of poetry, which may be compen-
sating for the limitations of formalism, for its part
easily falls pray to the insincerity of over-imagi-
native empathy. For Altieri, the Confessional
Poetry of second generation Modernists stands
as the test case of a possible reconciliation be-
tween these two poles; a formal realism that is
not in tension with the imaginary. What Alderi
is getting at is a theory of impersonality that may
incorporate the imaginary, and he thinks Robert
Lowell fulfils that possibility. This poet relocates
“new realism” within a confessional style “that
does not so much create grounds for dismissing
the impersonal as it elicits ways of reading those
activities as continuous with more overt modes
of problematic but inescapable personal invest-
ment” (n6, 217). The argument is fascinating and
it lends itself to a most profitable reading of Mod-
ernist reinventions, but which may not be that
inventive after all if one considers Eliot’s imper-
sonal theory of art as already an strategy to distil,
not override personality, for “only those that have
personality and emotions know what it is means
to want to escape those things” (Sacred 58). And
one would have liked to see Altieri take his argu-
ment farther and defend a confessional reading
of T.S. Eliot’s poetry. That would really have been
revisiting Modernism with a vengeance.

The European strain, that is, Eliot’s literal
and phantasmagorical presence in this volume,
threatens to contaminate American Modernist
poetry beyond nativist recognition—if that was
ever the aim of this volume. And Viorica Pateas
contribution ‘T.S. Eliot’s The Waste Land and
the Poetics of the Mythical Method’ brings the
point home, though not exactly to America. Her

point is precisely that Eliot seeks locus not in
geographical space but in the spiritual localism
of anthropological primitivism. This is not a
place but a state of (the Western) mind. This is
not romantic melancholia for a past revisited but
a call for a present regained and which Patea
insightfully frames within the Impersonal
Theory of Art reinterpreted as a form of radical
personality seeking out the universal underlin-
ing of the instincts. Patea’s Jungian reconfigura-
tion of psychology suitably supplements Altieri’s
own reworking in Lowell’s confessional poetry;
not so much away from personality but weary
of impersonation. Instead, “psychology brought
about the scientific re-discovery of ancients
truths” (97). Patea’s ensuing close analysis of The
Waste Land is an overwhelming exercise in eru-
dition involving an all-encompassing knowledge
of the more rare of Eliot’s journal contributions.
It is an unusual presentation of Eliot, the aca-
demic, whose disparate —and lesser known—
early writings on philosophy and anthropology
are successfully brought to bear and combined
with an acute sensitiveness for the poetry. Patea
effectively argues for Eliot’s transcultural dia-
logue with the “other” (110) which defies more
critical receptions of what has been perceived as
his cultural elitism.

Saving first for last, Marjorie Perloff’s star
opening contribution is the most obvious, yet
most direct address to the volume’s theme: “The
Aura of Modernism.” Her argument wants to
bypass the sentimentality of recovery by suggest-
ing that Modernism has been made out —Frank
Kermode as prime suspect— to be more cultur-
ally elitists than it really was, rather, it was al-
ready “contaminated” as she puts it “by its rap-
prochement with the discourses of everyday life”
(19). The argument is clinched once she estab-
lishes that literary modernism continues to be
part of popular literary experience. There is noth-
ing to revisit, there is “survival rather than re-
vival” (14), and there is truth to the chime. If
obscurity has traditionally been modernism’s
cultural Achilles’ heels, then Amazon.com is here
to slay the slanderer. And Perloff quotes at length
from Amazon customer’s book reviews to prove
the point of just how enthusiastic ‘non-academic’
readers still are about Modernism; how una-



shamed to knock and enter the now virtual door
of the once —but not really— exclusive Mod-
ernist literary club. No cultural reification,
Perloff assures us, but “sheer enthusiasm” (22).
Yet, sentimentalism may have sneaked in after
all, no offence to the bloggers, but rather for
underestimating the impact of online market-
ing ready to sell anything in quantity, which
cannot be an adequate rule of thumb for artistic
success even if John Cage says so himself (29)
—but I think he meant something else. And the
truth comes out when, in a footnote added af-
ter completion of the article, Perloff reveals that
Amazon costumer reviews, by virtue of their
anonymity, are often covert marketing ploys in-
tent on promoting the sales of particular books.
Well, there goes the ‘sheer enthusiasm’ of the
‘non-academic reader’. But Perloff, all the same,
presents us with a very legitimate symptom of a
crossroads reached in the question of high art
and popular culture in the field of Modernist
literature. It is true that Marxist criticism may
have sung its swan song struggling against the
current of a consumer society that is here, for
the moment at least, to stay. But it still has im-
portant things to say, if only testified by some
recent work that follows in the steps of Fredric
Jameson's A Singular Modernity. Seth Moglen’s
Mourning Modernity, for example, is a forward
looking Marxist critique bearing the torch for
what he calls “new modernism studies” (8).
Moglen’s suggests there are two literary moder-
nisms: one canonical High Modernism that deals
with loss through the acceptance and political
inaction of melancholy, and the “other” Mod-
ernism —women, the proletariat, the minori-
ties— that mourns as a way of refusing to ac-
cept loss by taking up political arms against a
capitalist sea of troubles. In this light, Perloff’s
argument about survival rather than revival
shows her as uneasily balancing an all-embrac-
ing literary commercialism with the perpetua-
tion of elite Modernist works come “bestsellers.”
But one knows what Perloff means, yet one has
to wonder whether it is worth “surviving” at any
price —bargains are not always the cheaper.
The magic twist afforded by Modernism
Revisited is that rather than make us question
whether American poetry deserves its own Mod-

ernist brand, it actually makes us wonder how
much European Modernism is not really Ameri-
can in the first place. And yet one would have
liked to see the term Modernism pluralized; that,
say, the Harlem Renaissance should have had a
mention, if only to problematize the canoniza-
tion of “American” Modernism in its own right.
Other critical works —Walter Benn Michaels’s
Our America: Nativism, Modernism, and Plural-
ism— have dealt with the interesting issue of
identity and American Modernism, and this is
not the concern of Modernism Revisited. In short,
one would have wanted to hear some more about
the “other” modernisms, not to mention women
poets such as H.D and Marianne Moore to
whom only Manuel Brito gives sustained atten-
tion. Perhaps the implication is that American
Modernism is, however canonical its treatment,
that “other” always within Modernism. The
Romanticism no European Classicism, however
“modern,” can ultimately suppress. In this the
preset volume amply succeeds in what should
be essential reading for all those interested in
both American poetry and Modernism.
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