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UNIVERSITY OF SOUTHAMPTON

ABSTRACT
FACULTY OF HUMANITIES
DOCTOR OF PHILOSOPHY

AN INVESTIGATION OF TAIWANESE NOVICE EFL WRITERS’
EXPERIENCES OF THE CONSTRUCTION OF INTERCULTURAL
GENRE WRITING

By Chia-Hsiung Chuang

Based on a framework of linking intercultural rhetoric research to genre theories, the
present study investigated Taiwanese EFL novice students’ construction of generic
structures and rhetorical features in writing in L1 (Chinese) and L2 (English).
Quantitative and qualitative research methods were combined in the present study,
including textual analysis of students’ genre writing, a student questionnaire and
interviews with students. The textual analysis focused on the construction of genre-
rhetoric conventions in intercultural letters of job application and argumentative writing,
respectively. The student questionnaire explored writers’ reported writing instructional
experiences in L1 and L2. The results of interviews suggested that writers’ decisions on
the genre-rhetoric construction were affected by a wider range of small culture factors,
for example, familiarity with writing topics, L2 language proficiency, transferability of
writing experiences, and contextual factors, together with writers’ large cultural
influence. The overall findings suggest that the way writers approach genre writing is
significantly influenced and shaped by the context of situation. More importantly,
writers’ agency has to be highlighted as it triggers and mediates social processes of
multidimensional negotiation between text, writer and context in L2 writing. It is
therefore suggested that context of situation where writing is produced and writers’
agency are two influential factors for shaping Taiwanese novice EFL students’

intercultural genre writing.
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Chapter 1 Introduction

This chapter presents the research background, objectives of the study and research
questions and the structure of the thesis. Firstly, the research background includes the
general description of English language teaching in Taiwanese pedagogical contexts,
introduces the importance of writing skills in the General English Proficiency Test and
identifies the difficulties Taiwanese university-level students encounter when learning
how to deal with academic writing in tertiary education. Next, it talks about the
objectives of research targeted by the present study and how they can be achieved by
answering the research questions. Finally, it introduces the organisation of the chapters
of the thesis.

1.1 Research Background

1.1.1 English Language Teaching in Taiwan

The Taiwanese Government recognises the importance of English language instruction
at all levels and English is a required subject at the elementary (Years 5-6), secondary
(YYears 7-12) and tertiary (freshmen) levels. The Nine-year Joint Curricula Plan for
Elementary and Junior High Schools known as the new English language teaching
curriculum explicitly outlines the goals for learning English as (1) to help students
develop basic communication skills in English; (2) to cultivate students’ interests in and
develop in them a better method of learning English; (3) to promote students’
understanding of local and foreign cultures and customs (TESEC, 2008). Students are
expected to acquire fundamental English proficiency for “communication” as well as to
develop their awareness of cultural differences. In order to achieve these goals, it is
pointed out that “teachers should provide a variety of opportunities to have students
work together as well as communicate with peers or adults, both orally and in writing,
confidently and without fear” (Su, 2006, p. 267). At tertiary level, students are offered a
wider range of English courses with aims of either pursuing higher education or seeking
decent jobs after graduation. Chern (2002) succinctly offered an overview of English

courses offered in universities in Taiwan in Table 1 below.
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Table 1 An Overview of English Courses in Universities in Taiwan

First year
Course options General English: integrated skills
Skill-based Conversation, Listening, Reading, Writing, etc.

Second Year and Beyond

Content-based: Journalistic English, Business English,
Course options English of Curriculum Events, English for Science and
Technology, News Reading, etc.

Oral-report Skills, Advanced Conversation, Practical English
Skill-based Composition, Listening Comprehension for Academic
Lectures, etc.

Total Required Credits 4-14 (with 6 being the norm)

As shown in Table 1, freshmen are expected to develop their knowledge of general
English which assists them to acquire the knowledge of discipline-specific English
when progressing to higher levels. However, there is a gap between pedagogical policy
and pedagogical practice due to the influence of examination-oriented education. As
pointed out by Pang (2009), “this is especially true in Taiwan, where tests are a major
determinant of course designs and classroom practices” (p. 94). For instance, students
are required to pass BCET (Basic Competency English Proficiency Test) for entering
junior high schools and JCEE (Joint College Entrance Examination) is administered as
an entrance examination for universities. As “an increasing number of universities and
colleges have set English requirements for graduation” (Pang, 2009, p. 94) there is
considerable pressure on students to improve their English proficiency.

A wider range of English proficiency tests are optional for university-level students as a
graduation threshold, like the Test of English for International Communication (TOEIC),
the Test of English as a Foreign Language (TOEFL), the International English

Language Testing System (IELTS), the Foreign Language Proficiency Test (FLPT) as
well as the General English Proficiency Test (GEPT). As a result, English pedagogical

practice often aims at helping students to achieve a particular certificate of English
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proficiency (Pang, 2009) rather than enhancing their language skills and content-based
knowledge (Chern, 2002).

1.1.2 Writing in the General English Proficiency Test

Among the available English proficiency tests, GEPT is the one organised and
developed by the Taiwan government, aiming at promoting lifelong English learning.
Since it was launched in 2000, the number of test-takers has been increasing with more
than 4.6 million people so far reported to have taken the test by the Language Training
and Testing Center (LTTC, source: www.lttc.ntu.edu.tw). According to LTTC, GEPT

scores have been not only accepted by a number of universities as a valid graduation
threshold, but also recognised as an important criterion for promoting civil servants as
well as for establishing connections with global institutions (See Table 2 GEPT

Accredited by Universities and Global Institutions).

Table 2 GEPT Accredited by Universities and Global Institutions

Universities in Taiwan

Public Universities: National Central University, National Chengchi University, National
Cheng Kung University, National Chiao Tung University, National Chung Cheng University,
National Chung Hsing University, National Sun Yat-sen University, National Taiwan
University, National Taiwan Normal University, National Tsing Hua University, and National
Yang-Ming University.

Private Universities: Fu Jen Catholic University, Providence University, Tamkang University,
Tunghai University, and Yuan Ze University.

Global Institutions

Johannes Kepler University Linz, Ecole Supérieure d'Electricité, Sciences Po de Paris,
University Montpellier 2, Aachen University, Technische Universitat Berlin, University of
Hamburg, Chinese University of Hong Kong, Waseda University, Kookmin University,
Maastricht University, Umea University, University of Bern, Hertford College of Oxford
University, King's College London, and University of California, Berkeley.

GEPT is implemented at five levels, including elementary, intermediate, high-
intermediate, advanced and superior, with listening and reading in the first category,
writing and speaking in the second category. The administration of GEPT has an
interval of three months because the test-takers are required to pass the first category in
order to qualify to move to the second category. The certificate of GEPT is awarded as

long as the test-taker is able to pass the two stages. Similar to other English proficiency
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tests, which prioritise receptive skills over productive skills, in terms of testing
sequence, GEPT has been criticized for its emphasis on receptive skills in the first
category and the washback effect that has on English language education, resulting in
less attention on the development of productive skills (Pang, 2009). According to Pang,
in order to assist students to be successful in GEPT, the pedagogical goals of English
language education inevitably focus more on the development of receptive skills rather

than productive skills.

Regardless of whether receptive skills are overemphasised in GEPT, it is worth studying
the assessment criteria for writing at different levels in GEPT because they are an
important clue to understanding the pedagogical practice of English writing instruction.

These criteria are summarised in Table 3.

Table 3 Assessment Criteria for Writing at Different Levels in GEPT

(source: www.lIttc.ntu.edu.tw)

Format L
Writing
Level
An examinee who passes this level can write simple sentences and paragraphs,
such as those used in postcards, memos, and greeting cards. He/she can fill out
Elementary

forms and use simple written English to describe or explain topics related to
daily life.

An examinee who passes this level can write simple messages and narratives.
He/she can write about things he/she has learned and use simple English to
write about his/her own experiences or about topics with which he/she is
familiar.

Intermediate

An examinee who passes this level can write general work-related reports and
messages. In addition to topics related to daily life, he/she can write about
current events and more complex or abstract subjects.

High-
Intermediate

An examinee who passes this level can use English appropriately in writing
several text types, such as reports, essays, news items or summaries of
general/professional topics. They can express their opinions on different topics
and discuss them in depth.

Advanced

An examinee who passes this level can write many different types of
documents, including proposals and reports, professional or academic
Superior abstracts, theses, news reports and editorials on current events. He/she can
completely and effectively elaborate on, and carry out in-depth investigations
into all sorts of subjects.
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As shown in Table 3, English writing is seen as a staged and purposeful activity in
Taiwan pedagogical contexts. Novice EFL writers start with building up their
knowledge of sentence and paragraph structures in English. At the intermediate or high
intermediate levels, they are able to write about simple or slightly complex subject
matter in daily life, like narratives or reports. This is associated with the acquisition of
knowledge of a variety of text types. At the advanced level, they are expected to
manipulate a wider range of text types, expressing their opinions or stances on different
topics aptly and confidently. At the final stage, EFL writers are expected to write across

genre or disciplines as effectively as writers who are English-native speakers.

Based on the aforementioned descriptions, the development of EFL students’ English
writing proficiency is stage-oriented, moving from the smallest component of lexico-
grammatical features of texts to the externality (contextual factors) of texts. However, a
serious issue that emerged from Liu’s (2008) study is students’ multi-dimensional
negotiation with academic writing when attempting to apply their knowledge of general

English writing to deal with discipline-specific writing.

1.1.3 Students’ Multidimensional Negotiation with Academic Writing at Tertiary

Education

Implementing a sequenced writing approach to writing courses at a Taiwanese
university, Liu (2008) claimed that consideration of students’ prior literacy experience
and their struggle to meet new expectations in the pursuit of academic success is an
important factor for curriculum design and pedagogical practice. The contradiction
between students’ prior literacy experience and their current experience in academic
writing refers to the distinction between knowledge display and knowledge

transformation or construction (Liu, 2008). Liu pointed out that

“In high school English writing, the topics focused on personal experiences and feelings, again
promoting the expression of the self. In contrast, in academic English writing, the student was
expected to speak about subject matter (not the self most of the time) in a somber, objective tone
and to substantiate his or her arguments with clear logical reasoning and evidence” (p. 93).

This is echoed in Johns’ (2003) perspective that the traditional writing assignment trains

students to argue based on their personal opinions or perspectives. The pedagogical
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goals of general English writing as a means of exhibiting one’s knowledge led
university-level students to misconceptualise academic English writing as a process of
knowledge telling rather than knowledge construction or transformation. According to
Liu, they often apply prior literacy experiences to deal with academic writing, due to a
lack of awareness of generic variation. In addition to the influence of prior literacy
experience on students’ perceptions of academic writing, culture and context also play
important roles in academic English writing (Liu, 2008). Students, while engaging in
academic English writing, are imbued with Chinese culture where the pursuit of social
harmony is claimed to be more important than individual interest. As a result, it is less
likely for students to have a critical perspective on the subject matter. Meanwhile, it is
cautioned that understanding the social process of EFL students’ negotiation with
textual construction is also important. For example, Liu said that “without recognizing
the complicated negotiation process, | would have simply considered Pae-Ling as an
unskilled writer and a lazy student” (p. 98). The social process of negotiation refers to
the student’s negotiation with writing tasks, including linguistic form as well as
contextual factors, like time management and physical needs (Liu, 2008). In order to
clarify students’ negotiation with English academic writing, Liu referred to
Canagarajah’s categories and concluded that issues of the form (linguistic features and
contextual factors), the self (influence of prior literacy experience), the content
(knowledge transformation and construction) and the community (social values) form

the complexity of academic English writing at a Taiwanese university.

Furthermore, EFL students’ tendency to display knowledge in their academic English
writing is also associated with their learning strategies. Lai (2009) investigated types of
language learning strategies used by university freshmen in Taiwan and claimed from
the results that “rote memorizing” is the most prioritised and preferred type of learning
strategy (p. 273). This may be attributed to the test-oriented educational system and the
lack of sufficient opportunities for the use of English in real life in Taiwan (Lai, 2009).
According to Liu’s (2008) and Lai’s (2009) studies, it is implicitly suggested that
novice EFL students have the tendency to transfer their writing experience across
contexts, but this is negatively evaluated due to the lack of sensitivity in the
expectations of rhetorical construction that vary considerably across teachers,

disciplines, classes and institutions.
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1.2 Objectives of the Thesis and Research Questions

The present study investigates how Taiwanese novice EFL students construct generic
structures and rhetorical features in writing in Chinese and English, respectively.
Specifically, it intends to explore a range of factors that could shape writers’ decisions
in the construction of textual form and content in intercultural genre writing. Meanwhile,
it pays close attention to the ways writers interact with the contexts where the text is
produced, highlighting the interrelationship between writers’ agency, writing tasks and
contextual resources. The study of the social processes of multidimensional negotiation
between these elemental components is expected to recognise the value of small
cultures in L2 writing. It may challenge the idea that L2 writers’ failure in L2 writing
can be associated straightforwardly with the negative influence of their L1 cultural
rhetoric, or “big cultures” (Atkinson, 2004). The present study may offer useful

reflexive thinking on current L2 writing pedagogical practices in Taiwan universities.

The present study has been primarily inspired by Liu’s (2008) study where the
researcher paid close attention to L2 students’ efforts for multidimensional negotiation
that normally underlie the superficial level of written discourse. Similarly, it aims at
viewing L2 writing as a social communication where text, writer and context interact
with one another in a very complex way in an EFL context. In order to achieve these
goals, it utilises an integrated theoretical framework of genre theories and intercultural
rhetoric research to understand the influences of multiple factors on novice L2 students’
construction of generic structures and rhetorical features in writing rather than to
evaluate their final products with stereotyping ideas about the cultural structure of

rhetoric.

The research questions in the present study are listed as follows:
Research question 1

How did Taiwanese novice EFL students’ genre-rhetoric construction vary when
composing a letter of job application in Chinese and English?

1.1 What were the genre components employed by Taiwanese novice EFL students
writing a letter of job application in Chinese and English? How did they articulate

their intentions of deploying them?
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1.2 What were the politeness strategies employed by Taiwanese novice EFL students
writing a letter of job application in Chinese and English? How did they elucidate

the communicative purposes of the pragmatic strategies?

1.3 To what extent did Taiwanese novice EFL students’ writing instructional
experiences in Chinese and English influence their genre-rhetoric construction when

writing a letter of job application in Chinese and English?

Research question 2

To what extent did Taiwanese novice EFL students construct genre-rhetoric
conventions in argumentative writing in Chinese and English after gaining three months

of English writing instruction?

2.1 How did the organisation of component moves vary in novice EFL students’
argumentative writing in Chinese and English after they gained three months of
English writing instruction? How did novice EFL students articulate their intentions

of deploying them?

2.2 How did the manifestation of cultural values embedded in linguistic features in
Taiwanese novice EFL students’ argumentative writing vary between Chinese and
English after they gained three months of English writing instruction? How did
Taiwanese novice EFL students interpret their decisions of using linguistic features

characterised by culture-specific values?

2.3 To what extent did Taiwanese novice EFL students’ writing instructional
experiences in Chinese and English influence their genre-rhetoric construction when

composing argumentative writing in Chinese and English?

1.3 The Structure of the Thesis

The thesis consists of 7 chapters. Chapter 1 introduces relevant the background
information, objectives of the present study and research questions. Chapter 2 discusses
an integrated theoretical framework linking intercultural rhetorical research to genre
theories. It is intended to argue that the relationship between text, writer and context is
inseparable. The meaning of language use in genre writing depends on its

communicative purposes in a given social context. More importantly, it is the writers
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who decide how to construct generic structures and rhetorical features based on their
genre knowledge and the influences of context of situation. Chapter 3 includes
information relating to methodological issues, for example, the participants, the research
site, the adoption of quantitative and qualitative data and the process of data analysis.
The use of mixed methods is to highlight the importance of triangulation among
multiple data, including textual analysis, a student questionnaire and interviews with
students. Chapters 4 and 5 primarily present the results of data analyses. Chapter 6
discusses the answers to the research questions, tentatively making suggestions that L1
influence in L2 writing is a purposeful writing behaviour and the development of novice
EFL students’ genre awareness is key to increasing their confidence in dealing with a
wider range of genre writing across social contexts. Chapter 7 is the conclusion, aiming
at offering a summary of the present thesis, presenting the pedagogical implications and

the limitations of the study and making recommendations for future research.
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Chapter 2 Integrated Theoretical Framework of Genre Theory
and Contrastive Rhetoric Research to Understand L2
Students’ Genre-rhetoric Construction in Inter-
Cultural Genre Writing

2.1 An Overview of L2 Writing Research

Second language writing (L2) is understood as a multifaceted activity, entailing a
diversity of complex issues, such as textual features, the writing process, and the
characteristics of the participants as well as the social contexts. A historical
account of theoretical frameworks explored and developed in L2 writing research
is an efficient means of pinning down the research foci of the present study. The
introduction to the theoretical frameworks adopted in the present study is based on
the comprehensive reviews of L2 writing research conducted by Matsuda (2003)
and Polio (2003).

