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Abstract

For a long time writing as a language skill has been neglected in the
curriculum of: the English Department, Colilege of Education, Sana'a
University. One can see the effect of this negligence in the students' poor
writing performance, most worryingly when they are on the verge of their
B.A. graduation. On several occasions | have noticed that 4th Year B.A.
English Specialists are confronted by obstacles whenever they are asked to
write a piece of composition. Upon reading the students' written
performance one will find it a hard task to retrieve the precise intended
meaning. This practical problem [eads to the purpose of this study, which is
to investigate' cohesion and  coherence properties and the problems
associated with them in the writings of non-native advanced speakers of
English. The study is a detailed examination of both controlled -and free
open-ended writing tasks of 37 students in their final 4th Year B. A.: English
course, the English Department, College of Education, Sana'a University. - .

The current study depends on the works of M. A. K. Halliday and R.

Hasan (1976) when it comes to investigate the internal cohesive problems in
the subjects' performance. The study also relies on Michael Hoey's work On
the Surface of Discourse (1983) to examine .the cohering aspects in the
subjects' written performance. | have made particular use of Hoey's
Problem/Solution structural scheme. | feel that this schematic structure can
be easily applied by non-native writers of this background in their writing
process. In addition, a number of text types that the subjects chose to write
fit into such a scheme.

The study is divided into two main parts. Part one extending from
chapter one to five provides a theoretical background for the study. In the
second part extending from chapters six to nine | provide a detailed analysis

and investigation of a number of controlled and authentic writing tasks. In
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the last chapter | present a general conclusion for the research and some
recommendations for improving the writing standards of our students.

The findings reveal that in the area of cohesion, non-native writers of
this background do not face severe problems in the internal cohesive world
of the text either in controlled or free open-ended writing tasks.
Nevertheless, in dealing with writing as an authentic process, the subjects
can be confronted by some minor hindrances that might emerge at certain
intervals; these do not form major obstacles that might lead towards a total
barrier between the writer and the reader, and meaning is retrievable on all
occasions.

However, the findings also reveal that the subjects confronted
problems in the area of coherence as a global organisation of a given text.
This has been observed in both controlled and free open-ended writing
tasks. Sentences and their sequence organisation seem to have caused
considerable problems for a substantial number of the subjects. In addition,
features associated with the process of coherence, such as Field, general
knowledge, experience and logic, have in one way or another contributed to
a certain extent in adding to the above weakness.

The study has also embarked on finding ways and means of
minimising such problems towards their gradual elimination.  This was

tested by conducting a number of workshops involving open-ended free

writing tasks. The results obtained reveal that workshops and the collective

work in the classroom do contribute a great deal in improving and enhancing

the writing process.



CHAPTER ONE

The Republic of Yemen: Geographical, Educational

and Institutional Background



1.0 Yemen: Geographical Location

The Republic of Yemen is located on the South-West corner of the
Arabian Peninsula, between latitudes 12-20 north of the Equator, and
longitudes 41-54 East of Greenwich. The total area of the country is
555,000 km2, excluding the Rub-Al-Khali (the Empty Quarters). The
country is bordered by Saudi Arabia in the North, the Arabian Sea and the
Gulf of Aden in the South, the Sultanate of Oman in the East and the Red
Sea in the West. It has a population of approximately 11,448,031 (C.S.0O.,
1992).

1.1. Yemen: Educational and Institutional Backgrounds
1.1.1. Education in the Republic Prior to 1962 and 1967

Before the recent re-unification of the country in- 1990, Yemen
remained for quite some time split into two sovereign states. The northern
sector has internationally been known as the Yemen Arab Republic, and the
southern part as the People's Democratic Republic of Yemen. -

It is an undeniable fact that prior to the 1962 Revolution in the -
Northemn sector there was no sign of any secondary education, not to
mention higher education. People who could afford it, and they were very
few at that time, used to send their children abroad for such type of studies.
Nevertheless, amidst such a social background there existed some kind of
very primitive primary education that one would place in the category of what
is known as village education, such type of education mainly centred round
the teaching of the Arabic Language and Islamic Religion.

On the south of the borders and prior to the British withdrawal from
the Colony of Aden in November, 1967, higher education for many people
meant secondary education, where up to 1967 there were only six

secondary institutions spread throughout the colony. These were as follows:



1. The Aden College

2. The Girls College o

3.  The Government Boys' Secondary School
4. St Joseph High School

5. St Antony High School

6. Bilquis College

The above first three schools were government sponsored institutions,
the other two were sponsored by Catholic Missions in Rome, and the last
one was sponsored by a numbér of merchants from the northern provinces.
All these institutions used to qualify students up to the G.C.E. (General
Certificate of Education) in both the ordinary and the advanced levels,

except for the last school, which used to implement the Egyptian syllabus.
Upon passing their exams students were sent abroad for higher education.
However, most of those who were sent for such studies were from prominent
familiés in the society. | R o
During the period prior to 1967 English remained as the official
medium of commuﬁication i‘n all spheres of daily official activities. This
impoﬁance is presently recognised by the State, where English is ranked as
the second official language coming after Arabic, and in the present
curriculum it is taught from the 5th standard and onwards. However, in
some private institutions the language is taught commencing from the

kindergarten stage.

1.1.2. . Education in the Republic after 1962 and 1967
Regardless of some of the negative aspects on the political front

during the past three decades, education seems to have achieved some

remarkable success in both the nhumber of educational institutions and the

number of students in the Republic (see table 1 below).



Table 1: Number of educational institutions and number of

students in the Republic of Yemen, source C.S.0. (1992)

Educational Total No. of | B
Stage Schools/Universities Total No of Students

1 Male | Femae

Primary 992285 318069
Unity | 238554 118454
Preparatory 202485 36645

Secondary/3 | | | 80139 12096
years

Secondary/4 | 26636 9002
years | |

Sana'a Univ. | 32228 5526

Aden Univ. 2652 1763

Grand Total . .. 1,574,979 - 601,555

Grand total Male/Female 2,076,534 (nearly 18%) of the population,
simultaneously being evaluated in 1992.

“The figures in table 1 do not include the *number of students in some
private and affiliated *coﬁllieges to both Sana'a and Aden Universities.
Therefore, nearly 20% of the overall population now attend education in its
different stages. The figures also reveal the increasing care taken by the
State for female education, where the percentage has reached to nearly
24% of the grand male/female total over the past three decades. It is worth
indicating that even now some families in remote governorates reject the

idea of females being sent to schools. However, since the establishment of
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both Sana'a and Aden Universities the number of females joining university

education has been continuously on the increase.

1.2. Current institutional structure and method (s) implemented in

the teaching of English, College of Education, Sana'a University

1.2.1. Introduction

The increasing number of students joining public and compulsory
education forced both Governments after the 1962 Revolution and the
national independent of the southern sector in 1967 to establish the present
existing Sana'a and Aden Universities. Both of these universities were
founded nearly at the same time.  Presently there are also plans to establish

two more universities, one in Taiz and the other one in Hadramount.:

1.2.2. Sana'a University
Higher education in the real sense of the term, meaning to say
university education, in what used to be called the ' Yemen Arab Republic

began in 1970 with the foundation of the Faculty of Education and the
Faculty of Law. The academic year 1973/74 saw the formation of two more
colleges that emerged from the College of Education. These were the
faculties of Science and Arts (S.U.S.B., 1970/80). Presently there are nine

major specialisations offered by Sana'a University in nine different faculties,

these are:”

1. Faculty of Education
Faculty of Arts
Faculty of Science

Faculty of Law

a > 0N

Faculty of Agriculture



Faculty of Engineering
Faculty of Commerce-

Faculty of Medicine

© o N O

Deanship for Post-University Qualification

1.2.3. The College of Education, Sana'a University

The number of teachers recruited each year for the purpose of self-
sufficiency is always on the increase, where some 26,000 teacher trainees
are enrolled in some 100 teacher training institutes that are scattered all over
the Republic (Chanem, 1992). This has made the roles of both faculties of
education at Sana'a and Aden universities very crucial in qualifying teachers
for both preparatory and secondary schools; both the faculties implement the
four year B.A. degree course. According to the figures obtained fo[ the
academic year 73/74, there were 227 students enrolled in the Faculty of
Education, by the academic year 90/91 ’Fhis figure has jumped tg 14579
(S.U.S.B., 1970/80 - C.S5.0. 1992). On the one hand, the number of
students who join the Faculty of Education has been steadily growing, on the
other hand, the financial and social status of teachers does not leave the
profession in great demand, their income is far below that of their
counterparts in some other professions. One example of such negligence by
the state authorities can easily be observed in.the college building that has
not yet been.constructed; whereas the rest of the faculties have their own
modern and fully equipped buildings. However, the year 1993 saw the
foundation stone of the new building which is expected to be finished in four

or five years time.

1.2.4. The English department, College of Education, Sana'a University

- In the academic year 73/74 the total number of students enrolled . in

the English Department was not more than 21, 18 male students and 3
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female students (nearly 85.7% to 14.2%) respectively. By the year 91/92

this figure reached 272 students in the four B.A. levels (see table 2). -

Table 2: Academic registration for the year 91/92 - English -

Department, College of Education, Sana'a University, . -

source S.U.S.B. 91/92
st 57 16 73 1

2nd | | - "

Grand Total 204
75%

Therefore, table 2 above indicates the increasing demand for English

Language teachers throughout the Republic.

r e
E 3

Tk

1.2.5. Educational syétém impvlemienied in the English Depart;nent,‘ﬂ:
- College of Education, Sana'a University

Since the academic year 1985/86, it has become the responsibility of
the Language Centre to shoulder the burden of the academic load in the
English Department, while administrative activities remained the
responsibility of the College administration. Recently, and beginning with the
academic year 92/93 the College decided to take full control of both
academic and administrative matters for the Department. The decision that

has been taken to split the efforts of running the affairs of the English
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Department between two different bodies has undoubtedly affected the
performance of both the staff and the students. This could be observed in
the failure of the required programme to qualify local cadres to take up the
responsibility of teaching in the Department, where the English Department
continues to be dependent on foreign cadres, mainly from the Indian
subcontinent, in order to carry-out all the teaching programme in the faculty.
However, one feels that since the College authorities recently decided
to take full charge of all the teaching programme, such plans and
programmes would soon be set for implementation. In this regard, it is worth
mentioning that at one time the British Council used to sponsor a programme
of assisting in qualified English teachers for the Department, but now such a
programme does not exist any longer; instead the programme has recently
shifted to M.A. in English studies particularly language teaching.
Furthermore, the split in the Department's activities between the
Language Centre and the Faculty of Education and Arts has certainly

affected the students performance considerably; the following table would

clarify the matter further:

Table 3: Academic registration for 90/91 - English Department,

College of Education, Sana'a University, source S.U.S.B. 91/92

Level Male Female Total

=
"

122 23
44 | 15
31 . 11
43 16
Grand Total 240 65

718.6% -~ 21.3%
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Out of the 59 students enrolled in the 4th level and according to the
figures obtained only 33 were able to graduate (nearly 55.9%), out of which
23 (nearly 38.9%) were male students, and 10 (nearly 16.9%) were female
students (S.U.S.B., 1992). The reason could most probably be due to some
kind of lost identity that the students felt during their academic career in the

Faculty of Education, that is to say, their sense of belonging when they see
themselves dispersed over three different academic bodies. The evidence

for such a conclusion could be obtained from what the subjects wrote in their
fourth open-ended free writing task. It has been mentioned that one of the
problems faced by the students in the English Department has been the lack

of a college building.

1.2.6. Curriculum currently applied in the teaching of English, English

Department, College of Education, Sana'a University

In the foundation year 1970, both the Faculty of Education and the
English Department implemented the annual system for all the courses in
the various academic disciplines in all its Departments. Later, in the
academic year 78/79 a decision was made to change this system, and:
instead the semesterial system was adopted for the sake of better
performance, in this case, each academic year was equally divided into two
semesters of 16 weeks each. However, a third change took place in the
middle of the academic year 1980/81; this time the system implemented
‘depended on the credit hours accumulative system, where students were
required to accomplish a certain number of credit hours for each course for
graduation purposes (Sana'a University in 15 years 1970/71 — 1985/86).

- The researcher feels that the last system implemented has not

improved the students' academic performance as one expects it to do. On
the contrary, in a country like Yemen with scarcity of both human and other

necessary resources, such a system has contributed to a considerable



12
extent in delaying students' graduation procedures, because of the ample
choices that it offers; one of these is for instance the number of re-sit exams
that students can take; these would sometimes extend to over three or four
re-sit exams in one subject. Therefore, on many occasions a B.A. course of
four year duration would sometimes be comp!eted 1in five to six years time.
The negative aspects of such a delay would be seen in the increased
number of students in the classroom, the insufficient number of staff to run
the academic process, and the lack of other essential facilities to conduct the
course.

Table 4 below gives the distribution of the academic load for the four

year B.A. programme in terms of credit hours.

Table 4: English Specialist Courses: Distribution of Academic Load

in the B.A. Programme, source S.U.S.B. 1970/85

2nd Semester

1st Semester

"No. of Credits”

Level

No. of Credits

1st Year 35
2nd Year 38
3rd Year 36
4th Year 34

The 143 credits in table 4 are divided amongst the foI16Wing courses with the

allocated credits for each course:
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Table 5: Credit hours in the English Department, College of

Education, in terms of courses, source S.U.S.B. 1970/85

Level Course

1st Year Reading and compaosition/courses one and two
Spoken English/courses one and two
English Grammar/courses one and two
Introduction to Literary Forms/courses one and

two

Introduction to Psychology
Islamic Culture
Arabic/courses one and two

four
Spoken English/courses 3 and 4
English Usage/courses one and two

Novel 18th century

Drama (Elizabethan Age)

'| Psychology of Learning
Yemeni System of Education
Islamic Education
Developmental Psycholoc

English Phonology

English Morphology and Syntax
Poetry till the 18th century

Drama (Post Elizabethan)

Novel (19th century)

Analysis of Literary Texts

English Discourse Skills

Poetry (Romantic & Victorian)
Teaching Methods/courses one and two -
Curriculum Planning

Developmental Psychology/course 2

20th Century English Poetry including the
Wasteland

20th Century English Novel

20th Century English Drama = . .

4th Year

History of the English Language
School Management
Practicum/courses one and two
Self Hygiene .*

Advanced Writing Skl"S
Educational Research

Reading and Composition/courses three and

Introduction to Language/courses one / two

Introduction to Transformational Grammar

WWMNONOWOWWOWAOOW

Credits

NDARAWWWWWWWRIMNNOMONNMNWLWOIOO® |lown o mmml
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Distribution of the academic load according to table 5 seem to have
been based on three different categories, (a) Language skills, (b) Literature

courses, and finally College and University requirement courses. In this

regard, language skill courses throughout the B.A. course (four academic

yvears) run up to 23 courses with an overall accumulative of 64 credit hours

(see table 6 for further clarification of the matter).

Table 6: Language Skill Courses, English Department, College of
Education, Sana'a University, source S.U.S.B. 1970/85

Reading & Composition courses 1/2/3/4 1st&2nd |12
Spoken English courses 1/2/3/4 1st&2nd | 12
English Grammar/courses 1 and 2 1st 6
English Usage (grammar course) courses 1 and 2 | 2nd 6
Introduction to Language/courses 1 and 2 2nd 6
English Phonology 3rd 3
English Morphology 3rd 3
English Discourse Skills ' | 3rd 3
Teaching Methods/courses 1 and 2 3rd 4
Introduction to Transformational Grammar 4th 3
History of the English Language 4th 3
Advanced Writing Skills | 4th 3

| 64
Grand Credit Total - (44.7%)

On the other hiand.f literature courses throughout the B.A. course
constitute 36 credits (nearly 25%) in some 12 courses commencing with the
Elizabethan Age and ending with contemporary English literature in its three
different components novel, dfama and poetry. Finally, university and
college requirement courses amount to 42 credits (nearly 29.3%) in some
seventeen courses. It is worth noting that almost all Arab Universities apply

the same courses and nearly the same load system. Courses might have
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different titles but their nature remains the same; the reason behind this may

well be for transference procedures between the different Arab Universities.

1.3  The Teaching of Writing in the 1st and 2nd levels, English
Department, College of Education, Sana'a University
The current syllabus has merged "Reading" and "Composition" for
four consecutive semesters with an overall accumulatwe of 12 credits in one
course (see table 6 on the previous page) and it prowdes a jomt course
description for both For instance the followmg are some quotations

concerning such description for each "Readlng and Composition" course.

a "Reading and Composition" -~ (1). "The reading materials for
this course consist mainly of simple narrative and descriptive
texts. This course is intended to sharpen the learner's
awareness of thematic structure of narrative and descriptive
texts. Special emphasis is given to linguistic devices like
pronoun references and- sentence connectiveness. It is
expected that the perception of these skills in the reading
component of this course will have its impact on the learner's
writing skills and that at the end of this course they will be able
to write simple narrative and descriptive paragraphs”.

b. "Reading and Composition" - (2). "The reading materials in
" this course cover a wider variety of topics and present a higher
level of difficulty than .those in course.one. - The reading
component of this course emphasises skimming and scanning
and the learners are asked to suggest suitable tities for the
passages that they have read. The writing component of this
course includes summary writing, completing incomplete
narratives and putting scrambled sentences into their proper
texts."

C. "Reading and Compaosition" - (3). "The reading materials
included in this course consist of simple expository and
argumentative texts".
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d. 'Reading and Composition" - (4). "The reading materials
included In this course are of a more complex type than the
ones in the earlier three courses. The reading component of

this course draws the learners' attention to how different types
of illocutions, such as narrative and descriptions, are often
found in the same text .... At the end of this course the learners
are expected to acquire the ability to write descriptive and
argumentative texts and to write short essays on topics within

their range”.

All the above four quotations are taken fromﬁ the preseﬁt syllabus
currently in effect at the English Department, College of Education, Sana'a
University. These quotations leave a crucial issue vague and unanswered.
One is left wondering how it would be possible for the students to achieve
their goals in writing properly through the reading seséions. In other words.‘
how would the students manage to improve and upgrade their writing skills,
and what are the ways and means that would ultimately lead towards the
intended goals of writing as a process and a skill baseci on the writer's own
efforts? In addition, a number of discrepancies seem to appear in such
descriptions. For instanée, part one of the course, as described in quotation
(a), has not fully clarified the point of how the students in their first year and
particularly in their first semester will be able to write simple narrative and
descriptive paragraphs, when they have not yet been exposed or examined
for their writing abilities in controlled and guided exercises. The other vague
issue in part two of the course, as described in quotation (b), is that the
syllabus expects the students to put scrambled sentences into their proper
order, which is part of the controlled and guided exercises in the writing
process, and which students should have been familiar with in part one, after
expecting them to write short paragraphs in the first part.

~ The syllabus does not provide detailed guidelines and information for
the teacher to follow in order to implement an organised Writing syllabus and

materials for the students, rather than leaving it the responsibility of
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individuals to implement what seems to be most appropriate from their own
perspective. However, for the second year course, a reference book has for
quite some years been used, INROADS by David F. Clarke (1987); the
contents of the book mainly revolve round sentence connectedness, but it
does not offer any kind of writing topics, and it does not tackle writing as a

skill and as a complicated process that needs regular practice.