Matsuda (2003) summarised the development of theories of L2 writing in a
situated historical perspective, tracing backward to the modern appearance of the
field of L2 writing in US higher education and presenting the subsequent
developments chronologically. L2 writing received little or no pedagogical
attention until a massive number of English as a second language (ESL) students
came to study in higher education in United States in the late nineteenth century.
In the 1960s, during which the teaching of spoken language was the core of
pedagogical practice, writing instruction was regarded as a subdiscipline of
teaching English as a second language, a remedial approach for ESL students’
success in the required first-year composition courses. Since then, a number of
pedagogical approaches have focused on different perspectives in relation to L2
writing, such as the focus on sentence-level structure, discourse-level structure,
writing process and language use in context. The teaching of sentence-level
structure for ESL emphasised the importance of accuracy although some
pedagogical practice shared a different view, which proposed the concept of
fluency over accuracy. With reference to discourse structure, Kaplan’s (1966)

study was a well-known pioneering work on the claimed differences of rhetorical
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patterns across cultures. Based on textual analysis of university-level students’
compositions who were from multicultural backgrounds, Kaplan identified a
number of logical organisations. Subsequently, L2 writing researchers broadened
their interest in processes of writing and writing contexts. In order to have a better
understanding of the complexity of social, cultural, cognitive and linguistic factors,
Matsuda (2003) pointed out that L2 writing should be viewed as “an
interdisciplinary field” (p. 25), such as writing across disciplines in academic
institutions. An accumulated body of knowledge about L2 writing in different
institutional contexts therefore may provide reflexive thinking and constructive

suggestions for current pedagogical L2 writing instruction.

Unlike Matsuda’s (2003) historical perspective, Polio (2003) labelled the studies
she reviewed according to their research aims, including “writer’s texts,” “writer’s

processes,” “participants in the learning and teaching process,” and “context of L2
writing both inside and outside the classroom” (p. 37). Polio provided a detailed
discussion about methodological approaches adopted by these research domains.
For example, studies of writers’ processes show interest in exploring what a writer
does or how a writer interacts with feedback on written discourse during the
writing process. A range of methodological techniques could have been utilised
for these goals, such as “stimulated recall, interviews, text analysis, observation
and talk aloud protocols” (p. 44). Based on the review of a number of qualitative
studies of writers’ processes, Polio (2003) suggests that qualitative
methodological designs must carefully consider the potential challenges,
including small sample sizes, lack of statistical significance, lacking multiple
sources for triangulation and generalisations to other writing tasks. The discussion
of other domains was carried out in the same manner, and outlines a clearer
picture of what has been investigated in L2 writing research so far and offers

insightful clues to future researchers to find their own paths (Polio, 2003).

The comprehensive reviews of previous studies in L2 writing research conducted
by Matsuda (2003) and Polio (2003) have led the present study to investigate the
interconnection among the text, the writer and the context. These essential

components are not hierarchical, but complementary to each other to explain

11
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writing as a socially communicative act. Canagarajah (2002) argues that writing is
an activity that brings a wide range of factors together, including “text-internal
and text-external factors, discursive and historical forces, linguistic and social
considerations”, which have social context as a foreground (p. 8).

“People do not produce texts at random and without any purpose, but have
specific intentions to communicate and certain goals to achieve”

(Georgakopoulou and Goutsos, 1997, p. 14). In other words, language operates as
a meaning making system, which is connected to its social contextualised use. The
consideration of text and context “as ongoing dialogue processes which mutually
feed into each other in a dynamic and complex relationship” (Georgakopoulou
and Goutsos, 1997, p. 21) is an important concept for the three main schools of
genre studies in Linguistics. Systemic Functional Linguistics (SFL) and English
for Specific Purposes (ESP) put greater emphasis on the features of text, whilst
New Rhetoric (NR) pays attention to the influence of context on the textual form.
Genre theories are powerful approaches for studying the complexity of relations
between text and context, but may consider little about how writers negotiate
similarity and difference in rhetorical expectations of genres. This may be
primarily applied to people whose first language is not English (See e.g., Connor,
1996). The consideration of influences of L2 writers’ sociocultural views on L2
genre writing is essential, as “beyond the context of situation lies the context of
culture, composed of social processes mediated by language” (Figueiredo, 2010, p.
125).

“When writers compose their texts, they draw upon models that have become
normal within their culture” (Hoey, 2001, p. 12). L2 writers therefore are affected
by their knowledge of writing conventions of the same genre in L1 to some extent
when working on genres in the target language. Studying cross-cultural rhetorical
differences is the core of contrastive rhetoric research. The traditional view of
contrastive rhetoric research that different cultures have different preferred
rhetorical patterns (Kaplan, 1966) has a limitation in that it “...view[s] writing
merely as a reflection of cultural thought patterns rather than a social practice

involving human agency” (Kubota and Lehner, 2004, p. 9). Recently, the focus of

12
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contrastive rhetoric research thus has shifted from text-based to context-sensitive
(Connor, 2004b), highlighting the influence of multiple social factors on writers’

decisions on rhetoric.

The integration of intercultural rhetoric (a shift in approach from traditional
contrastive rhetoric) into genre theories is used as a framework and as a source of
analytical tools for the present study to investigate L2 writers’ generic structure
and rhetorical features in writing in different genres in L1 and L2. The ways in
which L2 writers construct genres, not only reflect their knowledge of writing
conventions of genres, but also show their negotiation with the potential conflict
of rhetorical differences between L1 and L2, and their interactions with the social
contexts where writing is produced. L2 writing is therefore realised in the present
study as “a social practice”, rather than just “an abstract activity” (Hyland, 2003, p.
25).

2.2 A Genre-based View of Text, Context and Discourse Community

The social, goal-oriented perspective of genre is broadly acknowledged in the
field of applied linguistics (Hyland, 2007; Cope & Kalantzis, 1993; Kress, 1993;
Johns, 2003 & 2008; Martin, 1993; Christie, 1993; Swales, 1990 and Miller,
1994). The three main schools of genre studies share a similar view that genres
are socially communicative acts, but differ from one another with distinctive
research directions. The most influential definition of genres in the English for

Specific Purposes approach is proposed by Swales (1990). According to Swales,

“A genre comprises a class of communicative events, the members of which
share some set of communicative purposes. These purposes are recognized by the
expert members of the parent discourse community, and thereby constitute the
rationale for the genre. This rationale shapes the schematic structure of the
discourse and influences and constrains choice of content and style” (1990, p.
58).

The Swalesian concept of genres is exemplified in the Create a Research Space

(CARS) model, the generic structure of which is presented as follows:

13
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Move 1 Establishing a territory
Move 2 Establishing a niche
Move 3 Occupying the niche

These moves account for writers’ social communicative purposes and each of
them has their optional textual elements known as steps. For example, Move 1

consists of three steps as follows:

Step 1 Claiming centrality

Step 2 Making topic generalization(s)

Step 3 Reviewing items of previous research
(See Swales, 1990, p. 141 for details).

The investigation of the regularities of textual features used by members of
discourse communities to effectively respond to recurrent situations constitutes

the rationale for claiming the existence of the genre.

In the perspective of systemic functional linguistics (SFL), Martin (1984)
describes genre as “a staged, goal-oriented, and purposeful social activity that
people engage in as members of their culture.” (p. 25). Kress (1993) proposed “a
concept of genre in which grammar makes meanings of social and cultural
significance”, in that here the use of grammar is required to “focus on function in
texts and thus draw on social categories to explain texts” (p. 22), for example,
Explanation, Argumentation and Exposition, which are viewed as genres. In
addition to generic features, genre is conceptualised as socio-cognitive strategies
for rhetorical problems (Grabe & Kaplan, 1996), referring to the adaptability of
writers’ textual approaches for responding appropriately to the demands of
specific social contexts. In other words, researchers in the New Rhetoric (NR)
tradition emphasise the social dynamics and social constitution of the regularities
of form and content (Miller, 1994). The concepts of genres from these three
different traditions of genre studies have been encapsulated by Bhatia (2004) as

follows:
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Genre essentially refers to language use in a conventionalised communicative
setting in order to give expression to a specific set of communicative goals of a
disciplinary or social institution, which give rise to stable structural forms by
imposing constraints on the use of lexico-grammatical as well as discoursal

resources (p. 23).

Bhatia’s (2004) perspective is relevant to the investigation of L2 writers’ genre
writing in L1 and L2 for two reasons. The first is the identification of the
communicative purposes served by genres in recurrent situations, and the second
is in relation to language use in social contexts. The understanding of
communicative purpose underlying generic features is the key to establish the
reciprocal relationship between text and context. In the social processes of relating
text to context in a meaningful way, L2 writers may encounter potential
challenges in language use, due to the consideration of cultural influence. Martin
and Rothery (1986, p. 243 cited in Trosborg, 1997, p. 8) propose that “Genre
refers to the staged purposeful social processes through which a culture is realized
in a language.” Based on the above, genre in the present study is perceived as a
social communicative act where close attention is paid, not only to the reciprocal
relationship between text and context, but also to writers themselves, for whom
the influence of their L1 culture significantly constitutes part of the socio-cultural

context in which writing is produced.

Genre is sometimes associated with text type, but these are different in fact, due to
distinctive aims. Genre is used to achieve communicative purpose, which
accounts for the overall aim of a text, whilst text type serves a rhetorical purpose
which is “... made up of the rhetorical strategies which constitute the mode of
discourse” (Trosborg, 1997, p. 15). The schematic structures of genres, although
they are conventionally formulated, can vary considerably according to the social
situations in which the texts are used, for example, academic essays across
disciplines (Johns, 2008). It is very important for students to stay sensitive to
generic variations, i.e. “that texts from genres can, and do, vary, sometimes

radically, from situation to situation” (Johns, 2008, p. 241). In addition, generic
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variations also may occur across cultures. On analysing sales letters written in
Chinese and English, for example, Zhu (2000) identified that a pre-move greeting
was used for establishing a long-term relationship between the writer and the
reader in Chinese, but it is an atypical move in English.

Text type refers to an aspect of a text, and is shaped by factors of the social and
cultural contexts in which genres are located (Paltridge, 2002). Every text type has
its uniqueness of rhetorical features (Adam & Artemeva, 2002), the organisational
or textual patterns of which reveal their rhetorical functions (Jordan, 1997).
According to Jordan, the typology of text types includes descriptions, narratives,
instructions, explanations, definitions, exemplifications, classifications, compare
and contrast, cause and effect, discussion, and argumentation/problem-solution.
The use of text types in academic settings varies significantly across disciplines
(Paltridge, 2002) and within disciplinary writing tasks (Martin, 2002). Martin
(2002a) illustrates the variations in linguistic features in history in terms of
discipline-specific writing (at school level): personal recount and historical
recount. Both comprise time sequence, but remarkably differ, in terms of the use
of personal pronouns, for example, first person in personal recount and third

person in historical recount.

Regardless of the difference between the concepts of genre and text types in terms
of emphasising different levels of text making, the discussion above emphasises
the dynamic nature of discourse, in response to recurrent situations. Existing
typologies of genre and text type are based on recognisable communicative
purposes and rhetorical purposes, but the conventionalised generic and linguistic
features of a text have the potential to evolve and change according to social

context.

The notions of context and discourse community are essential components of

genre studies. Johns (1997) writes:

“Context refers not merely to a physical place, such as a classroom, or a particular
publication, such as a journal, but to all of the nonlinguistic and nontextual elements
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that contribute to the situation in which reading and writing are accomplished” (p.
27).

In a writing classroom, the writing instruction, the process and strategies of
students’ learning and the goal of the teaching and learning share the
responsibility of constituting a social learning context. Cumming (2001) proposed
that context is part of the multi-faceted nature of writing, enabling students to
learn different ways of tackling tasks, seek assistance from resources, gain
situated knowledge, and modify new images of self in a particular social context.
Casanave (1995) focused on “the importance of the local, historical, and
interactive aspects of the contexts” (p. 88), suggesting that a context is a cognitive,
social and cultural environment where a situated forum is constructed for meaning
making through interactions among social, historical and local factors (Casanave,
1995). In a language classroom, Samraj (2002b) proposed multifaceted layers of
contexts, which not only portrays the complexity of writing in academic contexts,
but offers understanding of how the textual features can be shaped by a range of

contextual factors. These layers of contexts are presented in Figure 1 .

Figure 1 Layers of Context (Samraj, 2002b, p. 165)

Academic Institution

Discipline

Course

Task

Student

Text

Based on Samraj’s (2002b) multi-layers of context, it is important to evaluate
students’ final academic texts as a result of ongoing social processes of
negotiation with a range of contextual factors.

In academic contexts, students are viewed as new members striving for entering
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academic discourse communities, learning how the communicative purpose is
achieved through the use of conventions by members of discourse communities.
The concept of discourse community accounts for a group of individuals who
have “shared forms, shared regulative rules and shared cultural concepts” for
shared communicative purpose (Swales, 1990, p. 24). Concerning communicative
needs, Swales elaborated that members of a discourse community are goal-
oriented, socializing together for pursuing shared goals and developing functional
linguistic behaviours. To become a new member of discourse communities,
students are expected to encounter certain challenges. Prior (1995) argued more
particularly that students in academic discourse communities, should be aware of
the danger of becoming “academic dopes, re-encoding the abstract rules and
conventions of monologic discourse” and inflexibly shuttling between
communities (p. 78). As argued by Canagarajah (2002), students in a discourse
community are expected to acquire new knowledge through participation rather
than to learn abstract rules. In Cheng’s (2007) study, it is reported that the
application of ESP genre-based teaching successfully equipped L2 graduate
students with the ability of recontextualising their genre awareness, fulfilling the
expectations of generic features and rhetorical considerations when composing
research introductions. Genre awareness is defined as “the ability to select and use
an appropriate genre based on a number of factors, including the purpose of
communication, the context, and the people involved” (Millar, 2011, p. 2).
Likewise, Johns (2008) viewed genre awareness as “rhetorical flexibility
necessary for adapting their socio-cognitive genre knowledge to ever-evolving
contexts” (p. 238). It is therefore argued that the success of L2 students being
initiated into academic discourse communities depends on the language being
used for carrying out meanings and can be influenced by the social context where
texts are used. They should be encouraged to explore how and why the texts are
constructed in the way they are rather than to memorise the conventionalised

patterns that are repeated frequently in the texts.

While entering into a new discourse community, L2 students may struggle and
encounter levels of conflicts due to the “power-ridden” nature of discourse
communities. Given that discourse communities are knowledge-making in

orientation, the conventionalised discourse patterns for communication are under
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the control of experts who have the power to maintain their vested interests for all
members and to draw distinctive lines between insiders and outsiders. In order to
be an insider of a new discourse community, L2 students are expected to undergo
the process of conflict and negotiation (Canagarajah, 2002), which fosters the
development of their genre awareness. However, as discussed in Chapters 4 and 5,
such attention to raising awareness is overlooked in L2 writing instruction where
the teaching of prescriptive rules of discourse patterns is predominantly
encouraged, imposing a long list of conventions on L2 students rather than
guiding them how to properly respond to the demands of rhetorical construction

preferred by discourse communities in specific contexts.

In conclusion, this discussion about the genre-based view of text, context and
discourse community has highlighted L2 writing as a social action where L2
writers consistently negotiate with multiple contextual factors in order to operate

language in a meaningful manner to recurrent contexts of situation.