One of the researcher's aims has been to follow the Writing classes in
both the 1st and 2nd levels in order to examine the teaching method (s)
adopted by teachers responsible to conduct the "Reading and Composition”
course. In the previous academic year 92/93 there were two classes of
approximately 40 students in each class for the 1st level; there were also two
classes of nearly the same number in the 2nd level; these classes were
attended at different intervals. The initial observation has been to witness
newly appointed instructors delivering and guiding the classes in such a
course with no kind of supervision, guidance, or some kind of prior training
that could have improved their performance; the reason could be due to
some financial and budgeting discomforts that the College of Education had
to face, and as a result of which it was impossible to appoint qualified cadres
that the College desperately needed.

- -There has been no specified teaching method that one could follow in
the classroom. Most of the classes attended were mainly instructionally
based. - In other words, the teacher would attend the class with some
prepared writing material. Such material would mainly depend on asking the
students to write a composition on a prescribed topic or paragraph that the
teacher offered. Students did not have a say in this regard, they simply
followed the instructions, and when each student finishes his work, it is

handed in for correction. Sometimes correction is done inside the classroom
between the teacher and each student independently, and on some other

occasions the teacher would collect the written work for home correction,
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where later these are returned with some remarks and comments that the
teacher finds necessary to add.

It has been found necessary to go through a number of students'
exercise books for the purpose of examining the nature and the type of
writing tasks taken by students in the 1st and 2nd levels of the B.A. course.
The following are'a number of topics that the students were required to
attempt:

a Things you did last weekend
b. A visit to Kenya

C. Ancient Egyptian Civilisation
d. A letter to Aunt Stella
e. Smoking

f. Describing an Egg or an Apple
g. Why people study in foreign countries

h. My first visit to New York

In most of the above topics, theré seems to be no relevance to the
students' own social background. In other words, the students are not
properly familiar with tﬁe precise Field of the context around which they are
supposed to write their text, and that would enable them to express their
ideas in an accurate and orderly form, since most of them have not travelled
outside Yemen. In this case, it would be a hard task for them to describe a
trip to Kenya or New York (see appendix A-l for a sample of such a
performance). |

Nevertheless, the main issue that draws one's attention is the number
of topics that the students were asked to write over a period of 4 semesters
(two academic years); all in all these did not exceed 12 topics, which means
3 topics per semester, and some of these were in fact very short

compositions. The rest of the material for the "Reading and Composition"
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course has been allocated for the reading part of the course. Therefore, one
feels that the lack of ample and sufficient practice that the students ought to
have gained in writing in their 1st and 2nd Years, could be one of the
reasons behind the present writing conditions. The other reason may well
be the tiring process of correction, discussing and commenting on the
students' writing performances, which in fact does not encourage many to
shoulder the responsibility of this course that depends mainly on continuous

and regular observation and follow-up."

1.4. The teaching of Writing in the 4th Level B.A. Course -

In the 4th Year of their B.A. course, the students are required to take
three credits in "Advanced Writing Skills" in the first semester. The course
description according to the current syllabus states that:

"Writing is aimed at strengthening the learners’ ebility to write
long and short paragraphs on topics of professional interest. . It
is assumed that because of the four courses in Reading and
Composition the learners will have acquired the ability to write
coherent paragraphs consisting of grammatically correct
sentences. In this course, therefore, stylistic acceptability will
be given greater attention than grammatical correctness. . The

course includes tasks like wntmg precise, essays, reports and
books-reviews." '

(B.A. syllabus, College of Education,
.Sana'a University, 1980)

H”Ne kdotJht the ahot/e couqrse deeeitiptien has offeree some ertcour:'agihg
goals for the purpo:se of tmptoved writing skills. However, obtaining sueh
intended goals may seem hard to achleve The first point that one would
put forward agamst the above claim would be the msufﬂment practlce in
wntlng that students recelve in their 1st and 2nd Years, where throughout
the four semesters students are only able to obtain an academic load of 1.5

credits per semester for writing only, nearly 3 credits in the whole academic
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year, because, as has been indicated earlier, the present curriculum has
merged two courses together "Reading" and "Composition", whereas the

current syllabus of the English Department, College of Education, Aden

University, treats "Reading" as a component on its own and "Composition"
as an independent component with an accumulative of 12 credits equally
divided into 3 credits per semester. That is to say, the writing course
commences with the 2nd level and ends with the 3rd level of the B.A.
course. Hence, one feels it is most appropriate to begin a writing course with
the above stages, because the first year is generally spent on strengthening
and reviewing students' English abilities of what they know about the
language.

Therefore, if one considers the assumed 6 credits allocated for writing
in the 1st and 2nd Years in the syllabus of Sana'a University, and add to
them the other 3 credits for the "Advanced Writing Skills" in the 4th Year, this
will result in 9 credits against 12 currently offered by Aden University for the
same purpose. |In addition to the difference’in the number of credits, the
present curriculum for the College of Education, Sana'a University, leave a
gap of one whole academic year between the first part of the Writing course
in the 1st and 2nd Years, and the second part pursued in the 4th Year. It is
therefore obvious that students reach the final year of their B.A. course

without having acquired sufficient practice and guidance to master the writing

process as an essential skill, particular when they are going to be teachers of
English in various preparatory and secondary schools after their university
graduation.

In the 4th Year's "Advanced Writing Skills" no precise and specific
writing programme has been observed. It is left entirely upon the lecturer
concerned to tackle any programme of his own, in the way he feels most
appropriate to do so. The researcher has approached the Department

officials for any detailed programme for the "Advanced Writing Skills" course,
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or any intentions of drawing such a programme , but unfortunately-all his
efforts were in vain, there was no such programme available nor any
intentions of drawing one. However, this shortcoming can also be equally
applied to the writing courses of the 1st and 2nd levels, where no such
detailed programme exists.

Therefore, in view of what has been mentioned, writing seems to have
been ignored as an important language skill and as an essential language

component by both the College and Departmental authorities in the present

curriculum.

1.5 Conclusion

The present syllabus offers an acceptable variation in the academic
load between its three main categories; (a) Language skill, (b) Literature
courses, and (c) College and University requirement courses. However, one
would not hesitate to pass some comments and remarks concerning the
current curriculum, particularly those who have been engaged with its
implementation. In this regard, the first point would obviously be the

absence of a detailed writing programme, a syllabus that considers writing as
an independent language component. However, one might exclude the
"Advanced Writing" course meant for the 4th Year students. The other
remark centres round the College requirement courses, all of which are
mainly delivered in Arabic. Students, when asked, feel that if these courses
are first decreased and are delivered in English, at least there would be
more time for them to spare in both "Spoken" and the "Writing" components
which might enhance and improve their abilities in these skills, in the way
that it forces them to take notes and create the necessary interaction in the
classroom. Finally, and most important of all, one feels the teaching process

itself need to be thoroughly reviewed, where in almost all occasions the

student happens to be always fulfilling the recipient role in the classroom.
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That is to say, there is very little classroom interaction between the two
parties, the lecturer and his students, or between the students themselves.

Students always seem to find themselves following instructions and

accomplishing goals other than their own, and to the satisfaction of some
higher authority, the lecturer. Therefore, if the students are made to

distinguish the difference between teaching and learning, by teaching | mean

to say spoon feeding the students with the appropriate knowledge and
information in any specific area, one would definitely notice a positive
improvement in the standard of education. In other words, if students are
made to dig their own way in the learning process under the supervision of
their teacher, the outcoming results would certainly show encouraging signs

of performance inside and outside the classroom.



CHAPTER TWO

The Writing Process
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2.0 Introduction

Writing Is a complex and natural process that usually challenges the
mind. It is necessary therefore toﬁ define the term “natural" before one
attempts to define what is a "Writing" process. In this regard, as humans we
seem to have a genetic predisposition to write as well as to speak; and, if we
come across a forcing environment, one that possesses certain
characteristics and presents us with certain opportunities, we will then learn
either to speak or write (Chomsky, 1972).

In orderxl to see how writing on the one hand can be a learning
process, and on the other hand a problem-solving activity, one might
imagine that he/she has been asked to write a letter of recommendation or
an application. Focusing on this task, one must first create an internal
representation of the problem. We need first to defiﬁe our goals and
strategies for achieving these goals. Then, as we write, we must assess our
progress toWards the goals, and on some occasions we need to redefine
them. In contrast, iI!fdgﬁpedﬂproblems, such as the task of writing an essay,
offer a chain of problems and sub-problems, which require us to be véry
active in defining the procedures fo'i the sake of reaching the goals.

- On the-fﬂother _hand,* the object of prose writing is to mgke the
contextualising presupposition explicit so that the reader derives the
intended meaning from the statemenf.i While sentences themselvesﬁ cannot
bet treatéd as autonomous expressi;:or)s of meaning, a singlehsente‘ncer
méaning may Be qeriyed fdr a statement wi;thin a given Field of context
provided that this Field is explicit enough. Any particular statement then may

have several alternative representations, but that statement in context may

have only one. ...*
In addition to the task of creating an internal representation of the
problem, writers are faced with the problem of how to select and use

language devices that will enable the reader to comprehend the written
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message. Green and Morgan (1981) observed that certain of these devices
are selected as a matter of convention in particular communicative settings
(e.q., dialects, register, and discourse types or genres). Writers also choose
other language devices to express their intentions. Examples are anaphors
(i.e., referring devices), conversational implicatures (i.e., the logical and
pragmatic relations between - sentences), devices to signal -topical
organisation and purpose, and explicitness (to establish unambiguous

context for interpretation).

- However, it is necessary to indicate that writing tends to occur within a
communication framework that involves the writer, the message, the shaping
of the message to accord with how the writer perceives its reception,
sometimes a real audience, and sometimes a response to the message.

Writers communicate effectively when they construct their intended

messages in ways that enable efficient and accurate comprehension.