2.2.1 General Descriptions of Three Genre Schools

Systemic Functional Linguistics (SFL), English for Specific Purposes (ESP) and
New Rhetoric (NR) are three broadly recognised genre-based approaches to the
teaching of L2 writing, sharing a range of overlapping aspects of genre, but
distinguished from each other, in terms of their focal points of interest and
applications to the teaching of L2 writing. Hyon (1996) and Hyland (2004) have
provided substantial comparative views of the three genre schools, in terms of
definitions and focal points of analyses of genres, contexts and goals and
pedagogical practice. Here, the three traditions of genre studies are introduced in a

general sense to inform a robust theoretical framework for the present study.

SFL is interested in the “perpetual interaction between the culture and social
context, and the purposes, organization, and language of texts” (Johns, 2003, p.
201), whereas the focus of ESP rests on the understanding of the ways community
members achieve a certain purpose through the use of regular purposive actions
(Hyland, 2007). Unlike SFL and ESP, the study of regulative linguistic forms is
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less considered in NR. Instead, researchers in NR emphasise the social-cognitive

perspectives that are helpful for social communications (Hyland, 2004).

SFL, often referred as the “Sydney School”, has its prosperous development in
Australia, initially aiming at young learners and adult migrant second language
learners who knew little or nothing about the norms of mainstream culture (Johns,
2003). According to Hallidayan functional linguistics (Halliday, 1994), forms of
language containing register variables are influenced by the context of
situation—that is, field, tenor and mode. Field refers to social activity and what the
text is about; tenor accounts for the relationship of the participants in the
interaction and mode is the role of language, either in spoken or in written forms
(Hyland, 2004). For example, Martin’s (1993) contextual theory of language
based on the analysis of the short paper on Innovative Fisheries Management:
International whaling explicitly depicts how the linguistic choices are
systematically constructed so as to have communicative goals achieved. Among
“the four-part model of context” (Macken-Horarik, 2002, p. 24), it is worth
noticing that the notion of tenor refers to not only the participants in the
communication, but the “differential status (apprentice to expert)” and the “social
distance between writer and reader” as well (p. 24). The linguistic choices

imposed by the context of situation therefore are construed as purposeful.

According to Halliday (1994), language has three meta-functions, namely
ideational, interpersonal and textual, which are systematically interdependent in
the language system. They parallel the register of a text, and are manifested at
discourse level. Ideational meta-function denotes human experience of the world,
which realises field at the semantic level and is realised in the transitivity system.
Interpersonal meta-function refers to interlocutors’ social status and relations,
which realises tenor at the semantic level and is realised in the mood system.
Textual meta-function explicates the flow of information in a text, which realises
mode at the semantic level, and is realised in the thematic structure, consisting of
theme and rheme and cohesive components. Martin (2002b) provides a
comprehensive review, reinterpreting the discourse semantics related to meta-

functions, for a better understanding of Halliday’s central argument, that is, the
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context of situation. Bilal (2012) provides an easily readable text in the discourse
analysis of the short story “Thank You Ma’am” , based on Halliday’s meta-

functions.

Genre in SFL is defined as the rhetorical construction that depends on the writer’s
social purposes in using the language (Hyland, 2004) has two subcategories that
are “elemental genres” and “macro genres” (Martin, 1992 cited in Hyland, 2007, p.
153). Elemental genres refer to broad rhetorical patterns, such as narratives and
expositions found in macro genres. For example, a resume (macro genre) for a job
application may include narrative and argument (elemental genres). Researchers
in SFL have made great contributions to describe the rhetorical functions and
specific lexico-grammatical features of these elemental genres. The learning of the
elemental genres of a culture can reduce the discomfort of disadvantaged students
as they enter academic life and offer them the access to gain more cultural capital
(Martin, 1993).

Similar to SFL, researchers in ESP also emphasise more the language than the
context. As its name suggested, ESP has a long standing interest in the move
analysis of academic discipline-specific writing or professional writing at the
workplace. For example, John Swales’s (1990) CARS Model (Create a Research
Space Model) was developed to study the introduction of research articles (See
Section 2.2). Influenced by Swale’s (1990) pioneering work on ESP, Bhatia (1993)
defines genre as “primarily characterized by the communicative purpose(s) that it
is intended to fulfil. This shared set of communicative purpose(s) shapes the genre
and gives it an internal structure” (p. 13). In other words, communicative
purpose(s) of genres are served by the way a text is structured known as moves.
Bhatia (1993) also pointed out that rhetorical strategies are employed differently
according to individual writers to achieve these communicative purposes and
moves. Based on the interrelationships among communicative purposes, moves
and rhetorical strategies in a given genre-text, Bhatia (1993) has extended Swales’
(1990) model to incorporate text-external factors into text-internal factors for
genre analysis. Bhatia (1993) therefore advocated that an analysis of genres

should combine *“essential grammatical insights and adequate socio-cognitive and
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cultural explanation” (p.1), which was illustrated by the examination of sales
promotion letters and job applications in terms of communicative purpose,
structural moves, flexibility in move structure and cross-cultural variation. The
study of structural moves of texts and rhetorical strategies of individual writers is
beneficial for understanding the ways members of a discourse community
construct written discourses for a set of shared communicative purposes.

A controversial issue in relation to the application of ESP in academic contexts is
that researchers have different views of the element “specificity”. Adopting a
narrow angle perspective, Spack (1988) argued that knowledgeable specialists
should be responsible for the teaching of subject specific conventions, whereas
language teachers should focus on the teaching of general features of language
and rhetoric. In respond to Spack’s viewpoint, Hyland (2002) noted that subject-
matter specialists normally leave the job of teaching linguistic features to
language teachers due to their lack of linguistic expertise and desire. Moreover,
regardless of the fact that sets of linguistic features can be used commonly across
disciplines, the function of communication they serve can vary considerably
across discipline-specific contexts. For example, Johns (2003) suggested that it is
feasible to teach undergraduate students sets of general conventions of academic
writing due to the fact that a range of conventions of writing formats is shared
among academic disciplinary writing. Hyland (2002) therefore urged that it is
important to ‘put the S back into ESP.” In line with Hyland’s proposition of
teaching the specificity in academic context, Huckin (2003) agreed that the notion
of specificity in ESP equips students with ability for achieving communicative
purposes in specific circumstances, but it is overtly associated with the potential
risk of viewing ESP as a remedial approach, leaving more responsibilities to L2
writing instructors. Unlike Hyland (2002) who viewed the notion of specificity as
content-based, Huckin defined it as “learner and his or her needs”, encouraging
the teaching of strategies rather than linguistic forms and urging the application of
a wide-angle approach (p. 9). The aim of this approach is learner-centred learning
in which students are expected to actively participate in the learning context.
Whether or not L2 students can best be empowered through the application of
Hyland’s notion of ESP or Huckin’s wide-angle approach, pedagogical practice
has to take the role of context of teaching and learning into consideration, as

discussed in Chapter 6.
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NR, the third genre school, emphasises the social nature of genres,
conceptualising genres “as the motivated, functional relationship between text
type and rhetorical situation” (Coe, 2002, p. 195). The nature of generic structures
Is dynamic because it highlights ongoing negotiation with the contexts of use
(Berkenkotter and Huckin, 1995). Unlike SFL, new rhetoricians are interested
more in knowing how people know how to write and what to write although they
sometimes work on textual analysis (Hyland, 2004). Berkenkotter and Huckin
have developed five principles that constitute a theoretical framework:

1. Dynamism: Genres are dynamic rhetorical forms that develop from
responses to recurrent situations and serve to stabilize experience and
give it coherence and meaning. Genres change over time in response to
their users’ sociocognitive needs.

2. Situatedness: Our knowledge of genres is derived from and embedded in
our participation in the communicative activities of daily and
professional life. As such, genre knowledge is a form of “situated
cognition,” which continues to develop as we participate in the activities
of culture.

3. Form and content: Genre knowledge embraces both form and content,
including a sense of what content is appropriate to a particular purpose in
a particular situation at a particular point in time.

4. Duality of structure: As we draw on genre rules to engage in professional
activities, we constitute social structures (in professional, institutional,
and organizational contexts) and simultaneously reproduce these
structures.

5. Community ownership: Genre conventions signal a discourse
community’s norms, epistemology, ideology, and social ontology.
(Berkenkotter and Huckin, 1993, p. 478).

According to Berkenkotter and Huckin’s (1993) sociocognitive perspective on
genres, context of situation and human actions are the two main themes in the
social processes of knowledge making. In other words, people engage in
communicative activities conditioned by the norms and values of discourse
communities; simultaneously, they constitute part of the context of situation and
shape the way genres are used. “Human action, whether symbolic or otherwise, is

interpretable only against a context of situation and through the attributing of
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motives” (Miller, 1994, p. 24). As a result, genres are associated with the use of
conventionalised form and content to achieve communicative purposes, which is
mediated by both context of situation and participants involved in the

communicative activities.

2.2.2 Concerns with Applications of Genre-based Approaches for

Pedagogical Practice

While these three traditions of genre studies emphasise different aspects of form,
context and social action, it is clear overall that the effectiveness of implementing
genre-based approaches in the EFL/ESL classroom involves a consideration of the
influence of a wider range of factors, like the influence of L2 students’ pre-
conceptualised genre theories (Johns, 2002b), avoiding adopting genre approaches
as prescriptive approaches (Flowerdew, 2002) as well as making students active
for learning writing (Coe, 2002). Recalling the memory of attending two
international conferences (International Association of Applied Linguistics
Conference in 1996 and International Genre Conference in Vancouver in 1998),
Johns (2002b) was shocked that the pedagogical implication drawn from genre
studies was the least discussed. The reason may be associated with the hypothesis
that “there are direct contradictions between what the theoreticians and
researchers continue to discover about the nature of genres and the everyday
requirement of the classroom” (Johns, 2002b, p. 237). Johns argues that the main
difficulty for adopting genre approaches in the language classroom is how to
destabilise novice students’ pre-conceptualised genre theories. Johns found that
L2 students perceived the Five Paragraph Essay as the template for all types of
genre writing, attempting to apply their previous high-school writing experience
to learn academic writing. As a result, they felt discomfort and frustrated when
they were directed towards specific academic writing genres. The conflict
between L2 students’ previous and current writing experiences across pedagogical
contexts attracts attention to the significance of the influence of small cultures in

L2 writing (See discussion in Section 2.3.1.1 on small cultures).
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The influence of L2 students’ academic backgrounds on the ways texts are
constructed has been documented. For example, Swales & Lindemann (2002)
taught international doctoral students how to write up literature review, showing
that the same genre (literature review) can be constructed in different rhetorical
modes by students who are from a range of disciplines for achieving the same
purpose. Some students preferred problem-solution rhetorical patterns and some
favoured general-specific rhetorical patterns. It is therefore claimed that the
academic or disciplinary background of the students is an important factor for the
construction of rhetorical modes; however, their pre-conceptualised genre theories
are likely to be subtly reshaped or modified through appropriate modelling or peer

discussions (Swales & Lindemann, 2002).

In addition, it has also been noted that the teaching of rhetorical structures of texts
based on genre approaches can lead to prescriptive approaches or a grammar
translation method. As noticed by Feez (2002), “when teachers first applied genre
pedagogy, many superimposed the paradigms of the grammar-translation and
structural approaches onto descriptions of text structure and language features” (p.
69). Teachers who favour SFL or ESP/EAP approaches may easily fall into the
trap of falling back on a grammar-translation approach, for the primary focus of
SFL and ESP/EAP approaches is “discourse structure and features” (Hyland, 2004,
p. 50). According to Kay & Dudley-Evans (1998), the adoption of genre-based
teaching approaches for the teaching of conventionalised linguistic features of

texts may face the potential risk of disempowering the learners.

Nevertheless, learners can be empowered if writing instructors can raise their
sensitiveness to “generic variation” found in “different text types from the same
genres to across different genres” (Flowerdew, 2002, p. 102). As suggested by
Bhatia (2002), some genres have similar generic structures across disciplines in
EAP programme, but are slightly different, in terms of lexical choices. Such
generic variations should be made explicit to students for not only avoiding the
learning of formulae, but also increasing their knowledge of genres. For example,
Samraj (2002a) demonstrated the generic variations of the abstract between the

fields of wildlife behaviour and conservation biology, arguing that “this
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systematic comparison of texts from the same genre but different disciplines has
increased our understanding of the influence of genre and discipline on text
structure” (Samraj, 2002a, p. 54). Different from Samraj’s case, Pang (2002)
adopted textual analysis and contextual awareness-building approaches to teach
students how to write film reviews. The results showed that the teaching of lexico-
grammatical features of texts increased learners’ confidence of producing the
same genre and they also utilised their schema of rhetorical knowledge to write in
similar contexts. According to Samraj (2002a) and Pang (2002), it is suggested
that although the acquisition of rhetorical structure is always the target of writing
instruction in the language classroom, the implementation of genre-based
approaches has positive effect on learners’ awareness of the similarities and
differences of rhetorical structures of genre writing within and across disciplines.

Among the three traditions of genre studies, NR approaches might be the least
adopted for pedagogical purposes in academic contexts due to the fact that genres
are seen as “textual tools, exploited for social, and sometimes hegemonic,
purposes within communities by knowledgeable experts” (Johns, 2002a, p. 9).
However, Coe’s (2002) experience of having his university-level students write
political briefs displayed a successful example. Conceptualising genre as “socially
established strategies for achieving purposes in rhetorical situations” (p. 198), Coe
argued that NR approaches can empower students with rhetorical flexibility for
dealing with a wider range of writing tasks in their future lives. In the pursuit of
raising students’ awareness that every piece of writing has its rhetorical situation
shaped by its purpose, Coe attempted to empower students’ genre knowledge by
offering them freedom for the selection of topic and rhetorical situation when the
genre writing political briefs was assigned. In the writing process, students were
actively negotiating and constructing rhetorical structure of their texts for
achieving different purposes. The experience of writing political briefs made
students “understand generic structures as rhetorical strategies and genres as

social processes” (p. 207).

Coe’s (2002) experience is viewed as a positive force to quell the critique that NR

approaches have weaker pedagogical implications in comparison to SFL and ESP

26



CHIA-HSIUNG CHUANG CHAPTER 2

approaches. Nevertheless, Coe’s successful experience may display some
contextual constraints, such as teachers’ genre knowledge and L2 writers’ English
proficiency. The majority of English writing teachers in ESL or EFL contexts in
general are specialised in academic writing (exposition, argumentative writing) or
in specific disciplinary writing (business, engineering) so that they may have little
knowledge about genres that they rarely come across within academic contexts.
Coe’s writing course “is defined not only as “*advanced,’” but also by its focus on
preparing students for non-academic writing, for the worldly writing tasks they
will face after graduation” (p. 203). The non-academic writing refers to those
commonly used in the real world for specific communicative purposes which may
not be taught in educational contexts, like political briefs in Coe’s (2002) study.
To manipulate these genres, the demands of writers’ English proficiency are quite
high because rhetorical situations are complex, fluid and negotiated in the process
of social actions. Without acknowledging the influence of multiple factors on
generic features, the application of NR approaches to students who are at
beginning or intermediate levels may have a counterproductive effect. However,

NR remains a useful source of ideas for research, as discussed in the next section.

Recently, the integration of genre approaches with other pedagogical approaches
has been the innovative fashion for teaching writing. Badger & White (2000)
proposed a process genre approach where the reciprocal relationship between text
and context is highlighted. They created a replicated context of situation in which
learners were encouraged to use their knowledge of form and content of genres to
fulfil the communicative purposes. According to these authors, this process-genre
approach could increase learners’ knowledge of language use in situational
context and raise their awareness of the interrelationship between the register and
the meta-functions of language (Badger & White, 2000). Similarly, to recognise
the dynamic and interactive nature of process genre writing approach, Yan (2005)
devised pedagogical sequences to exercise a combined approach, which includes
preparation, modelling and reinforcing, planning, joint constructing, independent
constructing and revising. Each stage has its distinct aims. For example, the stage
of preparation intends to evoke learners’ internalised schemata of the targeted

genre, such as its pronounced structural features. Firkins et al. (2007)
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acknowledged the success of adopting genre approach combined with activity-
based pedagogical approach for teaching writing to low proficiency EFL students,
but raised the concern that it is time consuming due to the fact that learners
always need more time to familiarise themselves with the taught language skills

and practice vocabulary.

2.2.3 Justification for Adopting Genre-based Theoretical Frameworks

The present study investigates how L2 writers construct generic structures and
rhetorical features in particular genre writing in L1 and L2. In other words, it
explores how L2 writers make use of texts for communication in contexts of
situation. Each of the three main schools of genre studies has provided insightful
information in terms of the goals of the present study. First of all, SFL has
informed the present study through the understanding that genre is a meaningful
social activity embedded in the function of language. The choices of semantic and
lexico-grammatical features of discourse are intimately linked to context of
situation. In this regard, text and context are inseparable entities. The present
study investigates two groups of writers” writing in L1 and L2 in terms of generic
structures and rhetorical features. One group produced argumentative writing as
an in-class activity, whilst the other group worked on letters of job application as
a homework assignment. The purpose of the writing tasks is to study the influence
of contextual factors on writers’ choice of textual form and content in genre
writing in L1 and L2. According to Samraj (2002b, See Figure 1), there are
multiple layers of context. Language variables in genre writing in the classroom
thus are associated with an individual’s writing experiences across tasks, courses,
disciplines and institutions. When the writing task is carried out outside the
classroom, a wider range of contextual factors become accessible. Such a
comparison allows the present study to understand how contextual factors shape

L2 writers’ construction of textual form and content.

Secondly, ESP has a strong impact on the analytical framework of the present
study. The typology of genres in the ESP approach is based on communicative

purpose served by move structure. In the present study, a letter of job application
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and argumentative writing are used to investigate L2 writers’ construction of
textual structure. A structural description of a job letter consists of source of
information, application for the position, arguments (applicants’ background, and
benefits for the hiring company and the applicants), desire for an interview,
expressions of politeness at the end, additional information and résumeé (Upton &
Connor, 2001, See Table 4 in Section 3.4.1.1.1). In argumentative writing, Hyland
(1990) proposed three stages of argumentative writing, including thesis
stage—introducing the proposition to be argued, argument stage—discussing
grounds for thesis and conclusion stage—synthesising discussion and affirming the
validity of thesis (See Table 7 in Section 3.4.1.2.1). These ESP ideas are used here
for analysing writers’ letters of job application and argumentative writing in L1

and L2, in terms of generic structures.

Thirdly, influenced by NR, recognition of the dynamism of genres has shifted the
focus of the present study from text to social processes of ongoing negotiation
between text, writer and context. The interrelationships between these elemental
components are complex and dynamic. They are complex because they are
inseparable from one another in communicative activities. They are dynamic
because genre is a social action where writers constantly shape their rhetorical
strategies in response to recurrent social events. In other words, the writer is seen
as a communicative medium, through which the reciprocal relationship between
text and context is established. The focus on writers’ influence on the textual form
and content in response to recurrent social events is brought into prominence in
the present study. Participants involved the present study are writers who have
writing experiences in L1 and L2. The cross-cultural influence on textual form
and content should be examined when genre theories are applied to L2 writers. It
Is because the use of rhetorical strategies by L2 writers to communication is not
only shaped by the context of situation where writing activities take place, but

also influenced by the writing knowledge they accumulated in L1.

Genre is a powerful approach for understanding the complexity of writing and has

prominent influences on pedagogical practices. Yet, researchers in genre studies
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have done little to explore the influences of L2 writers” L1 cultural background on
textual construction. SFL has extensively studied the functional aspects of
language in its context of situation. A few researchers in ESP have touched lightly
on cross-cultural variation of rhetorical strategies within the construction of steps,
for example, Bhatia’s (1993) discussion about cross-cultural differences in letters
of job application. NR, though it has emphasised the dynamism of genres, has not
been commonly or effectively applied to contexts where English is taught and
used as a second or foreign language. In other words, the influence of L2 writers’
cultural background on the form and content conditioned by the norms and values
of communities has not been explored. In light of limited knowledge about
cultural influences within a genre-based framework, the present study argues that
it is necessary to explore how writers’ rhetorical functions in L2 writing are
affected by their L1 culture. The cultural influence here is not constrained to
ethnic or national perspectives, but interpreted in a broad sense, including the

influence of contextual factors.

The discussion about cultural influence on L2 writing is the core of contrastive
rhetoric studies. The following discussion presents basic tenets of contrastive
rhetoric studies, controversial issues and intercultural rhetoric as a new direction

for expanding the scope of traditional contrastive rhetoric studies.

2.3 Contrastive Rhetoric Research

The most frequently cited study in contrastive rhetoric (CR) research is Kaplan’s
(1966) study. Having the pedagogical intentions to come up with solutions for the
difficulties college students who learned English as a second language (ESL)
encountered as they wrote English academic essay, Kaplan (1966) undertook a
textual analysis, comparing the texts written by ESL students with those produced
by native English speakers in terms of paragraph organisation and came up with
the conclusion that students who come from different cultural backgrounds
display different cultural rhetorical practices in L2 writing.
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According to Kaplan, native English students show linear development of
paragraph organisation in texts, while those who have the tendency of delaying
the main ideas to the middle or the end of their texts belong to Oriental languages,
such as Chinese, Japanese, Thai, and Korean. In addition to the dichotomy of
linearity and circularity, Kaplan argues that students who speak Semitic languages
tend to use parallel coordinate clauses and those who speak either Romance
languages or Russian always resort to digressiveness. It is then concluded that
“each language and each culture has a paragraph order unique to itself, and that
part of the learning of a particular language is the mastering of its logical system”
(Kaplan, 1966, p. 14). Due to the cross-cultural variation of rhetorical preference,
the difficulty L2 students display while writing their English essays may be
attributed to the influence of L1 rhetorical conventions on L2 writing that is

always interpreted as interference (Grabe & Kaplan, 1989).

Liu (2011) claims that the definition of rhetoric in Kaplan’s work is limited and
his views of the relationship between L1 and L2 are deterministic. Casanave
(2004) claims that rhetoric is conceptualised as discourse-level organisational
patterns in applied linguistics literature. The discourse structure in writing can be
equal to the creation of individual arguments by arranging the lexical and
syntactic constituents logically and meaningfully (McDaniel, 1994). Compared
with such views, Kaplan’s definition of rhetoric realised in the organisation of

paragraphs of a text can be seen as relatively narrow.

Another limitation of Kaplan’s work is concerned with an essentialist view of
cultures between L1 and L2, perceiving culture as a static object. In fact, the
influence of writers’ first cultural background on the construction of rhetorical
conventions in L2 writing is a controversial issue in CR research. First of all, it
subscribes to the claimed positive interrelationship between one’s native language
and thought patterns known as the Whorfian hypothesis. From this viewpoint, L2
students showed viewpoints on the world in texts that differed markedly from
their English counterparts due to the interrelation among languages, mind and
reality. In other words, it is a perspective that a person’s thought and perception

are controlled by his native language, thus impeding the second language
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acquisition (Connor, 1996). However, this argument is said to “be too extreme
and unprovable” by Casanave (2004, p. 29). Casanave (2004) contends that to
judge writers’ thought patterns based on analysing their writing is simplistic. By
contrast, the opinion that the way people think is influenced by their native
languages is more reasonable and acceptable for interpreting the relationship

between mind and language (Hunt & Agnoli, 1991).

Secondly, the shared knowledge of the subject matter between the reader and the
writer also affects the comprehension of written discourse even though it is
characterised by different rhetorical styles (McCagg, 1996). For example, Hinds
(1987) suggests that Japanese-specific rhetorical structure ki-shoo-ten-ketsu is a
reader-responsible prose style, whereas English rhetoric is writer-responsible,
accounting for the writers’ responsibility to create coherence and cohesion of the
texts and to guide the reader to follow the flow of arguments. Due to the different
expectations of rhetorical structures across cultures, it is assumed that readers
would have difficulties for following the development of writers’ thoughts if the
text is written with a rhetorical structure that is different from that of their L1
cultural background. Nevertheless, McCagg (1996) argues that texts from a
Japanese newspaper used in Hinds’ (1987) study were written specifically for
Japanese audience; therefore, readers who do not have the contextual knowledge
would suffer pain from reading with little comprehension, regardless of rhetorical
differences. The expectations of rhetorical structures of genres are not universally
shared, but contextually influenced.

Kubota (1998) also questions the legitimacy of viewing ki-shoo-ten-ketsu as
Japanese traditional rhetoric in academic contexts. According to Kubota, many
Japanese scholars do not tend to use the cultural-specific structure ki-shoo-ten-
ketsu and many Japanese students claim that it is rarely taught in school. Kubota
claimed that the ki-shoo-ten-ketsu appeared only in a small number of writing
samples, while the deductive style was adopted by the majority, based on the
study of 46 Japanese students’ writing. Instead of echoing Hind’s (1987) view of
culture-specific rhetorical conventions, Kubota stresses that ESL students’
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performance on their L2 writing is affected by other factors, such as their ability

in L1 writing, L2 proficiency or their writing experience in L2 (Kubota, 1998).

McCagg’s (1996) promotion of the importance of shared knowledge and Kubota’s
(1998) awareness of the influence of writers’ language proficiency and writing
practices have weakened the claims about the direct influence of writers’ L1
cultural background on the construction of rhetorical convention and highlighted
the significance of the influence of contextual factors. It is suggested that the final
product is not the result of simply projecting the rhetorical tradition of the writers’
L1 cultures, but of a social process of writers’ negotiation with the social contexts

where the texts are composed and used.

Thirdly, the claim that the construction of rhetorical conventions is part of cultural
heritage becomes untenable in the eyes of Mohan & Lo (1985) and Kirkpatrick
(1997). The findings of Mohan & Lo’s study contrasted with Kaplan’s (1966)
early work by proposing that there is no remarkable difference in Chinese and
English writing in terms of organisational pattern due to the influence of
developmental factors and composition practices. Without receiving proper
writing instruction and pedagogical practice, NES (native English speakers) also
have difficulties in developing logical arguments at the discourse level in English
writing. The notion of developmental factors therefore sheds light on the
importance of adequate writing instruction on the acquisition and development of
knowledge of rhetorical conventions across cultures. For example, Yang & Cahill
(2008) report that effective English writing instruction has equipped Chinese
students with the ability of producing English expository writing as nearly
deductively as their American counterparts; moreover, they also tend to transfer
the new knowledge of rhetorical conventions to their Chinese writing, indicating
fluidity and transmutation of cultures in nature as in the yin-yang schema (L1,
2008). According to Li,

“In that scheme, although yin and yang are distinctly different and oppositional to
each other, they are not separated by a razor sharp line; they are intertwined,
curving into each other’s sphere. Yin is found deep in the greatest citadel of yang,
and yang in yin’s. When tipped, yin can be transmuted into yang, and yang into
yin” (2008, p. 16-17).
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In this regard, cross-cultural differences of rhetoric are not static entities,
irrelevant to each other, but dynamic in nature due to the mediation of

developmental factors.

2.3.1 Multiplicity of Rhetoric and Dynamism of Culture in CR

According to the preceding discussion about limitations of Kaplan’s work, it is
argued that the perspective on rhetoric and culture in CR is simplistic without
considering the influence of context. In order to have a better understanding of
these two themes, multiplicity of rhetoric and dynamism of culture are
emphasised in the present study. In her article Contrastive Rhetoric: An American
Writing Teacher in China, Matalene (1985) defines the concept of rhetoric as

follows:

“If we define rhetoric as a way of thinking about the relationships that exist
among speaker, subject matter, purpose, and audience, then we might think of
rhetoric as the verbal equivalent of ecology, the study of the relationships that
exist between an organism and its environment. Both rhetoric and ecology are
disciplines that emphasize the inescapable and, to a great extent, decisive
influence of local conditions” (p. 785).

The central argument in Matalene’s perspective on rhetoric indicates that the
nature of writing involves bilateral communications on the subject matter between
the writer and the audience through the medium of written languages, the
effectiveness of which is constrained by some contextual factors. In this regard,
the definition of rhetoric is similar to the perspective of genre theories (See e.g.,
Johns, 2008), seeing rhetoric not as a static object, but a communicative bridge
between the writer and the reader, the construction of which thoroughly depends
upon communicative purposes within a particular social context. Consequently,
rhetoric in the present study refers to the construction of writers’ flow of thoughts
at the syntactic and lexico-grammatical levels to exhibit the ways they deal with
communicative purposes in a particular place and time. For L2 writers, their
rhetoric strategies in a text are influenced or mediated not only by the constraints
of immediate contextual factors, but also the influence of wider L1 cultural
background. They therefore are expected to learn and understand the operations of

rhetorical practices in one’s own culture and other cultures. The sociocultural
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view of rhetoric is to claim that the influence of cultures is captured not only at

the paragraph level, but also across the text as a whole.

Similarly, Kirkpatrick (1997) proposes that traditions of rhetoric in a culture are
shaped and influenced by a range of factors. Kirkpatrick traced historical origins
and developments of ba gu wen structure and gi-cheng-zhuan-he structure,
rejecting their influence upon the structure of Chinese contemporary writing.
More importantly, the influence of Western culture, since the May 4 Movement of
1919, has immensely permeated through Chinese culture. It is suggested that the
influence of Western culture may be much stronger and more powerful than those
of traditional prose styles upon the textual organisations of English essays of
Chinese students, as evidenced in the use of English rhetorical structures in their
Chinese writing (Yang & Cahill, 2008). Therefore, Kubota (1997) promotes the
notion of multiplicity of rhetoric, suggesting that the construction of rhetorical
conventions in writing is influenced by multiple factors rather than solely

determined by writers’ cultural backgrounds.

With regard to the definition of culture in CR, it is problematic that L2 students
who are from the same L1 cultural background are viewed as culturally
homogeneous due to the overlooking of dynamism of cultures and idiosyncratic
characteristics. Matsuda (1997) proposes “a dynamic model of L2 writing” to
visualise the relationship between the essential elements in L2 writing, as shown
in Figure 2 (p. 52).

Figure 2 The Dynamic Model of L2 Writing

NES/ESL

READER
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According to Matsuda, the dynamic model of L2 writing includes both the writer
and the reader along with their backgrounds, the dark areas that account for the
backgrounds of the writer and the reader, and the text itself. The context of
writing offers a dynamic environment, in which the text functions as
communicative bridge where the encounter of the writer and the reader occurs.
There are four significant features in the dynamic model of L2 writing. First, it is
suggested that it is difficult to define the writers’ L1 cultural background. It is
asserted that even if two writers are from the same backgrounds, there is no
guarantee that they share the same writing experiences or the same perspective on
rhetorical conventions (See discussion in Section 2.3.1.1 below on “small’ versus
‘large’ cultures). Secondly, the notion of “the shared discourse community” is
revised in the dynamic model of L2 writing, referring to the space surrounding the
text, which acts as “mechanisms of intercommunication among its members”
(Swales, 1990, p. 25) —the writer and the reader. According to Matsuda (1997),

the area of the shared discourse community can be modified to be larger or
smaller, depending on how the different levels of discourse expertise and different
backgrounds of the writer and the reader are interrelated. Thirdly, the bi-
directionality of the interrelationship among its elements is another salient feature
of the dynamic model of L2 writing (Matsuda, 1997). Precisely speaking, the
interaction of the different backgrounds of the writer and the reader results in not
only the creation of the shared discourse community, but the transformation of the
writer’s background as well. It denotes that the writer, while writing, should be
sensitive to the rhetorical and discourse conventions preferred by readers and code
them into the text to show his/her consideration about their expectations and to
demonstrate the rhetorical knowledge of genre writing in the shared discourse
community. Finally, arguments about the prioritisation of the norm of English
writing can be considerably reduced because both NES and ESL readers are
included in the dynamic model of L2 writing. More importantly, it is worth noting
that the repertoire of rhetorical structure of the writer can evolve from the
negotiation with the rhetorical conventions the reader expects across social

contexts.
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Along with Matsuda’s (1997) dynamic model of L2 writing, it is therefore
assumed that the perspective of cultural homogeneity is blurring and weak
because it seemingly ignores the dynamic nature of culture itself. “Culture is an
elusive construct that shifts over time and according to who is perceiving and
interpreting it” (Harklau, 1999, p.110). It is explicit that culture is not static nor
can it be bound to any particular places and time. Conversely, culture is in flux
and can be embodied through individual interactions or communications with
other people who could differ from each other in terms of individual behaviours
or identity and membership of a group (Scollon & Scollon, 2001). Spack (1997)
points out that it is problematic to view L2 students as a culturally homogenous
group based on their L1 cultural background. The notion of cultural homogeneity
ignores other variables that L2 students bring with them while writing in English,
such as their writing experiences, intentions for learning, L2 language proficiency

and schematic knowledge of the subject matter.