2.1 The Relationship between Language as Knowledge and Writing

. Processes as Skill

People are generally aware that there is a relationship -between:
spoken language and writing, but they are in no way conscious of what this
might mean. Those who do perceive the relationship seldom see it in its
fullest potential. That Is, they may generalise about the desirability of
people writing as they speak, but they are unable to identify the component
parts of this phenomenon or their developmental characteristics. There are
certain parallels that are clearly evident among fields related to composition.
In the field of second language, for example, it is very:likely that the five
major component parts of - language learning (phonology, lexicon,
morphology, sentences and utterances) are all available to learners at all
stages of development; but it is also likely that these vary tremendously in

terms of their rate of development at different periods in their language
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development, this in turn leaves its weak traces on the writing process as a
whole.

Therefore, one of the most critical school subjects in terms of

individualisation is that of writing. One learns writing by oneself, not in a

group, but it is also not wrong to say that it can also be learned in groups.

Writing, like most school subjects, suffers from surface analysis, that is,

writing is taught or assessed primarily in relation to its surface as opposed to
its deeper semantic and syntactic features. It is only the surface level
aspects of composition that are measured. That which is not measured is
too difficult to see, too difficult to explain, too difficult to assess or all of the
above together. In other words, aspects such as internal and external
connectedness within a given text, proper sequencing of sentences, avoiding
sequential gaps, world knowledge and experience, logic, relevance, all these
are scarcely examined or measured. In addition to this, language is always
used in a specific situation, at a specific time with different participants
leading to different purposes. Contextual factors heavily influence both
language form and usage; language ability is, however, almost always
assessed out of context, vielding, at best, an approximate indication of such
ability.

One might say that writing process in general and composition in
particular have not had the proper required investigations, where most of the
research is being directed towards areas and skills other than writing. In this
regard, one problem seems to be that composition needs the analysis of
cohesive discourse while linguists in the past have been studying units much
smaller and much less relevant to composition and the writing process. In
the forties and fifties, linguists focused on phonology and morphology. [n the
sixties, the focus turned on to sentence syntax. It was not until the seventies

that the field of linguistics seriously gave its attention to areas of language

which have promise for aiding the study of written composition. Linguistics in
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the seventies can be characterised by an increased awareness and analysis
of context and variability (sociolinguistics), by a deep concern with meaning
(semantic, pragmatics) and by focusing on units that are larger than a
sentence (discourse analysis), all for the sake of investigating clarity in the

writing process.

Most of the misconceptions about clarity in the writing process result
from a failure to understand the organisational principles which determine
the structure of well-formed sentences and well-formed discourse. A
language is highly structured at all levels. But on the surface, it presents
itself to us as sentences made up of words (and, secondarily, of small-scale
syntactic units like infinitives and prepositional phrases). Most people, when
they think of language, think of words, and for them vocabulary becomes a
common indicator of what is generally considered to be intelligence. It is
wrong to assert that teaching vocabulary alone will assist in any way in
teaching one language because words and their arrangements are only the
surface manifestations of a larger linguistic system. There are deeper
principles which serve to relate surface forms.to meanings, and which link
sentences together into a coherent whole. In summary the process aspect

of writing is currently viewed as more important than the product aspect.

2.2 The Writing Process

In the writing process one needs to be able to choose language
appropriate to the task, and, more important, be aware that communication
is not a necessary consequence of expression (Reddy, 1979), so that the
writer must take care to anticipate and prevent all possible confusion, -at
every step, because the reader is in no position to ask for explications.
Writing is currently viewed as a process rather than as a product (Britton,
1975; Emig, 1971; Flower & Hayes, 1981), where planning and revision goes

side by side throughout the writing session.
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The writing process involves the use of specific kinds of knowledge
that a writer possesses and is able to discover in constructing meanings and
expressing them in writing. There are a number of cognitive processes that
underlie the writing process.” These include: discovering or generating an
intended propositional meaning; selecting aspects of an intended meaning to
be expressed; choosing language forms that encode this meaning explicitly
and simuitaneously; guiding the writer/reader through different levels of
comprehension of a given text; receiving what has been written, and
frequently revising so as to alter and improve meaning and its expression.
The processes just mentioned reflect not only a writer's knowledge, ' his
thinking strategies and skills, but they are also influenced by general
imitations on a writer's processing capacities and performance.

Writing processes are also influenced by what a writer knows about
language forms and principles for both their selection and use in different
contexts, and for different communicative purposes. Writing shares much of
the knowledge required for spoken language, but it also includes language
conventions that are specific to written language at the sub-sentence levels
of spelling, punctuation, morphology (of written words) ‘and lexicon; at the
level of sentence syntax; and at the discourse-level. Our success in
learning to write depends in part on our mastery of resources that are
provided by the above identifiable code.

Another aspect' of writing involves how writers imagine the
communicative function of their written messages. The degree to which a
writer is aware of the need to adjust the content and expression of a
message to its potential reception can influence a whole range of composing

processes. - Writers' efforts to anticipate their messages' rprocessing

demands are reflected in the rhetorical choices they make at every stage of

the composing process. The process of learning to write involves students in
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anticipating the possible effects of their messages and in using such

knowledge to guide their composing.
How writers understand the context of their writing, that ‘is, the

situation in which they write and their purposes for doing so also influences
the processes in which they engage while writing; since most young people
learn to write at school or college level, the situation and goals of much of
the student writings are closely associated with instructional writing -tasks.
Depending on how and to what extent these tasks are structured, student
writing will vary in its goals and functions. The situations involved in a writing
task may be relatively non-specific, emphasising private, individually-
defined goals, or they may in turn be highly structured, identifying specific
goals for the writer and approaches for accomplishing those goals. In non-
school or college settings the contexts in which individuals write also vary in
their degree of structure and specificity.

Research carried out by philosophers, linguists, and psychologists in
the past several years ‘has made it very clear that even in most
straightforward and colourless prose, far more is conveyed than just the
literal meanings of the sentences that make up the text (e.g., Grice, 1975;
Horn 1972; Keenan & Kintsch, 1974). Full comprehension of the text
requires from the reader a'considerable amount of referential reasoning, at
several levels. Some of these inferences can only be made if the reader has
the knowledge of the world necessary for making the inference. In other
words, in sentence processing, interpretation of the various anaphoric
devices such as pronouns, demonstratives, and ellipsis, require the reader to
infer who or what the intended referent is (cf. Kantor, 1977; Webber, 1978).
Therefore, a writer must be in a position to estimate whether the reader will
be able to make the inferences necessary for the intended interpretation of
the anaphoric device, or whether it should be replaced by a nhon anaphoric

element. In this regard, Shuy (1981) suggests that the most important area



30

of writing development is likely to be that which occurs at the level of written
discourse. He stresses the point that one has to draw on a number of areas
of linguistic inquiry including: semantics, pragmatics, analysis of
conversational discourse, -and of discourse cohesion (e.g. anaphoric
referring devices, conjunctions and lexical cohesion), organisation (e.g. fore-
grounding sequencing) and prepositional structure and socioloinguistic study
of language variation (genres, registers and dialects). These areas illustrate
the richness that is possible - in characterisation of writers' language

development and of writing instruction, it also indicates that discourse is

structured.

2.3. Writing Categories » .

A number of researchers have classified the writing processes into
different categories. For instance, Britton (1975) has classified the writing
processes into prewriting, writing and rewriting, whereas Flower & Hayes
(1981) in turn classified it into planning, translating, receiving, and they
further sub-classified planning to.pre-planning. Graves (1983) on his part
groups the writing process into three actual writing stages, the following are
the stages with a precise definition of each as suggested by him: -

a. Beginnings: choice/rehearsal. Choices are made about the
writing topic. That is to say, choices of what to include: and
what to ignore are considered. Rehearsal occurs at this stage.
It may take the form of day-dreaming, outlining, sketching

- reading, writing, or conversing. (Graves 1983:223) -
b. Composing: "composing refers to everything a writer does from
--the time first words are put on paper until all drafts are
completed" (Graves 1983: 223)

C. Composing patters: "All writers follow a simple pattern: select,

compose, read, select, compose, read ...." (Graves 1983. 223)
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Therefore, planning in the writing process seems to be a crucial stage.
It is the process during which the writer plans, organises and discovers
information,; this takes place in ~the - form of
articulating/translating/transcribing, when the writer proceeds to put ideas
into words; and, post-writing/reviewing/revising, when the writer evaluates
and modifies the text. Nevertheless, there are two kinds of constraints that
influence transcribing as part of the planning process: global plans (that
reflect a writer's conception of meaning, audience and persona) and local
plans (that reflect a writer's knowledge about language, such as syntax,
vocabulary and orthography). In this case, it would be proper to say that a
text production process normally requires the interplay between a writer's
global structure of discourse and the local production of sentences. Added
to this, there are some other specific constraints on the transcribing process,
such as word choice, selection of propositions and the syntax required to
produce them, and the management of references, as well as other cohesive
features.

Furthermore, since plans can reduce a vast problem to manageable
size, Simon & Newell (1972) refer to them as the most powerful heuristic
procedures. First of all, because plans break'a problem down into sub-
problems, they enable us make large, unwieldy situations manageable
(Miller et al, 1960). Second, good plans are operational; that is, they specify
a sequence of procedures for solving the problem. A third major strength of
plans is that they enable one to set priorities and to decide on an order in
which to do things. Plans usually answer the "what next?" question from the
perspective of a final goal, they enable one to return to a top-level goal. For
instance, composing plans may remind us not to spend longer time trying to

choose a syntactic form when we are still trying to figure out what we need to

say.
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However, in their efforts to organise their plans, writers usually face
two main problems: a knowledge problem and a communicative problem.
On the one hand, they are required to produce an organised set of ideas for
their written text by selecting and arranging a manageable number of
concepts and relations from a vast body of knowledge. On the other hand,
they must fit what they know to the needs of another person, a reader, and
to the constraints of formal prose (Flower & Hayes, 1980). This is why it is
necessary to treat writing as a communicative process, and not to drop the
imagined reader out of this process, because if a writer does choose to do
so, one has therefore made the choice of what to say easier but his chance
of successful communication becomes more remote, and he would lose a
good goal against which to test his progress. Both of these are considered
demanding problems. - Hence, most idea-generating plans are content-
specific, acting on the information immediately available to the writer. In
general, a plan for generating ideas is an instruction a writer gives to oneself
to either: (a) search for topic related information stored in the memory or in

the external sources; or (b) operate on available information to produce new

ideas. In this case, the concern for the reader operates at a number of -
levels, governing not only the ideas and focus of the given written text, but
decisions about word choice and the general impression the piece of prose
creates. Second, planning for a reader becomes an intimate part of idea
generation, one which leads the writer and enables him to go back and
explore the topic itself.