2.3.1.1 Large Cultures and Small Cultures

In order to make sense of the context of situation and its influence on L2 writing,
several researchers (Holliday, 1999; Holliday et al., 2004; and Atkinson, 2004)
have proposed a useful distinction between what they term “large cultures” and
“small cultures”. In his discussion of the complexity of culture and how it relates
to contrastive rhetoric studies, Atkinson (2004) emphasises the crucial role of
small cultures, which interact with large cultures complexly in EFL settings.
According to Atkinson (2004), large cultures account for “big-picture political
groupings like nation states and ethnic communities” (p. 280), whilst small
cultures include student culture, youth culture, classroom culture and professional
culture. The interactions between these cultural forces may contribute to the
complexity of writers’ cultural thoughts, and their realisation in textual forms.
Atkinson’s perspective on culture in L2 writing has a vital role for interpreting the

results of textual analysis in this study.
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Large cultures in this study are thus viewed as national or ethnic cultures, such as
“Western Anglophile nationalities (U.S., Australian, Canadian) and Confucian-
influenced Eastern culture” (Wu & Rubin, 2000, p. 148), which may lead to some
differences of rhetorical conventions across languages and cultures such as those
claimed by e.g. Kaplan (1966). For example, Wu & Rubin (2000) compared and
contrasted rhetorical features in argumentative essays written by U.S. students and
Taiwanese students, suggesting that U.S. students’ texts were characterised with
individualism, whilst Taiwanese students showed a higher level of collectivism.
The influence of large cultures on rhetorical construction may apply across genres.
For example Zhu (2000), while analysing sales letters written in English and
Chinese, found that Chinese letters were characterised with moves that seek to
establish a long-term relationship with the reader, which tends to be atypical in
English letters. Although many studies have cautioned that large cultures are
associated with essentialism, viewing culture as product and overlooking other
variables in L2 writing (e.g., Mohan & Lo, 1985, Spack, 1997), large cultures may
be viewed as cultural resources, which may allow writers to become sensitised to

preferred rhetorical features in different cultures.

However, one-sided attention to the essential features of a particular group (ethnic,
national or international), i.e. to large cultures, leads to the neglect of the influence
of small cultures on the construction of rhetorical conventions. According to
Holliday (1999), they are not subordinate to large cultures and should be viewed
as a heuristic device for better understanding and interpretations of behaviours of
any social groups. Atkinson (2004) proposes that it is worth investigating the
influence of small cultures, such as classroom culture, individual experiences and
so on, on the ways L2 students make their rhetorical decisions in L2 writing.
Researchers interested in the role of small cultures particularly emphasise writer-
related factors, such as writers’ L1/L2 writing expertise, L1/L2 language
proficiency, familiarity with topic (Mohan & Lo, 1985) and “individual writers’
agency reflected in their intentions and preferences” (Kubota & Lehner, 2004, p.
12). Small cultures, whilst large cultures are associated with essentialism, tend to
be dynamic and may be constantly changing across social contexts. For example,

in EFL settings, writers’ writing expertise, language proficiency and writing
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experiences with different topics may develop gradually when writers are
consistently involved in various writing tasks. In a broad sense, globalisation
results in intracultural variation in the texts written by cultural groupings of
writers, as seen for example in the emergence of an individualistic tendency in
Taiwanese students’ English argumentative writing (Wu & Rubin, 2000). Kubota
& Lehner (2004) suggested that “individual learners are exposed to and bring with
them multiple forms of language and rhetoric, with the result that their writing
performances and views of writing are unlikely to be permanently static” (p. 20).

The interrelationship between small cultures and large cultures is important as it
directs the focus of this study to the social process of writers’ negotiation with
writing context beyond textual forms. The investigation of the influences of
multiple cultural forces on rhetorical decisions inside and outside EFL settings has
emphasised the role of writers who activate the interrelationships between the text,
the writer and the context in L2 writing. It also encourages the comparison of
rhetorical features produced in different social contexts. In formal EFL settings,
writers are trained to follow specific instructions about how and what to write and
may be constrained by limited time to deal with assigned writing tasks. Therefore,
rhetorical patterns produced in EFL settings may be more predictable, as writers
may barely activate their existing internalised store of forms of rhetoric and
negotiate with new knowledge acquired from pedagogical practices (See Chapter
4). By contrast, while outside formal EFL settings, writers need to make rhetorical
decisions by themselves, which may result in more varied rhetorical patterns in
the texts. The influence of small cultures may become greater than that of large
cultures as the interactions between writers and contexts vary across individual

writers (See Chapter 5).

The discussion about multiplicity of rhetoric and dynamism of culture in CR is
important for the present study for the following reasons. First of all, it is
important to realise that cultural influence on textual features is not constrained to
paragraph organisation, but takes place also at the syntactic and the lexico-
grammatical level (See e.g., McDaniel, 1994). In other words, the investigation of

cultural influence on L2 writers’ textual features in the present study includes not
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only paragraph organisation, but also other perspectives on textual form. Secondly,
it is problematic to apply an essentialist view of cultures to interpret the results of
textual analysis because of the dynamism of cultures and the involvement of
multiple factors. Atkinson’s (2004) notion of large cultures and small cultures is
useful for studying the interplay of different cultural influences on textual
structures effectively. Thirdly, a link between text and writer has been emphasised
in contrastive rhetoric research, which has traditionally used textual features to
study similarity and difference of rhetoric conventions across cultures. However,
subsequent studies documenting both cross-cultural similarity and variability in
rhetorical conventions have implicitly suggested that the interpretation of the
relationship between text and writer is less culturally biased if the influence of
both large and small cultural contexts is considered. The interrelationship between
these elemental components in L2 writing based on Matsuda’s (1997) dynamic

model of L2 writing is adopted in the present study.

2.3.2 Shifted Focus: Text-based to Context-sensitive as the New Direction of
CR Research

Culture still remains a controversial topic in CR research, but as noted in the
discussion above, the focal point has moved from the influence of large cultures to
small cultures (Atkinson, 2004). This has led subsequent CR studies to pay more
attention to the influence of social contexts on the construction of rhetorical
conventions. In other words, CR research has moved from text-based to context-
based (Connor, 2004b).

Connor (2004a) states that contrastive rhetoric research over the past forty years
has often been criticised because the cross-cultural analysis of textual structures
based on writers’ behaviours has tended to view culture as static. The initial
intention of Kaplan’s (1966) work was pedagogical in orientation, offering
implications for teaching L2 writing based on the assumption of linguistic and
cultural differences across cultures. The notion of culture is viewed as static and
not in flux because of the presumed cultural homogeneity of L2 students. In
subsequent contrastive rhetoric research, however, it is noted that the nature of
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culture remains no longer static, but is rather dynamic and fluid, as illustrated
above Matsuda’s (1997) dynamic model of L2 writing and Atkinson’s (2004)
typology of cultures.

Given the current state of contrastive rhetoric research and its ongoing interest in
relationships between linguistic norms and cultural values across cultures, the new

term intercultural rhetoric research is proposed. As Connor (2004b) points out:

“Changing definitions of written discourse analysis — from text-based to context
sensitive — and of culture — from static to dynamic — contribute to the changing
focus of intercultural rhetoric research, a new term that better reflects the dynamic
nature of the areas of study” (p. 302).

In order to study how the discourse organisation of written product is shaped by
any given social context, Connor (2008) proposes that postmodern mapping
methods can be appropriately adapted in intercultural rhetoric research. This
framework encompasses three maps, which are not exclusive mutually, but rather
closely overlapped. The first map regards writing as socially constructed, calling
for a need to examine the social surroundings beyond the text. The second map
laid over the first map draws attention to the perspective of small cultures, such as
student culture, interacting with cultural features of writing. The third map laid
over the first two maps distinguished “intercultural vs. cross-cultural
communication” (Connor, 2008, p. 309). The cross-cultural communication has
its value “for the understanding of language universals as well as for the
enhancement of interethnic communication” (p. 309), whereas intercultural
communication investigates how individuals adopt the styles in interethnic
communication that deviate from their L1 culture and language norms. It is
therefore summarised that “these new models consider the complexities of
production and consumption of writing, complexities of multiple intergroup and
intragroup behaviours, and the face-to-face interaction of much of today’s
writing” (p. 312).

The new label ‘intercultural rhetoric research’ has been discussed by Li (2008)
and Matsuda & Atkinson (2008). According to Li (2008), contrastive rhetoric
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researchers should consider different supplemental research approaches due to the
fact that writing is socially constituted and “each situation may entail special
consideration to audience, to purposes, and to level of perfection, and
correspondingly may require varying amounts of revision, collaboration, and
attention to detail” (p. 3). In addition to scrutinising differences of rhetorical
practices across cultures, it is worth studying how individuals formulate their own
discourse meaningfully in a specific context. Meanwhile, it is also cautioned that
although culture remains important in intercultural rhetoric, our understanding of
how cultures influence a writer’s writing process or product is too vague to reach

the conclusion that culture is the deterministic variable in L2 writing.

Matsuda & Atkinson (2008) discuss the future possibilities and implications of the
new term intercultural rhetoric. They are specifically concerned by the “inter” of
intercultural because there are two potential problems in relation to the new label.
One is that it may mislead researchers to scrutinise either “the interaction of two
different rhetorical traditions” or “something like an interlanguage” (p, 283),
while the other indicates that “everything exists in an in-between space” (p. 285).
They argued that the new term intercultural rhetoric, despite the divergence of
literal explanations for the part “inter,” has its heuristic value, attempting to move
the direction of contrastive rhetoric forward to investigating how the contextual
variables, such as individual factors or context of tasks, are connected to textual
analysis. One direction for intercultural rhetoric can be “the study of discourses in
contact” (p. 295). For instance, as a writer is acquainted with knowledge of
different rhetorical practices, how does it shape his own rhetorical practices when
he/she writes in his/her L1 language? Specifically, it is worth studying how L2
writers negotiate with the different expectations of rhetorical conventions across

cultures and social contexts.

Intercultural rhetoric is prioritised over contrastive rhetoric in the present study, as
the term is better suited for the interpretation of L2 writing as a social, contextual,
cultural and rhetorical communication. Despite the fact that contrastive rhetoric
research has made prominent contributions to the understanding of similarities

and differences in rhetorical traditions across large cultures, it has studied little
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about the influence of immediate contextual factors (i.e. small cultures) on textual
features. L2 writing as a social activity, the central argument of intercultural

rhetoric research, is therefore expected to revitalise contrastive rhetoric research.

2.4 Writers’ Agency within the Relationship between Text and

Context

As discussed above, it is writers who construct the meaning of textual forms based
on the knowledge of rhetorical conventions, intentions and perceptions they bring
to the writing activity as well as on their interaction with contexts, including
pedagogic input. Writers’ agency is therefore central to understanding the writing
process, even in instructional settings. Here, it is understood as the interaction
between internal forces (writers’ knowledge of rhetorical conventions, intentions
and perceptions) and external forces (social contexts), which makes the social

practices of L2 writing meaningful and purposeful.

In EFL settings, there has often been only limited acknowledgement of novice
writers’ agency. However, one indirect manifestation of writers’ agency is shown
by evidence that L2 writers commonly transfer their knowledge of rhetorical
conventions across writing tasks in L1 and L2. Kobayashi & Rinnert (2008),
Connor & Mayberry (1996), and Uysal (2008) have investigated this transfer of
rhetorical structures in L1 and L2 writing. To study the impact of pedagogical
instruction on text construction in L1 (Japanese) and/or L2 (English) essay writing,
Kobayashi & Rinnert (2008) undertook an exploratory study where 28 first-year
Japanese university students were given intensive training on L1 and/or L2 essay
writing. The overall findings showed that bidirectional transfer of writing skills
occurred within the group of students who had both L1 and L2, and L1 only
intensive training, whereas the group of students who had only L2 intensive
training did not show any evidence of L2 writing rhetorical structures, such as a

position statement and a counter-argument, in their L1 essays.
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Connor & Mayberry (1996) did an exploratory study with the aim of investigating
the influence of writer’s “native culture and language on second language (L2)
acquisition, specifically those aspects of the culture reflected in rhetorical
conventions” (p. 231). One of their findings suggested that a range of rhetorical
constructions used by Finnish graduate students in English writing are
prototypical of Finnish writing, such as “the absence of thematic clarification” (p.
248). It is thus implied that without L2 writing instruction, L2 writers have the
tendency of doing one-way transfer from their L1 to L2 writing, in particular for

aspects of rhetorical conventions.

In contrast to one-way transfer from L1 to L2 writing, Uysal (2008) claims that
there is strong evidence of bidirectional transfer in L1 and L2 essay writing. Uysal
conducted a study among eighteen Turkish native speaker adults who formed a
heterogeneous group, in terms of their English proficiency. The results of Uysal’s
(2008) study tended to be more complex than those of Kobayashi & Rinnert (2008)
and Connor & Mayberry (1996). Uysal argued that there is evidence of both one-
way transfer and bidirectional transfer in L1 and L2 essay writing. For example,
the “frequent use of transition signalling” may be the evidence of one-way
transfer from English to Turkish, whereas “the separate example paragraph
patterns and having obscure and collections of topic sentences” may be the
evidence of one-way transfer from Turkish to English. More importantly, “overall
organizational patterns and coherence” may illustrate the existence of

bidirectional transfer across languages (p. 195).

In addition, direct transfer of lexical items or syntactical structures is the writing
strategy used most frequently by less proficient L2 writers. As shown in Wang &
Wen’s (2002) study, less proficient Chinese students used Chinese more
frequently to generate ideas and organise text in English essays than those who
are more L2 proficient. Liu & Braine (2005) found that Chinese L2 writers have
difficulties with cohesive devices and markers in English essays, like lexical
devices, citations of references and conjunctives, because they literally transferred
Chinese words and sentences into English. These behaviours can be explained

from a perspective of writer agency, as novice writers trying to compensate for
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their limited level of L2 proficiency (a small culture feature). However, the
transfer of rhetorical structures and linguistic features is problematic when “the
discourse practices L2 writers are expected to reproduce clash with what they
know, believe and value in their L1 writing” (Steinman, 2003, p. 80). In order to
avoid the risk of such experiencing cultural collisions, Steinman suggested that L2
writers could benefit from discussing the similarities and differences of
conventions of written discourse in L1 and L2 as well as sharing their L1 writing

experience with peers.

Salomon & Perkins (1989) state that near transfer and far transfer are two major
categories of the transfer of learning, depending on the similarities and differences
of the contexts and texts. Near transfer is known as low-road transfer, referring to
“automatic triggering of well-learned behaviour”, whist far transfer is associated
with high-road transfer, accounting for “intentional mindful abstraction”
(Salomon & Perkins, 1989, p. 113). For example, James’s (2010) article showed
that English-for-specific-academic-purposes (ESAP) can more readily lead to near
transfer and English-for-general-academic-purposes (EGAP) is associated with far
transfer. To investigate if learning outcomes of L2 students made in the EGAP
instruction can be transferred to different contexts and texts, James conducted a
case study, together with semi-structured interviews and the collection of
students’ written works. James suggested that L2 students who had EGAP
instruction transferred parts of learning outcomes to other different writing
contexts and texts, i.e. showed greater writer agency. However, this was also
influenced by a range of factors, such as disciplines and writing tasks. For
example, L2 students who are in the Humanities or the Social Sciences transferred
more frequently than those in the Natural Science. Rhetorical organisation was the
most frequently transferred category of learning outcome. As a result, it was
inferred that the nature of transfer is complex and the development of learner
agency in transfer depends upon a range of factors (here seen as aspects of small
cultures), such as individual needs for learning and learning contexts (James,
2010).
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The importance of the discussion above is that it must be “the students who are
empowered to make rhetorical decisions according to what they believe to be best
for their writing” (Kobayashi, 2005, p. 66). To highlight the importance of
writers’ agency within the reciprocal relationship between text and context is one
of the main themes in the present study. Tardy (2006), while carefully examining
L1 and L2 genre writing between practice-based and instructional contexts,
argued that a wide range of factors affect the development of one’s genre
knowledge, and consequently agency as a writer, including writing instructional
experiences, textual modelling, composing strategies and transferability. Tardy
therefore called for further studies as to how the same writers write when
traversing different social domains. Along with Kobayashi’s (2005) and Tardy’s
(2006) general emphasis on the importance of writers’ agency, it is important to
view L2 writers as individual agents because of individual writing experiences.
This will help our understanding of individual variation and creativity in textual

forms produced in a given social context.

2.5 Necessity of Integrating Intercultural Rhetoric Research into Genre
Theories

The preceding discussion about theoretical frameworks of genre theories and
intercultural rhetoric research aims at providing a framework for the present study.
Based on similarities and differences in rationale between these two influential
theories in L2 writing, it is a necessary to integrate intercultural rhetoric into genre
theories, in order to achieve a comprehensive understanding of nature of writing,
in particular in EFL contexts in the present study. The relationship between genre
theories and intercultural rhetoric research is construed as two sides of the same
coin, to further explain the complexity of interrelationship between text, writer

and context.

Genre theories and intercultural rhetoric research share a similar view that L2
writing is a social action where text, writer and context are elemental components.
Textual construction is a purposeful communicative activity in a particular given

social context, in which writers make use of language in order to achieve certain
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communicative purposes. Researchers in genre theories and intercultural rhetoric
research have taken different approaches to investigate the social processes of
multidimensional negotiation. Those of genre studies have emphasised not only
the relationship between linguistic features of text and context of situation, like
SFL and ESP, but also the social processes of writers’ rhetorical strategies for
fulfilling communicative purposes in social communication, like NR. In spite of a
wealth of contributions, genre theories have investigated little about the influence
of writers on genre writing within a given social context, in particular those whose
first language is not English (See e.g., Connor, 1996). On the other hand,
researchers in intercultural rhetoric research have extensively studied variation in
organisational patterns in a text and shifted their focus to study the influence of
multiple contextual factors on textual construction, including factors deriving
from both large and small cultures. However, the analysis of textual features in

intercultural rhetoric research has been limited.

The linking of intercultural rhetoric research to genre theories is important
because they are complementary to each other under the premise that L2 writing is
a social, purpose-oriented communicative activity. The lens of an integrated
framework of genre theories and intercultural rhetoric research has led the present
study to focus on (1) communicative purposes of genres, (2) textual features
consisting of generic structures (moves) and rhetorical features (steps), and (3)
influences of cultures (big cultures and small cultures, See Atkinson, 2004).
According to ESP approach, communicative purposes of genres are realised in
generic structures and rhetorical features. The rhetorical features are defined here
slightly differently from Swale’s definition (See discussion in Section 2.2).
Rhetorical features are realised as writers’ rhetorical strategies, which can be
embedded in move structures or appear at semantic, syntactic and
lexicogrammatical levels. In order to understand how writers construct generic
structure and rhetorical features (equal to genre-rhetorical construction in the
present study) in writing, the influences of large cultures and small cultures on L2
writers’ choice of language should be carefully considered. As we have seen,

large cultures denote L2 writers’ broad L1 cultural background, whilst small
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cultures are defined to include more immediate contextual factors and individual

experiences.

The decision to adopt an integrated framework of genre theories and intercultural
rhetoric research in the present study is influenced by evaluation of previous
studies of the two text types researched in this study: letters of job application and
argumentative writing. Many previous studies have investigated the generic
structures and rhetorical features of letters of job application and argumentative
writing. However such studies often assume a deterministic influence for large
culture on the writer. For example, the reciprocal relationship between text and
large culture is emphasised in Bhatia’s study (1993). Bhatia offered a cross-
cultural comparison of structural descriptions of job application letters in Western
and South-Asian cultures, pointing out that English letters consisted of “self-
promotion’ as an elemental move, which is atypical in South-Asian letters. This is
linked to the social context where letters of job application are used. In a Western
cultural context, job application letters are a means of selling their strengths to a
prospective employer (the reader), but those in a South-Asian cultural context are

used as an opportunity to simply attach a curriculum vitae (CV) (Bhatia, 1993).

With reference to letters of job application, Connor et al. (1995) also claimed
similar findings about the cross-cultural variation in job application letters
between US and Flemish in terms of pragmatic perspectives of the moves. For
example, a lengthy discussion on personal and professional experiences, and the
benefits for the hiring company appeared in American letters; in contrast, Flemish
letters are less informative about qualifications, offering shorter and general
statements instead (Connor et al., 1995). In addition, distinctive textual feature
identified between US and Flemish letters is how to make a request for an
interview. Writers in US letters were less direct than those in Flemish letters.

Along with Connor et al. (1995), Upton & Connor (2001) investigated how
Americans, Belgians and Finns employed politeness strategies for making a
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request for an interview or further contact and expressing politeness at the end of
the letters. It is claimed that American letters are characterised with formulaic
expressions, the function of which is “to couch personal desires and wishes
behind genre-accepted formulas.” Belgian letters are less confined to certain
linguistic patterns, showing a higher degree of individuality. The identified
politeness strategies in American and Belgian letters can be traced in Finnish
letters (Upton & Connor, 2001, p. 322). Hou & Lin (2011) conducted a cross-
cultural rhetorical analysis of internship cover letters between Canadian and
Taiwanese, in particular generic structure and politeness strategies within the
moves. With regard to generic structure, the most noticeable claimed difference
between Canadian and Taiwanese letters is the move of describing the benefit for
the hiring company; over 50% of Canadian letters contained explicit statements
about it, but only 30% (8 out of 26) Taiwanese letters described it, in only a few
words (Hou & Lin, 2011). As for the politeness strategies, Canadian and
Taiwanese used different politeness strategies in their job application letters for
making a request for an interview or further contact and expressing politeness at
the end of the letter, as in Upton & Connor’s study. Drawing from the findings of
Upton & Connor’s and Hou & Lin’s studies, it may be inferred that English-native
speakers tend to make their job application letters more informative about
individual qualifications. Moreover, the job application letters written by English-
native speakers were claimed to have linguistic features for politeness strategies
that were distinctive from those who are non-English native, like the frequent use
of formulaic expressions. To sum up, in all of these studies, claims are made
about the influence of strongly bounded ‘large culture’, while within-group

variation and the influence of small cultures are neglected.

In argumentative writing, studies can also be found which attribute differences in
student performances to the influence of ‘large culture’. For example, Wu &
Rubin (2000) claimed that Taiwanese students influenced by their L1 cultural
background frequently used linguistic features, such as proverbs, expressions of
humaneness and collective virtues, in English argumentative essays. On the other

hand, the arguments presented by American students in their essays were
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characterised with a high degree of individualism and directness, which are said to

be rated of low value in Chinese rhetorical tradition.

However, other studies of argumentative writing acknowledge the influence of
some aspects of small culture. Gilbert (2004) compared argumentative essays
written by Japanese EFL students and Australian English native speakers at an
Australian university. Textual analysis was applied to investigate the
macrostructures and microstructures of writing by the two groups. According to
Gilbert, the macro-structural level of text refers to

“the ability to establish a focus of argument by raising key points of argument that are

closely related to the main issues contained within the essay question and by employing

chains of embedded arguments to formulate appropriate depths of discussion in relation

to these points are strong indicators of successful argumentation in student writing” (p.
59).

A microstructural organisation refers to “the Claim-Data complex”, the primary
unit of argument structure (p. 61). It is interestingly noted that writers from both
groups whose argumentative essays were marked with good scores formulated
strong macro-structural and micro-structural organisations. Moreover, while
offering evidence to support their positions, both groups of writers used facts and
logical explanations frequently, but rarely recounted their personal experiences.
Regarding the complexity of sub-claim structures, Japanese students however
were found to be weaker than Australian students, an outcome which could be
attributed to lesser English proficiency (viewed here as a “small culture’ factor).

Likewise, based on Toulmin’s model of argument, Cheng & Chen (2009) studied
the similarities and differences between Taiwanese EFL undergraduate students
and American undergraduate students in terms of development of arguments
through the use of various rhetorical structures. The study was quite complex
because of the involvement of both between-group and within-group comparisons.
In comparison to their American counterparts, Taiwanese EFL students’ English
argumentative essays were less competitive in terms of “complexity of argument

size (including a claim and data)”, and quantity of optional structures (p. 42).
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Nevertheless, Taiwanese EFL students used optional structures more frequently
and diversely in their Chinese than English argumentative essays, suggesting once
again that language proficiency (a small culture feature) was affecting their EFL

performance.

In contrast to between ethnic groups, Hirose (2003) conducted a within-group
study. Hirose investigated the rhetorical organisation of argumentative writing
produced by Japanese EFL undergraduate students in L1 (Japanese) and L2
(English), in terms of location of main ideas, macro-level rhetorical patterns and
presence or absence of summary statements. Regarding the location of main ideas,
Japanese EFL students tended to write their English argumentative essays
deductively, stating the thesis statements at the beginning of the text. Their
Japanese argumentative essays, however, were found to be mixed with deduction
and induction. With reference to the macro-level rhetorical patterns, they had a
tendency for enumerating the evidence to support their positions in both English
and Japanese, but showed greater variations in Japanese (L1) writing. The
majority of writers regarded a summary as a requisite component in both L1 and
L2 writing. It was therefore concluded that although some differences of
rhetorical organisations in argumentative essays written by Japanese EFL students
in Japanese and English could be discerned, overall, there was a high degree of
similarities shared between them (Hirose, 2003). The author concludes by
downplaying the influence of supposedly competing large cultures on student
writing in English and Japanese, and stressing the importance of small culture

factors such as prior instructional experience and beliefs about good organisation.

As illustrated in this chapter and discussed in later Chapters 4, 5 and 6, connecting
intercultural rhetoric research to genre theories as the foundation of framework
allows the present study to understand L2 writing in an EFL context as a social,

contextual, cultural, and purposeful communicative activity.
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Chapter 3 Methodology

This chapter concerns the employment of mixed methods in the present study in order
to answer two main research questions, which shed light on the influence of Taiwanese
EFL students’ writing instructional experiences on their genre-rhetoric construction in
specific intercultural genres. Two academic institutions located in Southern Taiwan and
two groups of Taiwanese EFL students who are novice L2 writers were selected, and
students’” writing, student questionnaire and student interviews were collected and
analysed. The research design of combining quantitative and qualitative data was
expected to provide substantial insights for understanding the influence of writers’
writing instructional experiences, construed as small cultures, on their genre-rhetorical
construction in intercultural genre writing, together with the influence of writers’

knowledge about L1 rhetorical tradition.

The following discussion presents the research questions, details of research sites and
participants, details of collection of data including students’ writing, a student

questionnaire as well as student interviews, and the procedures of data analyses.

3.1 Research Questions

Two research questions, which consisted of three sub-questions respectively, were
proposed for exploring how Taiwanese EFL students constructed generic structure and

rhetorical conventions in intercultural genre writing. They are listed below.

Research question 1

How did Taiwanese novice EFL students’ genre-rhetoric construction vary when

composing a letter of job application in Chinese and English?

1.1 What were the generic components employed by Taiwanese novice EFL students
writing a letter of job application in Chinese and English? How did Taiwanese

novice EFL students articulate their intentions of deploying them?

1.2 What were the politeness strategies employed by Taiwanese novice EFL students

writing a letter of job application in Chinese and English? How did Taiwanese
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novice EFL students elucidate the communicative purposes of the pragmatic

strategies?

1.3 To what extent did Taiwanese novice EFL students’ writing instructional
experiences in Chinese and English influence their genre-rhetoric construction when

writing a letter of job application in Chinese and English?

Research question 2

To what extent did Taiwanese novice EFL students construct genre-rhetoric
conventions in argumentative writing in Chinese and English after gaining three months

of English writing instruction?

2.1 How did the organisation of component moves vary in Taiwanese novice EFL
students’ argumentative writing in Chinese and English after they gained three
months of English writing instruction? How did Taiwanese novice EFL students

articulate their intentions of deploying them?

2.2 How did the manifestation of cultural values embedded in linguistic features in
Taiwanese EFL students’ argumentative writing vary between Chinese and English
after they gained three months of English writing instruction? How did Taiwanese
novice EFL students interpret their decisions of using linguistic features

characterised by culture-specific values?

2.3 To what extent did Taiwanese EFL students’ writing instructional experiences in
Chinese and English influence their genre-rhetoric construction when composing

argumentative writing in Chinese and English?

The study aimed at investigating the influences of multiple cultural forces on novice
EFL writers’ rhetorical decisions and generic structures, in particular the influence of
small culture factors, when they dealt with intercultural genre writing in different social
contexts. Two research questions, consisting of 3 sub-questions each, were proposed as
goals for the study. EFL students’ generic construction, rhetorical features and reported
writing instructional experiences were the main themes shared by the two research
questions. One research question investigated genre-rhetoric constructions in a job

application letter, whilst the other looked at those in argumentative writing. The purpose
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of choosing these two different genres was based on the premise that multiple factors
can affect writers’ decisions on written discourse, which vary according to social
context where text is produced and used. A job application letter is widely used for an
interview in the real world, whereas argumentative writing is one of the basic writing
styles commonly taught and practiced in educational contexts. It is assumed that due to
past instruction, Taiwanese novice EFL students are more familiar with writing
conventions in argumentative writing than those in a letter of job application. This study
therefore had expectations to further explain the influences of multiple factors on L2

writers’ approaches for different genres in an EFL context.

3.2 Participants

Two classes of Taiwanese novice EFL students from different universities participated
in the present study. Those who composed the letter of job application were English-
major freshmen in National Kaohsiung University (hereafter NKU), whilst those who
wrote argumentative writing were second-year students in Private Kaohsiung University

(PKU) who are double-major in languages.

One class of 50 novice EFL students who are freshmen and English majors in the
department of applied foreign languages in NKU participated in the present study.
There were 47 female and 3 male students, whose ages were between 18 and 20. The
majority had taken an English composition test in University Entrance Examination and
a few were recommended students through special admission quotas programme.
Regardless of the type of access to university, they all had acquired general English
writing proficiency in senior high school. In NKU, it was mandatory for them to take 3-
hour English writing courses per week in the academic semesters of the first-year,
mainly focusing on how to do brainstorming before writing and how to write a hook to
attract the reader’s attention. Detailed information about the participants is provided
later in section 4.3, including their academic background, instructional experiences

across Chinese and English, and individual writing difficulties.

The other class who participated in the present study consisted of 50 novice EFL

second-year students studying at PKU. They were aged between 17 and 19, and all
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double-language majors, either English as major and other foreign languages ranging
from Japanese, German, Spanish or French as minor or the reverse because students
enrolled in the department of 5-year Junior College at PKU are required to major in two

languages before upgrading to fourth-year.

By the time of their participation, they had had one-year and two-month experiences of
receiving general English writing instruction. In the first-year English writing course,
they were instructed on how to write complete English sentences and use these correctly.
In the beginning of the second-year, they had 3-hour classes for English reading and
writing per week, primarily spending two hours on reading through the modelled texts
provided in the teaching material and familiarising themselves with the overall structure
of the text, new vocabulary, conjunctive words and phrases. After that, they had one
hour to reproduce a similar text in English with peer discussion, attempting to replicate
the structural organisation and to use new vocabulary or conjunctive words or phrases in
the source texts. When this study was carried out, they had had the experience of
producing two English argumentative essays as assignments and just finished the mid-
term examination. Information about their academic background, writing instructional
experiences in Chinese and English, and individual writing difficulties is presented in

section 5.3.