When plans fail to map easily onto one another and writers give up in
frustration, or stop productive idea generation because the work doesn't look
like a finished written text, we can see how writers' faulty or inadequate
understanding of the writing process actually prevents them from doing what
they could do. It is not that they lack the skills to write, but that they do not

know how or when to use them. In this regard, it is worth indicating that
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nearly 28 out of 37 (nearly 75.6%) of those who participated in the field study
when asked whether or not they prepare any plans before embarking on any
writing process, their reply was either that planning is not necessary for a
writing process, or they have never thought of planning their text: before
writing it.

The next stage of the writing process is the actual writing. This stage
needs much more intensive work by writers, where writing becomes a kind of
solitary struggle in which the writer attempts to manipulate several complex
operations simultaneously.  The writing stage in fact involves all three stages
of pre-writing, writing, and re-writing, because while writing takes place,
planning ahead is occurring, and revisions are also happening.

In the re-writing stage, both editing and revising occur. Student
writers usually feel some sort of contempt for editing because many feel that
it is a tiring process to pursue. - It is an unpleasant process for some writers,
the reason being mainly with the writer, who has been deeply involved in the
process of composing and has struggled to bring the writing into being, must
act as the editor, in fact a disinterested critic reading for conventions and
looking for errors A rethinking process also accompanies re-writing during
which the writer attempts to reconcile what is written on the -page with the

intended message. :In the process of revision/editing, the writer becomes the

first reader of his own piece of writing.

2.4 Current Writing Paradigms -

- It seems necessary that one should be familiar with the current writing
paradigms that dominate the educational institutions whether in schools or
colleges. Most teachers believe that "Writing" as a language skill ought to be

taught rather than being learned by students in the classroom. -They feel

that students must be taught to write atomistically, from parts to wholes. The

commonplace is that students must be taught to write sentences, before they
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can be allowed to write paragraphs, before they can be permitted to attempt
whole pieces of discourse. Teachers generally feel that there is essentially:
one process of writing that serves all writers for all their aims, mode, intents,
and audience. ‘It is believed that the writing process is linear: all planning
precedes all writing (often described in the paradigm as transcribing), as all
writing precedes all revising. It is also believed that the process of writing is
almost exclusively conscious: as evidence, a full plan or outline can be
drawn up and adhered to for any piece of writing: the outline also assumes
that writing is transcribing, since it can be so totally prefigured; thought exists
prior to its linguistic formulations. Teachers believe that because writing is a
conscious process, it can be done swiftly and in an orderly form. - Finally,’
writing is taken to be exclusively a silent and solitary activity (Emig; 1981).

Emig (1981) further states and in contrast to the above existing
paradigms that developmental -researchers currently see writing as
predominantly learned rather than being taught. Such research has also
indicated that writers of all ages as frequently work from wholes to parts as

from parts to wholes: in writing, there is a complex interplay between local

and global concerns: from an interest in what word should come next, to the
shape of the total piece. Research in the writing process found that there is
no monolithic process of writing: there are processes of writing that differ
because of aim, intent, and audience, although there are shared features in:
the ways we write, there are as well individual, even idiosyncratic, features in’
our processes of writing.  Findings revealed that the processes of writing do
not proceed in a linear sequence: rather they are recursive - we do not only
plan, then write, then revise; but we also revise, then: plan, then write.
Writing is as often a pre-conscious or unconscious roaming as it-is' a
planned and conscious rendering of information and events. Developmental
research in writing processes pointed out that the rhythms of writing-are

uneven, that is to say, the pace of writing represents significant learning.
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Writing is also a slow process since it involves supplying the specific and
explicit links to render lexical, syntactic, semantic, and rhetorical pieces into
organic wholes. - In conclusion, research findings state that the process of
writing can be enhanced by working with a group of other writers, perhaps a
teacher, who would give vital response in the form of an appropriate advice.

These findings are summarised from Emig (1981).

2.5 Research conducted in the area of Writing Process

As has been mentioned elsewhere in this chapter, modern writing
theory focuses on the writing process instead of the product, since a written
product is much more than the act of putting words on paper. It is the result
of a broad range of interconnected task and planning constraints that

condition the content form of the final product.

One theorist who concentrated on the writing process is Burke (1969),
whose theory of "identification" presumes that the reason that human beings
act rhetorically on one another is to promote social cohesion. Thus, in
considering the writing process, one of the rhetorical processes, the motives,
become of primary importance. Kinneavy (1971) goes further to suggest a
theory of language pragmatics in which a major section concems the aim of
discourse. S SR | *

Britton (1975) considered audience as a controlling factor in any use

of rhetoric. According to Britton, audience determines the kind of writing that
the writer does. The writer begins by writing for self. Such writing is termed
"expressive" by Britton (1975) and is congruent with Piaget's theory of
coghnitive development which plots progression from an egocentric view of
the world, away from self, and toward an exocentric view of the world.
Britton (1975) mentions that ‘as the writing development continues and
progresses, the writer gains more ability to write for increasingly distant

audiences.



36

Flower's (1979) theory echoes Britton's consideration of distances.
Flower's "Writer-based" prose is that writing which one can label "as
immature. It is the type of writing in which the writer assumes that the reader
has the identical experience as the writer and, therefore, can interpret the
text as easily as can the writer. The laywriter begins at the egocentric point,

and then, with matunty and experience in writing gradually moves to the

"Reader-based" prose. Therefore, "reader-based prose" is the mature
writing in which the writer takes the audience into consideration.

Moffett (1965) offers another consideration of distance. One of his
dimensions of distance is the “I-You" relationship which represents the
distance from the writer to the audience. The second type of dimension is
the "I-It" relationship that indicates the distance from the writer to the
subject. According to Moffett (1965) increasing distance from the writer
along the “I-You" continuum or along the "I-It" continuum is equivalent to
the increasing level of abstraction in the writing that is produced. For
instance,; a journal entry involving a personal experience would be easier to
attempt than a political article to be published in a newspaper. The reason
being that in a journal entry the audience would be the writer and the topic
would be very close, but in the newspaper article the audience and the topic
become further removed from the writer, thus the task needs more skill and
sophistication.

Flower and Hayes's (1981) model of the writing processes includes
three major elements: the task environment, everything outside the writer,
the writer's long term memory, the shared knowledge of the topic, the writing

plans, and audience; and the writing processes that include planning,
translating, and reviewing, that are properly controlled and monitored by the

writer provided he has the purpose and the motive to do so.
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2.6 Conclusion
Writing as it has been defined in the present chapter is a complete
activity. It involves the specific kind of knowledge that a writer possesses
and is able to discover in constructing meanings and expressing them. itis a
problem-solving activity, where one needs to create an internal
representation of the problem and to form strategies in order to reach his
goals. Writers need to select and use language devices to assist the reader
to comprehend the written piece of work; their choices include the selection
of communicative setting such as dialects, registers, and discourse types or
genres; or language choices such aé referring devices, conversation
implicatures, devices to signal topical organisation and purpose, and
explicitness. The proper manipulation of such devices will ultimately lead to
a much fuller understanding on the part of the reader regarding the
organisational principles which determine the structure of well-formed
sentences and well-formed discourse.
The results of this study will later reveal that when writers fail to take
into account such holistic issues, then their attempts in writing an overall
coherent text would not reveal encouraging results. The written performance

would certainly show various signs of defects in the writing process.
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3.1. Cohesion: the basic concept

Cohesion is a linguistic connecting process within a text. It is the
process whereby an element in the discourse whether spoken or written
depends on another to clarify the intended meaning. Language reveals
three levels of coding, the semantic level (meaning), the lexicogrammatical
level (form) and the phonological and orthographic level (expression). In the
cohesive process elements that are structurally unrelated to one another are
linked together, through the dependence of one element on the other for its
interpretation.

Cohesion is one of the components of the writing process which is
closely associated with thg coherence of a text. It refers to the links which
provide theéecessary connection and transition in a given text.) Cohesion
also indicates the potential that the speaker or writer has at his disposal for
enabling further comprehension of the text. Itis a process that mainly refers
to the semantic units :whiéh form ties in any givenﬁtext.@ose ties, in turn,
form intra- or intersentential links which join ideas or proposition@ Cohesive
ties may also form cohesive 'chains or networks which link units of discourse.
‘These cohesive chains may indicate the relationship between coherence and
cohesion more accurately than the study of cohesive ties alone (Hasan,
1984a). Therefore, cohesion refers more specifically to the relations of
meaning that exist within a text. In this regard, if one examines all the
metaphors used to describé the cohesive system such as 'chain', 'distance’,
'tie', 'coherer’ etc.; all would imply that connectedness and interrelatedness is
at the core of the semantic meaning and that complex meaning is not
developed in a single word or phrase but through longer semantic structures

that cross or intertwine with others. To illustrate, consider the following

sentence;

a. Laila promised to send me the money, but she hasn't done.