Regardless of the fact that the inclusion of the two groups was mainly associated with
limited access to academic institutions, their participation for the present study was
quite positive for understanding how Taiwanese novice EFL or inexperienced L2
writers dealt with genre writing in different cultures and social contexts. Close attention
has to be paid to the variety of influencing factors, which may provide deeper insights
into Taiwanese novice EFL students’ genre-rhetoric construction in intercultural genre
writing. As discussed in Chapter 2, two groups of participants constituted a cultural
heterogeneous group in this study. Chinese traditional rhetoric is an aspect of the large
culture, which may influence some features of their texts. However, variations of textual
features may also be expected to appear, which can be connected to the influence of
aspects of classroom or student cultures, such as writers’ familiarity with genre writing,
their language proficiency and interactions between writers and the social context where

writing is produced (i.e. the classroom or other social settings).
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3.3 Research Method: Mixed Methods Research

Both quantitative and qualitative methods are traditional paradigms of research methods
in applied linguistics, but more and more researchers in applied linguistics tend to use
both research methods in their research, which is acknowledged as mixed methods
research, the third paradigm of research methods (D&rnyei, 2007). The general and
fundamental distinction between quantitative and qualitative oriented research appears
to be that the former is characterised with numerical data and the latter is interested in
non-statistical data. Mixed methods research encompasses both numerical and non-

statistical data.

Mixed methods research was explicitly initiated by Campbell and Fiske (1959, cited in
Teddlie & Tashakkori, 2003), who introduced a “multitrait-multimethod matrix,”
applying more than one research method to conduct research inquiries in a single study.
The most prominent feature of mixed methods research is triangulation, which was
proposed by Denzin (1978, cited in Teddlie & Tashakkori, 2003), referring to the use of
multiple research methods to study the same social phenomenon. The concept of
triangulation was further redefined by Jick (1979, cited in Teddlie & Tashkkori, 2003),
denoting that the weakness of a research method can be minimised by the strength of
another method. The purpose of triangulating the data attained from multiple methods is
to ensure the validity of research, but it is worth noting that how to “interpret any

divergence in the triangulated findings” remains challenging (Dornyei, 2007, p. 165).

In terms of knowledge claims, Creswell (2003) summarised that the quantitative method
Is known as positivism or post-positivism, referring to the fact that the development of
knowledge is through “careful observation and measurement of the objective reality that
exists “out there” in the world” (p. 7), whereas the qualitative method is understood as
constructivism, referring to the fact that the development of knowledge is through
interactions with individuals who attempt to understand the world they live through
their own historical and cultural lenses. Mixed methods research is termed pragmatism
by Howe (1988, cited in Teddlie & Tashakkori, 2003). According to Wheeldon and
Ahlberg (2012), the pragmatic view of using multiple methods allows researchers to

“consider the value of consensus or intersubjective agreement about various beliefs as a
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means to understanding provisional or conditional truths” (p. 118). In the same vein,
Creswell (2003) pointed out that one of the important features of mixed methods
research is that a researcher can attend to both quantitative and qualitative methods in

order to fulfil different purposes and needs.

Since the purpose of mixed methods research is to expand the understanding of a
complex phenomenon from different angles and to provide elaborate and
comprehensive findings that are triangulated from multiple methods (Dornyei, 2007),
mixed methods research is considered to be the best choice of research method for the
present study. It aimed at investigating the influence of a range of large and small
cultures on Taiwanese novice EFL students’ genre-rhetoric construction in particular
genres in L1 and L2, such as the conflict of rhetorical expectations between previous
and current writing instructional experiences. In order to fulfil the research purpose,
quantitative data obtained from textual analysis and a student questionnaire, and
qualitative data obtained from interviews, were important sources for attempting to offer
a holistic perspective on how novice EFL students made their decisions on the genre-

rhetoric construction when dealing with intercultural genre writing.

The research design of the present study consisted of three phases. The first phase
aimed at the collection of both quantitative and qualitative data, the second phase
analysed the quantitative data prior to the qualitative data, and the last phase involved
integrated interpretation of the analysis of the entire data set. Such a sequence of data
collection and analyses originated in the “sequential explanatory design” presented in a
visual model with notation of figures in Figure 3 (Creswell, 2003, p. 213 & 214).
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Figure 3 Sequential Explanatory Design

Quan - 5 Quial
Quan Quan Qual Qual Interpretation
Data —» Data Analysis —» Data — Data Analysis — of Entire Analysis
Collection Collection

The notation of figures in the visual presentation:
e A “3p“indicates a sequential form of data collection.

o Capitalization indicates an emphasis or priority on the quantitative or qualitative
data and analysis in the study.

e “Quan” and “Qual” stand for quantitative and qualitative, respectively.
e Boxes highlight the quantitative and qualitative data collection.

According to Creswell (2003), sequential explanatory design is the most straightforward
research design. The quantitative data obtained prior to qualitative data has the function
of assisting in the interpretation of qualitative data. The process of interpreting the
whole data set is described as “adding flesh to the bones” (Dérnyei, 2007, P. 171).

Although the strength of sequential explanatory design is straightforward, the major
weakness of this design is associated with the length of time for data collection and
analysis in separate phases (Creswell, 2003). Thus, there was a slight modification of
the sequential explanatory design adapted in the present study in that the collection of
both quantitative and qualitative data had been accomplished prior to the analysis of the
entire data. The adjustment occurred due to the limited time of data collection
constrained by the teachers and the participants. Due to the concern that both groups of
participants had intensive curricula and fixed timetables, both teachers kindly managed
to spare limited time for the present study. The one in NKU made use of the last two
weeks in the academic semester, including one for delivering the assigned writing task
to the students and the other for collecting their writing and implementing the

questionnaire with the researcher in the classroom. The interviews with students were
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done through one-to-one conversation and accomplished in the last week of the
semester. Similarly, the group of participants in PKU were assigned the writing task and
accomplished it in the classroom in the week before the final examination. The

interviews with them were carried out after the completion of the writing task.

The mapping of research questions onto multiple methods in this study for the gathering

and the analysis of the data is shown in Figure 4 below.

Figure 4 Mapping of Research Questions onto Multiple Methods

Research QQuestions
Which Simdlarities and
Research Question 1: Ex plored using found differences of
Construc tion of 2 Generic Textual Analpsis ———p Cenfe-Rhetotic
Structurz in a particular genrs of (Quantitative) Construction in
writing it Chinsze and English Chitese and English
'y
1
1
Research Question 2: Ex plored using |
The use of Rhetorical Features of Stiedents " Interviews !
in a particular genrs ofwrifing in (Qualitative) (To further explicatz
Chinese and English these findings)
1
|
I
Explored using a Simdlarities and
N Student —y differences of
Novier EFT enadents reporied  ————pQulstionnair waiting fnsiuctional
: - o P {Qualitative) Whizh EXpErisnces in
instructional experiences of found Chifiese and English

writing in Chinese and English

Figure 4 represents the rationale for the research questions and the use of multiple
methods in the present study. As shown in the left column, the design of the study
involved three main research questions for exploration, referring to the generic structure
and rhetorical features of a particular genre of writing, and the investigation of novice
EFL students’ reported writing instructional experiences. Textual analysis, students’
interviews and a student questionnaire shown in the middle column were used for
generating information. Research questions 1 and 2 were explored using textual analysis,
whilst a student questionnaire was carried out for research question 3. At the same time,
additional information was obtained in the interviews concerning the three themes.

After collection and analysis of the whole data set, quantitative information revealed
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similarities and differences in EFL students’ genre-rhetoric construction in intercultural
genre writing, and reported writing instructional experiences in Chinese and English.
The results of research questions 1 and 2 showed “what” Taiwanese novice EFL
students wrote about in their texts. They were further interpreted by the results of
research question 3 and the qualitative data from the students’ interviews to understand
“why” they constructed genre writing in particular ways. The combination of
quantitative and qualitative data is preferred in much writing research in order to “gain a
more complete picture of a complex reality” (Hyland, 2010, p. 195).

Texts, questionnaires and interviews are methods commonly used in writing research
(Hyland, 2010). The justifications for the use of textual analysis, a student questionnaire

and students’ interviews in this study are discussed in the following sections.

3.3.1 Textual Analysis

The decision to use textual analysis arose from the fact that “a major source of data for
writing research is writing itself; the use of texts as objects of study” (Hyland, 2010, p.
198). In this study, the analysis of EFL students’ written discourse aimed at
investigating their knowledge about the communicative purpose of genre writing via the
analysis of their genre-rhetoric construction and discussing the influencing factors on
the textual features. This is in line with Paltridge & Wang’s (2010, p. 257) opinions
about the aims of textual analysis, as follows:

a) “knowledge about language beyond the word, clause, phrase and sentence that is needed for
successful communication.”

b) “the relationship between language and the social and the cultural contexts in which it is
used.”

It was hoped that the investigation of EFL students’ organisation of generic structure in
particular genres, based on an ESP approach, would provide information as to how they
organised texts for a particular communicative purpose. In addition, the study of the
influence of culture on EFL students’ written discourse was one of the research foci
because both large and small cultures could affect the ways in which they wrote in L2.
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The exploration of cultural influence on rhetorical features was based on contrastive
rhetoric studies. In order to expand the scope of this study, the decision to use two
genres emphasised the influence of context in determining how EFL students worked in
different genres that had a specific communicative purpose in response to different

social contexts. Based on the preceding reasons, textual analysis was therefore adopted.

3.3.1.1 Students’ Chinese and English Writing Prompts and Collections of Their

Essays

There were two groups of novice EFL students composing specific intercultural genres
in the present study. Those in NKU dealt with a letter of job application as a take-home
assignment and those in PKU composed argumentative essays in the classroom. The
collection of novice EFL students’ intercultural writing of specific genres was to
facilitate the analysis of genre-rhetoric construction found in the texts, which accounted

for the organisation of generic components and rhetorical preference of genres.

The choice of these two genres for study of genre-rhetoric construction in students’
writing aimed firstly at investigating the influence of writing instructional experiences.
Argumentative writing had received considerable attention in the classroom, while job
application letters had not. It was hypothesised that argumentative writing particularly
in Chinese, might reflect the influence of local ‘large culture’, e.g. through the
appearance of collectivist cultural values underlying the choice of linguistic features.
However it was also hypothesised that such influences might be two-way, e.g. it was
possible that Western ‘large culture’ values such as individualism might influence
argumentative writing in both English and Chinese. Finally, it was hypothesised that the
explicit teaching of argumentative writing in the EFL classroom may result in a high
level of unity of generic components in English, and may also have an impact on the

generic structure in Chinese argumentative writing.

Regarding job application letters however, it was hypothesised that the influence of
writing instructional experiences may tend to be limited because this genre was not

highlighted in the classroom. It was hypothesised that when the influence of novice EFL

61



CHIA-HSIUNG CHUANG CHAPTER 3

students’ writing instructional experiences tended to be weak, the influence of their L1
cultural background as well as other small culture factors such as the social context
where the text is written, or peer influence, may impact on the expressions of cultural
values, and that this would be reflected through the use of specific linguistic features,
such as expressions of politeness. The coding scheme for analysing generic
components and cultural values in the intercultural argumentative writing is provided in
the section 3.4.1.2.

50 novice EFL students in NKU were assigned a writing task on the topic “Write a
letter of job application in Chinese and English. The word limitation is at least 150 in
both languages”, which was collected in the week before the final examination. The
agreement on the letter of job application as the writing task was reached between the
researcher and the teacher, Susan, who has had more than 10-year experience of
teaching university students English writing. According to Susan, how to write a good
impressive letter of job application is quite important, but it receives less attention in
English writing instruction and also in Chinese writing instruction. Without explicit
instruction from the teacher, novice EFL students may have limited knowledge about
generic components and politeness strategies in intercultural letters of job application
and therefore resort to the use of translation as the major writing strategy (Sasaki, 2004).
However, it was still felt that the similarity of the assigned writing task in Chinese and
English may have its advantage for understanding how novice EFL students perceive
the relationship between communicative purpose and genre-rhetoric construction of a
particular untaught genre, in both L1 and L2. The coding scheme for analysing genre-
rhetoric construction in the intercultural letters of job application is provided in the
section 3.4.1.1.

50 novice EFL students in PKU were required to present their arguments about different
topics in Chinese and English in the classroom and the writing tasks were completed
with an interval of a week in the end of the semester. The writing prompt in Chinese
was “ LERBKBENBEHEIL ., Bt 8B E RN E B H T EEE. £
200 %, ” (“The population who learn English have been increasing globally.

Please write down your opinions about the importance or unimportance of learning
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English. Write at least 200 words.”), whereas the one in English was “Write down your
arguments about offering people help. Give at least three reasons, use 5 new
vocabulary and the conjunctive words or phrases learned from the reading material.
Write at least 120 words.” The topic in Chinese argumentative writing was agreed
between the writing teacher and the researcher. Because it was closely related to
students’ current English learning experience, it would be easier for them to talk about
their opinions. The writing topic in English was assigned by the English writing teacher
because it was part of the routinised in-class writing practice of the semester, during
which this study was carried out. In this semester, novice EFL students were taught to
write one-paragraph argumentative writing in English, including stating a topic sentence
at the beginning of the text, giving three supporting arguments joined by conjunctive
words or phrases and using new vocabulary. Moreover, the English argumentative
writing had to be formally assessed by the teacher so that there were explicit
requirements students were expected to achieve in the writing prompt, which did not

appear in Chinese.

The comparison of genre-rhetoric construction in students’ intercultural argumentative
writing aimed at investigating the influence of writing instructional experiences. It was
assumed that the explicit teaching of argumentative writing may result in a high level of
unity of generic components in English and have an impact on the generic structure in
Chinese argumentative writing. Regarding the manifestation of cultural values through
the examination of specific linguistic features, the influence of writing instructional
experiences may tend to be limited because it was not highlighted in the classroom.
Therefore, it might be suggested that when the influence of novice EFL students’
writing instructional experiences tended to be weak, the influence of their L1 cultural
background and other influencing factors, such as the social context where the text is
written, may be likely to have strong impact on the expressions of cultural values
through the use of specific linguistic features. The coding scheme for analysing generic
components and cultural values in the intercultural argumentative writing is provided in
the section 3.4.1.2.
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3.3.2 A Student Questionnaire

Questionnaires have been one of the most common research methods in the social
sciences due to the “cost-benefit considerations.” (Dornyei, 2010, p. 6). According to
Daornyeli, questionnaires have the advantage, allowing researchers to systematically
collect a massive amount of information in a short period. A questionnaire can be
conducted by a researcher or other people, which has limited influence on its validity
and reliability. In addition, the results of questionnaires can be easily quantified by the
use of a software package. However, there are also some potential disadvantages. First
of all, an ill-constructed questionnaire may elicit simple and superficial answers.
Secondly, respondents skip some questions if they feel less benefited or motivated or
the questions are difficult to understand in a questionnaire. Thirdly, fatigue effects occur
if a questionnaire is too long for the respondents. Lastly, after the questionnaire has
been implemented, the researcher has little chance to confirm the answers with the

informant when s/he notices erroneous responses.

Questionnaires are widely used for eliciting self-report information from informants in
writing research (Hyland, 2010). A questionnaire was beneficial in this study for
collecting information about reported writing instructional experiences in both Chinese
and English among the 100 novice EFL students in a systematic manner. In order to
elicit valid answers from respondents and to eliminate fatigue effects, a Chinese version
of the questionnaire was used to improve the informants’ understanding of questions. A
talk between the researcher and respondents was carried out to increase motivation. The
design of the questionnaires utilised mainly closed questions, with a few open-ended

questions because interviews sought to elicit more detailed information.

3.3.2.1 Design of Student Questionnaire

A questionnaire is a research technique, the purpose of which “is to collect a
considerable amount of data from a wide ranging population and make generalizations
from the findings” (Basit, 2010, p. 78). A questionnaire is conducive to eliciting factual
information, personal beliefs, values, attitudes and behaviours of the participants

through different question types (Dornyei, 2007).
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The design of a questionnaire can be a very demanding task for a novice researcher who
is not equipped with professional knowledge of item wording, types of questions,
developing and piloting questionnaires; consequently, it is allowed for a novice
researcher to draw on the design of questionnaires in previous similar studies (Dornyei,
2007). Following this perspective, the design of the questionnaire in the present study
was based on previous studies, including Uysal (2008) as the main source and Mohan &
Lo (1985) as the minor source, with slight adjustment in order to serve the purpose of
research questions in the present study (See Appendix Il1). The questionnaire used in
Uysal’s study was deemed as an appropriate example for the present study for its
intention of examining the existence of bidirectional transfer of L2 writers between their
L1 and L2 writing, which is a major focus in the present study. Another key issue was
the contextual influence on rhetorical preferences in L2 writing, which is termed as
developmental factors by Mohan & Lo (1985). The design of the questionnaire in the
present study therefore was integration of the questions appearing in Uysal’s and
Mohan & Lo’s studies.