! n .
i;d
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Both the noun "Laila" and the pronoun "She" are dependent on each other.
It would be hard to comprehend and interpret the precise meaning of the
discourse unless one is capable of forming a cohesive relation between the
referent and its appropriate item in the form of the pronoun She. Bearing
this definition in mind, then it is possible to say that cohesion is a general
text-forming relation.

Cohesion is viewed as part of the lahguage system, rather than
arising from outside the text. It is a non-structural process, where the
cohesive ties can occur within and between sentences, and these ties can
indeed operate over quite long distances.  -Halliday -and Hasan (1976)
documented in detail the various cohesive devices of reference (e.g. by
personal - pronouns, demonstratives, comparatives, etc.), substitution
(nominal, verbal or causal), ellipsis (substitution by zero), conjunction and
lexical cohesion. Such devices become cohesive if the source of their
interpretation is located within the text, in this case what is known as a
cohesive tie is established; it is in fact the establishment of such a tie that
creates the cohesion. In this respect, the term, "tie" itself implies a relation:
one cannot-have a tie without two members, and the members cannot
appear in a tie unless there is a relation between them. Therefore, the two
members of any tie are tied together through some meaning relation, and

this forms the basis for cohesion between the messages of a text. -

3.2 - Means of Cohesion

There are various means through which one can achieve an internal
connectedness within a given text. - In this regard, one needs to view
cohesion from a wider perspective. It is proper to say that the overall
intended meaning in a given discourse can be better retrieved if one can
form the required relationships between the different cohesive devices either

In short or long distances amongst the various sentences in the said
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discourse. However, there are also other means other than the use of

cohesive devices that support the internal connectedness of a given text in
order to present it in the form of a complete package serving the purpose of
better comprehension. In the following sections | will be discussing some of

these means that are necessary for the cohesive process.

3.2.1. Cohesive Devices

Halliday and Hasan (1976) in their attempt to study cohesion as a
connecting process within a given text offered a list of cohesive devices.
These are the devices that are used in the writing process in order to create
the essential links and the necessary cohesive ties in a given text. These
devices appear in the form of cohesive ties between sentences that stand
out more clearly in a discourse because they are the only source of texture
(the ability of a text to function as a unity with respect to its environment),
whereas within the sentence there are the structural relations as well.

Halliday and Hasan (1976) classify cohesion into the following cohesive ties.

3.2.1.1. Reference Ties

In every language there are certain items that possess the property of
reference. In this process the information retrieved is the referential
meaning, that is to say, the identity of the particular thing or class of things
that is/are being referred to; and the cohesion lies in the continuity of
reference, where the same thing enters into a discourse for a second time.
In other words, a reference tie exhibits a semantic relation, in which meaning
is specified through identification of a referent; the source of identification in
this case is the situation, this would make the relation of reference basically
an exophoric one. Or one would say that the meaning of reference indicates

what is known as co-interpretation, which means that there is a semantic
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link between the reference item and that which it presupposes. Reference is
sub-classified into the following reference ties:
a) Definite reference, which include Personal Pronouns: He, Him,
She, Her, Hers, It, Its, They, Their.
b) The definite article THE
c) - Deictics, these include This, That, These, Those, Here, There,
Then.
d) Comparatives: Same, Identical, Similar(ly), Such, Other,

Different, Else, More, Less, As Many, Ordinal numbers.

3.2.1.2. Substitution
In the simplest definition substitution is taken to be the replacement of

one item by another in a given text. Therefore, substitution is a device for

abbreviating and for avoiding repetition. In this second respect it is similar to
the use of lexical equivalents that are not identical repetition. Across

sentences, substitution seems to ‘be optional, and for stylistic reasons.
Within sentences, it is sometimes obligatory. The cohesive ties that
generally assist in the substitutive process are pro-forms such as One-
Ones— Do- So. The following sentence would illustrate the function of the

tie further.
a. = "Did you buy the red apples?"
b. "No, | bought the green ones instead."

The word "ones" in sentence b substitutes for the word "apples"” in sentence

3.2.1.3. Ellipsis
This is the process in which omission or deletion of an element whose

meaning is "understood" because it is recoverable from the context. It is

purely a surface phenomenon. In other words, it is the absence of some
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required stretch of language that has to be supplied by the listener or reader
to make sense of the sentence encountered. It functions as a type of short-
term repetition and is only countenanced in our discourse analysis as a
means of creating repetition in those cases where a sentence is

grammatically incomplete unless something is supplied from earlier in the
text. There are different types of ellipsis, some of these are listed below:
a. The elliptic genitive
His mind is like Newton's (mind)
b. In cofnparative constructions
Ahmed likes cinema more than Fatima (likes the cinema).
C. Across sentences
aa. "Did you talk to Ali about it?"
bb. "No, (| spoke) to Farida (about it)"
It is worth mentioning that some types of ellipsis are not dependent on the
adjacent linguistic context for their interpretation. They may, however, be
dependent on the situational context. ** For example,” Told You can be

expanded in any way to | told You So or to We told You So.

f-

3.2.1.4. Formal Repetition

This is the repeated use of an expression (a morpheme, a lexical
item, a proper name, a phrase .... etc) in a given text. Formal repetition can
be sub-classified into:

a. Repetition of the same or closely related word, including
inflections and derivations, not necessarily with the same
meaning or referent.

b. - Repetition of synonyms such as King and Ruler, and hyponyms
where semantically related words are expected to be found

together and interpreted in terms of each other, such as (tree)

and (leaf)
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C. A word of a more general, higher category that includes the

original items as a subset of it.

d. General nouns usually accompanied by the reference item

THE or a demonstrative.

3.2.1.5. Collocation

Collocation indicates the relationship that a lexical item has with some
other lexical items in a given text. It is the process whereby words appear in
recurring combinations in a written composition; such a relationship does not

necessary take place between adjacent words - it might be spread through

the whole text. The lexical relationship created by such words is
subconsciously recognised by the reader. Furthermore, collocative relations
contribute in the creation and organisation of the text, because each time the
reader faces a word in context, that particular context gets either reinforced,
modified, or in turn assists in the creation of further collocation(s) for him.

There would also be individual variations in the types and strengthsof
collocation each reader recognises depending on the text he is dealing with.
The following example would further assist to clarify the above definition:

a. Beautiful weather

. handsome weather.
In the first example the adjective 'beautiful' collocates with the' houn
'weather', whereas in the second example 'handsome' does not collocate
with the noun following. There are other links of collocation that one can
indicate in a given text, nevertheless, on all occasions they take the form of
repeated lexical items. Therefore, in the present study | have decided to

consider the collocative links in the category of lexical repetition.



3.2.1.6 Linkage
Linkage in the cohesive process is mainly represented by the role
played by the co-ordinating conjunctions. The conjunctive process is based
on the assumption that there are in the linguistic system forms that show
systematic relationships between sentences. The logical relations that are
revealed by the conjunctive process are therefore embodied in the linguistic
structure in the text in the form of co-ordination, apposition, modification ...
etc. Conjunctions as cohesive markers can be sub-classified: into the
following categories:
- a) Adding Conjunctions: And — Also - Nor - Else - And Not -
- And Also - Furthermore — Added to that — Alternatively — By
the way - Incidentally - That is — In other words - Thus -
Likewise - In the same way - On the other hand.

b) Contrasting Conjunctions: Yet - Though - Only - But -
However - Even So - All the same - In fact - Actually - And
however — Conversely - Instead - On the contrary — At least -
In any case - Or rather — Anyhow.

c) Cause Conjunctions: So - Then - Therefore — Consequently -
On account of this - In consequence — With this in mind - For
-~ Because - It follows - Arising out of this - To this end - in
that case — In such an event - Under the circumstances -
Otherwise - In this respect - Apart from this.

d) Time and Summation Conjunctions: Then — Next — Before that

- Hitherto - In the end - First ~ Finally-~ At once - Soon -

-Meanwhile - Until then - At this moment - In conclusion -~
From now on - To resume.

e) Continuing Conjunctions: Now - of course - Well - Anyway —

Surely - After all.
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3.2.2. Grammatical means in support of the cohesive process

In the above section | have discussed the means whereby cohesion
within a given text is achieved by the use of specific words or phrases.
However, | have also mentioned that there are other means that one needs
to take into account in order to present an overall cohesive text. Lexical
cohesion requires the support of grammatical cohesion. In any typical text,
grammatical and lexical cohesion move hand in hand, the one supporting the
other. In this case, grammar becomes a crucial language component that
needs to be considered whenever cohesion is discussed. The set of
cohesive relations is usually incorporated within a sentence structure, and
these relations are subjected to certain restrictions because the grammatical
conditions of "being a sentence" ensure that all parts go together to form a
text (Halliday & Hasan, 1976). Therefore, one would conclude that cohesion
is expressed partly through grammar and partly through vocabulary. But we
need to observe that when we talk of cohesion as being "grammatical or
lexical", we do not imply that it is a purely formal relation, in which meaning is
not involved. The cohesive relations may be found within a sentence as well
as between sentences. Hence, cohesion in turn can lie in the relation that is -
set up between two words, and as for the rest of the grammatical units-
sentences, clauses, groups - these are internally "cohesive" simply because
they are represented as structured patterns. In other words, parts of a
sentence or clause are said to 'cohere' with each other, by virtue of the
structure. There is also a sense in saying that the sentence is a significant
unit for the cohesive process because it is the highest unit of grammatical
structure: it tends to determine the way in which cohesion is expressed.
3.2.3. Tense and Aspect as means in support of the cohesive process

Cohesion is also supported by Tense and Aspect (Beaugrande &

Dressler, 1981:69). There are usually means to distinguish: (a) past,
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present, and future times; (b) continuity vs. single points; (c) antecedent vs.
subsequent; (d) finished vs. unfinished. In addition to this, there are a limited
number of possible structures, such as types of modification or
subordination, transitivity or model structures and the like, which state the
relation among the parts can be specified within a sentence, or any similar
unit. But we cannot in the same way list a set of possible structures for a
text. Instead we have to show how sentences, which are structurally
independent of one another, may be linked together through particular
features of their interpretation. It is worth noting that some of these
distinctions arise mainly from the perspective of the text users at that
moment, and others from the organisation of the text world's situations or
events among themselves, for instance, when the verb systems do not make
the necessary distinctions explicit, modifiers or conjunctions must be used

instead.

3.3. The Context of Situation - -

Elsewhere it has been indicated that cohesion is mainly identified as a
means of signalling semantic relations; such semantic relations need to be
considered within the framework of what is called the 'context of situation' in
which a text is embedded; and which refers to all those extra-linguistic
factors which influence the text in one way or another. It was Malinowski
(1923) who first formulated the concept, and later Hymes (1967) categorised
the speech situation in terms of eight components, and these are: form and
content of text, setting, participants, ends (intent and effect), key, medium,
genre and interactional norms. Halliday, Mcintosh and Strevens (1964) in
their turn proposed the three components of Field-Mode-Tenor, where each
of these indicate a certain aspect of the text: (a) Field — the total event, in
which the text functions, together with the purposive activity of the speaker or

writer; thus it includes the subject-matter as one element in it; (b) Mode -
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the function of the text in the event, including both the channel taken by the
language, either spoken or written, and its genre, as narrative didactic,
persuasive; (c) Tenor- refers to the type of role interaction, the set of
relevant social relations, permanent and temporary, among the participants

involved.

Taking the context of situation into account, one can then go further to
establish the semantic relations in a given text. In this regard, one would say
that there is one specific kind of meaning relation that is critical for the
creation of texture, where one element is interpreted by reference to another;
whenever the interpretation of any item in the discourse requires making
reference to some other item In the discourse, we can say that there is a

-

cohesion.

3.4. Theories of Cohesion
3.4.1. Halliday and Hasan's 1976 Cohesive Theory

| have earlier pointed out that Halliday and Hasan's (1976) theory of
cohesion depends on the view that a text is created by cohesive
relationships within and between sentences.: One can obtain such
relationships with the help of the various cohesive ties in the said text. If a
writer is capable to use all the available cohesive ties properly, this will
certainly enable the reader to retrieve the intended meaning of the
composed text.

" |f one examines Halliday's Systemic Functional Grammar, it will be
observed that semantics (meaning) is the basis of the grammar. On the one
hand, functional grammar does not deny that certain principles of syntax do
apply, and on the hand, it seeks to consider and identify the role of various
linguistic items in any text in terms of their function in building meaning.
Halliday's functional grammar examines both written and spoken modes of

the language in use, and aims to explain the differences between the two
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and the importance of both. Finally, this type of grammar allows useful
movements across the text, addressing the manner in which linguistic
patternings are built for the construction of the text as a whole in its particular
'genre’; and in response to the context of the situation which gave rise to it..

In this regard, | have earlier mentioned that the concept of cohesion
can be systematised by classifying it into a small number of categories, such
as (a) reference, including antecedent-anaphor relations, the definite article
THE, and demonstrative pronouns; (b) substitution, including words such as
one, do, so, so, etc., and several kinds of ellipsis; (¢) conjunctions involving
words like And, But, Yet, etc.; (d) lexical cohesion, which has to do with
repeated occurrences of the same or related item. These are the set of
linguistic resources that every language has (as part of its textual
metafunction) for linking one part of a text to another, that is to say, to enable

one part of the text to function as the context for another. Each of these

categories is represented in the text by certain features such as repetition,
omission, occurrences of certain words and constructions, which exhibit in
common the property of signalling that the interpretation of the passage in
question depends on something else, and the condition is if that 'something
else' is verbally explicit, then one can say that cohesion exists. The cohesive
ties that have just been indicated can still further be classified in-terms of
their  relations into (a) Exophoric relations and that happens when the
relationship cohesively lies out of the text. Although exophoric relations do
not have a direct link with the overall structure and the internal cohesiveness
in a'given text, nevertheless, they are part of the connecting procedures for
both the writer and the reader, because both of them need to recall their
general ‘knowledge and experience in- order to provide the global
connectedness in addition to the internal cohesive world within a given text.
(b) Endophoric relations where in this case the relation occurs cohesively

within the text.  The endophoric relation is once again sub-classified into
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(bb) Anaphoric relation which looks back for a cohesive interpretation, and

(bc) Cataphoric relation which in turn looks forward for cohesive relation.
Halliday and Hasan in their 1976 work Cohesion in English provided
a taxonomy that one can apply to distinguish the strength and weaknesses
of a written performance. The system upon which such taxonomy operates
is simply by counting the cohesive ties according to their categories. In
accordance with such counting, it would then be possible to say which
written text is better connected and offers better texture than the other. In
turn the text revealing better connecting procedures would convey the
intended meaning and would be read and comprehended better than the text

implementing weak connecting ties.

3.4.2. Hasan's Modification of the Cohesive Theory

Hasan suggested further modification to the cohesive theory (Hasan,
1984 a/b), leading to considerable refinement of the concepts of register
consistency and cohesion as halimarks of well-formed text. In her revised
categories of cohesive devices the relation of coreference holds between
linguistic items which refer to the same entity, and is thus normally realised
by the cohesive device of reference (pronominal, demonstrative, etc).

although lexical equivalence may also serve this function. The relation of
co-classification holds between two entities or events which, though not

identical, are members of the same class, as is the case in (My father likes
rice. My mother does too, where the 'rice-likings' are not identical but
related in terms of class membership), and is most usually realised through
the closely-related devices of substitution and ellipsis, but sometimes also
by lexical repetition. The third and the final relation indicated by Hasan is
that of co-extension, where two linguistic items in a text belong to the same
semantic field, but not to the same class (as in My brother likes apples My

sister prefers oranges; where the pairs brother/sister, likes/prefers and
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apples/oranges are linked semantically, but do not relate to individual
instances of the same class of entities or events). Co-extension is realised
lexically as is obvious in the examples given earlier. Hasan distinguishes
between general lexical relations, which exist between items independently
of the particular text in which they occur, and instantial relations, which arise
because of the local demands of a certain text. For instance, in a particular
story about one's teacher, the expression ‘My teacher’ and ‘John' might be
used coreferentially, but this relation depends on knowledge, derived from
the text or extra-linguistic situation shared by the speaker/writer- or
hearer/reader, that my teacher's name is John.

As part of her attempt to modify the theory of cohesion, and within the
class of general lexical devices, Hasan (1984 a/b) enumerates the sense
relations of synonymy, antonym, hyponymy, meronymy (the term meronymy
refers to a part-whole relation as in the case of tree, limb, and root), and the
final sense relation is that of repetition within the instantial class. She also
recognises equivalence, naming and semblance (relations set up by such
devices as similes within the text).

‘One added feature of Hasan's modification in the theory is that of
Cohesive Harmony (Hasan, 1984a). The idea of cohesive harmony is based
on the recognition of cohesive chains of lexico-referential kinds. She
believes that what makes a text coherent is not merely the presence of such
chains, but their interaction with one another. She argues that cohesive
devices are the realisation of semantic groups, and discusses the cohesive
chains in terms of the underlying semantic relations of co-reference, co-
classification and co-extension. - Coreferentiality chains are therefore sub-
categorised into two types: Identity Chains and Similarity Chains.” The
relation between the members of an identity chain is that of co-reference,
where every member of the chain refers to the same thing, event, or

whatever. This particular identity chain is text-exhaustive, i.e. it runs from
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the beginning till the end of the text, while members of the similarity chain
are related to each other either by co-classification or co-extension. Each
such chain is made up of items that refer to non-identical members of the
same class of things, events, etc. For example, a similarity chain would
occur with members like Went-Walk-Got (i.e. reached); the relationship
between these items is not identity of reference but that of similarity, where
the referents lie within the same general field of meaning. The items in a
text that form part of one or more chains are termed Relevant Tokens (RT);
while items which do not participate in chains are called Peripheral Tokens
(PT). Those relevant tokens which are involved in chain interaction are said
to be Central, and those that do not take any part in the interaction are
termed Non-Central, and chains which interact with a large number of other
chains are said to be Focal (Hasan, 1984a).-

Furthermore, and in her attempt to revise and modify the cohesive
theory Hasan (Halliday & Hasan, 1985) has been concerned with the idea

that a well-formed text need not only be cohesive, but also consistent in
register, showing functional adaptation to the situation in which it is produced
and understood. In this respect, Hasan introduced the term 'contextual
configuration' (CC), this concept indicates the complex of values for field,
tenor and mode characterising a particular situation type. Using the
contextual configuration available in a given discourse Hasan then predicts
aspects of the macrostructure of the said discourse or text, in terms of
possibilities for occurrence, sequencing and iteration of obligatory and
optional structural elements. She calls the macrostructure Generic
Structure Potential. Hence, the GSP is an abstract schema, specifying
which elements must occur in texts with a particular CC, which elements can

but need not occur, what sequences of elements are permitted, and which

elements may be repeated.
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The difference between Halliday and Hasan's (1976) taxonomy and
Hasan's (1984 a/b) taxonomy lies in the counting procedure of the cohesive
items. In Halliday and Hasan (1976) counting for cohesion within a text is
carried out for each cohesive tie, whereas in Hasan (1984 a/b) counting is
carried out in terms of the cohesive chains and tokens. Therefore, to
conduct a comparison in the writing quality of a humber of whole texts, it
might be useful to use Hasan's modified version of the taxonomy but in my

present study | will not be using it.

3.4.3. Choosing a Taxonomy for analytical purposes

In view of what has been discussed in 3.4.1. and 3.4.2. it would not be
easy for one to choose between Halliday and Hasan's (1976) approach for
analysing a text, and their modified and revised versions (Halliday & Hasan,
1985; Hasan, 1984 a/b). It would be proper to say that Hasan's (1984 a/b)
modification of the cohesive relations is more varied and diversified than the
1976 version of the taxonomy. Nevertheless, | decided to implement the
1976 taxonomy for my analysis of the various examples in chapter seven.
The decision has emerged for the following reasons:

First of all, | feel that counting the cohesive density within a given text
in the form of the various cohesive ties and chains is not a guarantee of a
coherent text, and therefore it would not serve my purpose in the current
study, since my aim in this research lies in investigating the kinds of
problems that non-native writers of this background might face in their
attempt to write a cohesive text. Secondly, my analysis in chapter seven
depends on examples that on most occasions do not extend beyond the six
sentences. All these examples were extracted from full authentic written
versions attempted by the subjects in their free open-ended writing tasks.

Therefore, | found Halliday and Hasan's 1976 version of the taxonomy more
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suitable to apply to short examples than Hasan's 1984/85 modification of the

cohesive relations.

3.5. ° Research Findings in Favour of and Against the Cohesive
Theory
3.5.1. Introduction
Cohesion is an area of study which has initiated much research that in
turn resulted in much disagreement among theories in the field of linguistics
some of which | will discuss below. -But beyond any doubt the work of
Halliday and Hasan especially Cohesion in English (1976), remains widely
acknowledged and the most comprehensive contribution to our knowledge of
cohesion in English texts. The book is a detailed exploration of the view of
how a -text .is created by cohesive relationships within and between
sentences - this is to say, by the use of cohesive devices that are available
in the language; it has been the most influential reference for text analysis

techniques in applied linguistics ever produced.. . - -

3.5.2. Cohesion as a process necessary for texf coherence
Cohesion as theory has attracted a number of research projects that
were mainly based upon the idea of trying to find a relationship between
cohesion as an internal world (local connectedness) of a given text and text
coherence.- It would be possible to classify the findings of these experiments
into three different categories. * In the following sections | will attempt to
investigate and elaborate on these views. The discussion will reveal that
cohesion as a linguistic theory has always stood in the midst of different
claims either in favour or against it. We begin our discussion with findings in
favour of the cohesive theory. S o
--Using Halliday -and Hasan's taxonomy, Irwin (1986) examined

coherence factors in children's textbooks. The purpose of the study was to
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examine the varying types and levels of coherence and cohesion in the
language of eight social studies textbooks ranging from the first grade to the
high school level. In this regard, Irwin defined coherence as "the

psychologically significant semantic links that tie individual sentences to
adjacent sentences. This is to be distinguished from global unity achieved
through a larger organisational pattern” (Irwin, 1986:2).

Irwin examined three 500 word passages from each text in terms of
instances in which a main clause did not share an argument with the
preceding main clause in terms of cohesion analysis as represented by
Halliday and Hasan (1976), and In terms ‘of the explicit ‘and implicit
connective propositions described by Kintsch (1974).' Irwin found that lower-
level textbooks were more coherent than upper-level textbooks in terms of
the frequency of shared arguments across sentences. She also found that
in terms of total numbers of cohesive ties, connective concepts, and implicit
connectives, no statistically significant differences were found across the
selected grade levels. Interestingly, Irwin hypothesised that the lower level
textbooks which are replete with cohesive ties, although not statistically
significantly so, may have been more difficult for students to comprehend
than would have been the case had there been fewer ties. Irwin suggested
that the sheer density of the cohesive ties may have interfered with

comprehension. Thus, lIrwin did not necessarily-equate a large number of

cohesive ties with a high level of coherence comprehensibility.

Cherry and Cooper (1980) studied ties and discourse structure in
average and superior texts written by students at grades 4, 8, 12 and
college. They found that as words per T-unit (cohesive token) increased
over the grade levels, so did cohesive ties per T-unit. This trend held true
for both average and superior writers. For both groups, reference and lexical
ties steadily increased over the grade levels; however, the increase in lexical

ties far exceeded the increase in reference ties in both groups.- An
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interesting finding regarding lexical ties was that its highest category was
"Same ltem, ldentical”, with the highest incidence in that category being in
the writing of superior students at grade 12. The highest peak in any lexical
category was in collocation at the college level among superior texts.
Substitution and ellipsis were rare with their occurrences fluctuating over the
grade levels. Conjunctions showed an overall decrease in use from grade 4
to grade 15. Cherry and Cooper's study indicated that the use of different
kinds of cohesive ties is in fact developmental in nature and that it changes
with the maturity of the writer.

Neuner (1987) compared cohesive ties and chains (Halliday and
Hasan, 1976) in good and poor essays of 40 college freshmen. The essays
were randomly selected from 600 essays written by entering freshmen.
Neuner found no difference in the frequency of the 18 kinds of ties among
the two groups of essays. However, he did find that there are significant
differences in distances of cohesive chainé. variety of word types, ‘and
maturity of word choices among the good and poor essays. Neuner
segmented each essay into T-units (Hunt, 1977). Then he computed the
number and the percentage of each of the 18 types of cohesive ties in each
essay. A strict interpretation of the cohesive units was employed at all times.
Neuner also identified and counted cohesive chains in each essay. He

further analysed the cohesive chains to determine the length of each chain

and the variety of vocabulary used in each chain. A length of chain- also
called distance - average and a variety of vocabulary average were
computed for each essay. Length of chain is determined by counting the
intervening T-units (cohesive tokens) between the first and the last units in
each chain. Variety of vocabulary was determined by counting the total
number of words in a chain, counting the number of different words in the
chain, and then computing a percentage of different words. Finally, Neuner

computed a maturity of word choice score for the words in cohesive chains.



o7
This was done by using Standard Frequency Index. The SFl measures
maturity - of word choice by ‘assigning values to words based on their
frequency- in American school books, magazines, and other common
courses at the university level.

Neuner found that percentages of types of cohesive ties did not
appear to distinguish good from poor essays, and average number of words
per tie did not vary between the two groups. However, the length  of
cohesive chains did seem to distinguish good essays from poor ones with
the chains in the good essays being longer and involving greater proportions
of the text. Better essays also had a larger number of minor chains.
Neuner's study revealed that better writers use a larger variety of words in
cohesive chains and words which are considered more mature according to
the SFl index.

Several researchers have investigated the relationship between the
number of cohesive ties in a written composition and other features without
employing specifically Halliday and Hasan's (1976) system. - Their findings
conform to the idea of consistency of cohesion. One such study by Stotsky
(1981) examined growth in essay writing.- The subjects were 20 tenth grade
students who were instructed to choose and defend a-position on whether
the granting of high school diploma should be contingent on a student's
tested competence in all the basic skills. Essays written by the. students
were holistically evaluated (see chapter 5 for further discussion of "holistic
evaluation") and then the 12 papers judged lowest and 8 judged highest
were analysed for the types and numbers of lexical cohesive ties used and
the nature of the grammatical subject , or focus, of each clause.

‘Stotsky found that more pronoun subjects (81%) were used in low-
rated essays than in high-rated essays (78%). Across-sentence lexical ties
among low-rated essays totalled 49 and within sentence ties totalled 25,

while across-sentence lexical ties in high-rated essays totalled 127 and
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within sentence ties totaled 52. The number of different words entering in
lexical ties in low-rated essays was found to be 321 while in high-rated
essays the number was 502. The results indicated that an increase in
vocabulary indicates growth in writing; however, the ways in which these .
words are used may be just as important an indicator of growth as the size of
the vocabulary.

Another study which concerned cohesion and coherence in children's
writing was conducted by Fitzgerald and Spiegel (1986). Their subjects
were 27 third graders and 22 sixth graders. The subjects wrote two stories
each for which they were given stems and were guided in a planning period.
Thirty minutes was allotted for the planning and writing. Students who did
not finish in that period of time were allowed to finish their writing the next
day.

Fitzgerald and Spiegel (1986) scored each story for 13 cohesion
variables, using Halliday and Hasan's (1976) taxonomy; coherence, using a
modification of Bamberg's (1984) rubric; and quality, using a holistic rating.
T-units (Hunt, 1977) were used rather than sentences for determining
distance of cohesive ties. The analysis of variance and analysis of
covariance procedures showed some evidence of a significant relationship
between coherence and cohesion in children's writing. Writing of greater
coherence contained shorter distances between ties and their referents,

although the relationships varied according to text content. Generally,
cohesion and coherence did not vary with quality of writing, nor did the

relationship between cohesion and coherence vary according to grade level.

The researchers also found an overall decline in use of cohesive ties —-
except lexical ties -~ and in distance between ties from third to sixth grade

level. Coherence and quality, on the other hand, increased from third to

sixth grade.
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3.5.3 Cohesion as a by-product of text coherence

There are linguists who chose a middle stand between the first view
which | have just discussed and the opposing view which | will discuss in
section 3.5.4. o T

McCulley (1985) investigated the relationships among features of
textual cohesion, primary-trait- assessments - of * writing ‘quality, and
coherence for persuasive essay. The researcher studied a random sample
of 493 persuasive essays written by 17-year-olds during the 1978-79
National Assessment of Educational Progress writing evaluation.”  McCulley
found that 15% of the variance in writing quality could be accounted for by
textical coheéion, ‘and 41% of the variance in writing quality could be
accounted for by coherence. However, McCulley also found that 53% of the
variance in textual cohesion could be accounted for by coherence. The
conclusive result for McCulley has been that textual cohesion is a sub-
element of coherence. -

Witte and Faigley (1981) were nearly identical with McCulley's
findings. - They examined five good and five poor college freshman essays.
They found that about two-thirds of the ties in the essays were lexical.
Moreover, the better essays had greater density of lexical ties than the
poorer essays. In other words, low-rated college essays when compared
with high-rated ones, the [atter ones were denser in specifically <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>