The questionnaire in the present study contained both factual and behavioural questions.
The purpose of factual questions aimed at providing general understanding of personal
information and English proficiency of the participants, whereas the behavioural
questions intended to investigate their writing experiences across Chinese and English,
including writing instructional experiences and writing difficulties. Due to the large
number of questions in the questionnaire and the consideration of time for carrying out
the questionnaire, attitudinal questions that explore EFL students’ beliefs and attitudes
toward English and Chinese writing were eliminated. However, attitudinal questions

were essential components in the interviews.

3.3.2.2 Description of Questionnaire Items

The design of questions in a questionnaire can be generally characterised by the use of
closed questions and open ended questions. Closed questions include dichotomous
questions, multiple choice with either single response (category) or multiple response

(list), ranking questions, rating questions, matrix or grid questions, and quantity
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questions (Basit, 2010), whereas specific open questions, clarification questions,
sentence completion and short-answer questions are the four main types of open ended
question (Dornyei, 2007). Closed questions are preferable than open ended questions in
the questionnaire due to the fact that people prefer to talk more than to write (Basit,
2010); as a result, a large number of open ended questions in the questionnaire may
have negative impact on the willingness of the participants (Basit, 2010). Therefore, the
majority of questions in the questionnaire in the present study were closed questions
with a few open ended questions.

The format of the questionnaire was constructed with four main parts (See Appendix
I11). The first part is Personal Information, eliciting general information on the
participants’ academic studying experience. The second part is English Language Level,
investigating their current English proficiency. The third part is Experience with
English Writing Instruction, getting an overview of information about the participants’
English writing instructional experiences, and the writing process, including paragraph
organisation, lexical and syntactic concerns, teacher feedback and writing difficulties.
The fourth part is Experience with Chinese Writing Instruction where the structure of
questions, apart from the question of translating words or ideas, was identical to those in
the third part. The paragraph at the end of the questionnaire is to inform the participants
of the confidentiality of the data and to further invite volunteers to participate in

interviews.

Part I: Personal Information

Questions 1 to 4 are factual questions in part I. Questions 1 to 3 are closed questions
and question 4 is a short-answer question. Question 1 is an indication that the
participants are eligible for participating in the questionnaire without their parents’
guardianship. Question 2 is to ask their gender although the issue of gender in L2
writing is not a main focus in the present study. Questions 3 to 4 are about their
academic background, illustrating their academic year and their majors in the academic

institution.
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Part I1: English Language Level

Questions 1 to 4 in part 11 are factual questions. Questions 1 to 3 are closed questions
and question 4 is a short-answer question. Question 1 is associated with the length of
studying English. Question 2 in part Il is similar to question 3 in part I, but they differ
from each other due to the fact that it puts the answers from students who may be
suspended for reasons and return to schools into consideration. Questions 3 and 4 are
about participants’ current English proficiency and question 4 has an additional function
as corroborating the answer from question 3. For example, a student may claim that
his/her English proficiency is advanced, but he/she couldn’t offer valid evidence in

question 4. That may result in the decrease of reliability of his/her answer to question 3.

Part 111: Experience with English Writing Instruction

There are 15 questions in part 111, aimed at investigating the participants’ English
writing instructional experiences, writing process and writing difficulties. Question 1 is
a rating question where they need to evaluate their current English writing levels by
themselves. Question 2 is a quantity question, eliciting the years of receiving formal
English writing instruction. The definition of formal English writing instruction
excludes the activities of receiving language drill training, such as exercises on
grammar or vocabulary. Question 3 is a list question, figuring out the types of genres
taught in the classroom. Question 4, a sub-question of question 3, is a ranking question,
requiring participants to rank the frequency of answers provided in question 3. It is
specially tailored for the participants in the present study because of the consideration
that they may be more familiar with text types rather than the concept of genre. Note
that the notions of genre and text types, with reference to written discourse, correlate to
each other in the extent to which genre sets up an occasion within which the purpose of
communication can be achieved effectively as the meanings are expressed in the
conventional rhetorical styles known as text types that can be recognised by a particular
discourse community (Biber, 1989). The notion of text types therefore is subordinate to
the notion of genres and was expected to increase participants’ comprehension of the

intentions of the questions in the questionnaire.
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Question 5 is a list question, investigating the types of teaching methods in the
classroom. Question 6, a sub-question to question 5, is a ranking question, requiring
participants to rank the frequency of answers provided in question 5. Question 7 is a list
question, investigating the features of writing that English writing instructors emphasise.
Question 8, a sub-question to question 7, is a ranking question, seeking what are the
most and the least emphasised among the answers in question 7. Question 9 aims at
exploring how participants organise paragraphs in English writing. It is an open ended
question, making them recall the memories of what they have been taught about
paragraph organisation in English/Chinese writing. Questions 10 to 14 are category
questions, investigating participants’ writing process, such as the aspects of grammar
and lexical choices, translation and teacher feedback. The final question, question 15, is
a list question, intending to understand individual’s difficulty with English writing.
Figure 5 below is the summary of the design of the questions in part 111 of the

questionnaire.

Figure 5 Summary of the Design of Questions in Part 111

Number of Questions | Number of
Purpose of Questions Main Questions Questions Types of Questions
Sub-questions
Current English Writing Question 1 Rating Question
Level
Formal Writing Instruction | Question 2 . .
in English Quantity Question
uestion 3 List Question
Genres in the classroom Q . Q .
Question 4 Ranking Question
uestion 5 List Question
Teaching Methods Q . Q .
Question 6 Ranking Question
Criteria for evaluation of | Question 7 List Question
English Writing Question 8 Ranking Question
L . Open Ended
Paragraph Organisation Question 9 Question
Writing Process Quest!on 10 Rat!ng Quest!on
grammar and lexical Question 12 Rating Question
:c:hodlges End teacher Question 13 Rating Question
eedback) Question 14
Individual Difficulty in . List Question
English Writing Question 15
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Part IV: Experience with Chinese Writing Instruction

Questions in part IV of the questionnaire were designed for understanding participants’
Chinese writing instructional experiences and all the questions were identical to those in
Figure 5 with the slight change that the word “English” is substituted by “Chinese”. For
example, question 1 in the part I11 Rate your current Writing level in English on a scale
of one to ten was reformulated as Rate your current Writing level in Chinese on a scale
of one to ten as question 1 in the part IV. In addition to the wording substitution,
question 10 in the part 111 was completely discarded in part IV because Chinese is the
first language of the participants. The question of translating ideas into Chinese

therefore was meaningless and redundant.

3.3.2.3 Administration of Student Questionnaire

The student questionnaire was delivered to the two participant groups in the classroom
shortly after the completion of the assignment writing tasks. Before they worked on it,
the researcher, who received permission from the teachers, had spent approximately 10
minutes on explaining the purpose of using the questionnaire in the present study. This
face-to-face interaction was expected to reduce the risk of misunderstanding the
questions and put emphasis on the concept of “writing experiences” in parts Il and 1V,
which should refer to formal writing instruction rather than the exercises on lexical or
grammatical accuracy. Meanwhile, the participants were told that they had the right to
ask questions if they did not understand the questions and formally informed about the
confidentiality of the data that was highly secured. Given the fact that the questionnaire
administration procedure is associated with the quality of elicited responses (Dornyei,
2007), the explanations of the intentions of the questionnaire and participants’ rights

were done in Chinese. About 40 minutes was allowed for questionnaire completion.

3.3.3 Interviews

3.3.3.1 Characteristics of Interviews: Definitions, Advantages and Disadvantages

The last measure for data collection in the present study is interviews. These are the
most frequently used method in qualitative inquiries (Dérnyei, 2007) and beneficial for

exploring interviewees’ perspectives. An interview can be defined simply as a
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purposeful conversation or specifically as a means of information gathering (Berg,
2007). Kvale (1996) provides a more succinct definition of interviews that “An
interview is literally an interview, an inter-change of views between two persons
conversing about a theme of mutual interest” (Kvale, 1996, p. 14). Berg’s notion of
“information gathering” is explicitly refined in Kvale’s perspective as a means of
sharing similar or different opinions about a matter of mutual interest between, at least,
two people through verbal interactions. Following Kvale’s definition, Hobson &
Townsend (2010) pointed out that

“Research interviews are normally conducted on a one-to-one basis involving a single
interviewer and a single interviewee” or sometimes “in a ‘group interview’ —that is, an
exchange of views between an interviewer and several interviewees” (p. 224).

However, Richards (2003), while Kvale’s definition is broadly embraced by researchers,

reminds that

“In interviews we are concerned only with encouraging the speaker, not with putting our own
point across, so the skills we need are still collaborative but they are focused on drawing from
the speaker the richest and fullest account possible.” (p. 50)

In Richards’s words, although an interview is a collaborative activity between the
interviewee(s) and the interviewer, the targeted goal of conducting an interview is the
gaining of the speaker’s account without attention to the interviewer’s perspectives.
However, in reality, it is natural that an interviewer and an interviewee (s) may
sometimes take turns during the process of interviews, allowing the interviewee (S) to
ask questions. In summary, an interview therefore is a social context where both
interviewer and interviewee(s) are able to share and discuss individual’s perspectives of
the real world. (Cohen et al., 2000).

The typology of interviews is not consistently agreed by a range of researchers. For
example, Dornyei (2007) includes multiple sessions, structured interviews, unstructured
interviews and semi-structured interviews as the four major types of interviews.
Fraenkel & Wallen (2008) list structured interviews, semi-structured interviews,
informal interviews and retrospective interviews in their categories of interviews.
Hatch’s (2002) classification of interviews includes informal interviews, formal

interviews and standardized interviews. According to Hatch, informal interview is
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frequently used alongside observations, aimed at seeking clarifications of information
observed on the spot, whereas formal (semi-structured) interview is characterised by
flexibility, allowing the researcher to conduct the interview with guiding questions and
probe into interviewees’ response. In light of the research questions of the present study,
informal (semi-structured) interview was adopted to understand EFL students’

perspectives about writing in Chinese and English.

Regardless of different typologies, research interviews share a range of advantages and
disadvantages in general. Research interviews allow the researcher to find out a wider
range of issues, to attract higher understanding of questions, to probe into informants’
responses and to increase response rates, which are woven interchangeably in the
process of interviewing (Hobsen & Townsend, 2010). The design of research interviews
Is associated with the extent of these advantages. For example, a researcher attempting
to test hypotheses is more likely to use predetermined questions in interviews, which
may lead to a downside effect on the aforementioned advantages, whereas a researcher
taking a constructivism stance is likely to have semi-structured questions prior to
interviews or to create interviewing scenes to have in-depth understanding of
individual’s perspectives of the world. The general advantages of interviews can be
ascribed to their interactive nature, which can reversely be associated with

disadvantages.

Due to the fact that an interview provides interviewer(s) and interviewee(s) with
opportunities to co-construct knowledge of specific subject matters, it may be
interpreted as an “unreliable” method through the lens of positivism (Hobsen &
Townsend, 2010, p. 228). The unreliability is ascribed to the researcher’s influence. It is
known that the generation of knowledge is varied when interviews are conducted by
different interviewers. Moreover, it is noticed that “trustworthiness of interview data”
and “time-consuming” are the weaknesses of interviews (Hobsen & Townsend, 2010, p.
228-229). As interviews involve human beings, people may give untruthful answers in
the interviewing for reasons, such as their personality, interpersonal relationship with
the interviewer or interests in the topics. Meanwhile, it is also noted that the intentions
of questions can be interpreted differently among interviewees. As a result, the validity

and the comparability of interview data can be violated (Walford, 2001). A detailed
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description of strengths and weaknesses of types of interview is presented in Cohen et al.
(2000).

3.3.3.2 Semi-structured Interviews

In light of the advantages and disadvantages of interviews, a semi-structured interview
was employed in this study. The purpose of semi-structured interviews is to “capture
participant perspectives” (Hatch, 2002, p. 102), but such interviews are normally
conducted in a way that the interviewee(s) answers questions that are predetermined
based on the research aims and purposes. The rationale for constructing questions in this
study was based on Hatch’s strategies, which include background questions and
essential questions. The background questions are posed at the beginning of the
interview, eliciting demographic information about the participants, like age, gender and
educational background, whereas essential questions contain descriptive questions,
structural questions and contrast questions, each of which has their specific purposes
and can be realised through the given examples as follows:

Descriptive questions: Could you describe a typical day in your kindergarten?

Structural questions: What qualities, characteristics, or abilities typify a successful kindergarten
student?

Contrast questions: Can you compare your kindergarten program with kindergarten programs
five years ago?

(Hatch, 2002, p. 104-105).

The interview protocol in this study is presented in Appendix IV. There are two main
parts of the listed questions, including background questions and essential questions.
The background questions targeted interviewees’ academic background and English
proficiency, whist the essential questions had multiple functions with the integration of
descriptive, structural and contrast questions, namely paying attention to their writing
instructional experiences in Chinese and English.

3.3.3.3 Conducting the Interviews

10 participants volunteered for the interviews, 5 in each research site respectively. The
interviewees in NKU were Doris, Eileen, Amber, Grace and Miranda (pseudonyms),

whilst those in PKU were Naomi, Nina, Peggy, Tina and Jenny. In NKU, Doris and
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Eileen were interviewed in the afternoon of the same day after accomplishing the
assigned writing tasks in the morning, whereas the rest were interviewed on the
following day. The length of the interviews varied slightly across individual
interviewees for a range of factors, such as personality, interest in the topic and the
interaction with the researcher. The average lengths of the interviews in NKU were
between 45 and 55 minutes. Compared to those in NKU, interviewees in PKU tended to
talk less because the average lengths of the interviews were between 35 and 45 minutes.
One of the potential challenges in PKU might be the fact that they did the interviews
one week later after completing the assigned writing tasks, during which they had had a
number of examinations. Due to the practical difficulty that interviewees in both
research sites were quite busy with their study, one-off interviews were adopted in this
study, which may limit the collection of information. Nevertheless, the loss of potential
data was compensated by the use of pre-determined questions in the interviewing
protocol (See Appendix 1V) as they were particularly designed for the goals of this
study.

All the interviews were done one-to-one, primarily because of the confidentiality of data.
There was a potential problem that when an interview took place, the person’s opinions
who was interviewed might affect the way the next interviewee(s) talked. For example,
Doris and Eileen were the first two interviewees in this study. Their interviews were
done in the same day on the classroom and Doris did hers before Eileen. When being
asked about her opinions about Chinese traditional rhetoric, Eileen struggled because
she believed that Doris’s opinions were better than hers, based on the information she
carelessly heard from Doris’s interview. To prevent the repetition of this situation, in
the rest of the interviews, one-to-one talk without the presence of other interviewees
was exploited. For example, when an interview was carried out in the classroom, other
interviewees were kept outside the classroom. Aware that the decision on one-to-one
talk may increase interviewees’ psychological stress and anxiety during the interviews,
the researcher had negotiated with all the interviewees and had attained their permission
for doing so. All the interviews were recorded with a tape recorder and the other
recording device, a HTC Sensation XE mobile. Both recording devices had been tested

to make sure that they functioned without any unexpected problems in the interviews.
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3.3.4 Research Ethics

Prior to data collection, the researcher had delivered the participant information sheet
and consent form (See Appendix | & I1) to the teachers and the participants and had
their signatures on the consent form. This was important not only for making them
aware of the purpose of the present study, their rights about asking questions and
withdrawal at any times, but also legitimising the intrusion of the researcher into the
research sites for collecting data. In addition, the main ethical issue involved in the data
collection was to ensure confidentiality and anonymity. Confidentiality refers to the
action of eliminating any elements that can indicate the participants’ identity, whereas
anonymity refers to keeping participants’ names unknown (Berg, 2007). For the sake of
keeping a high level of confidentiality and anonymity, names of the classes, teachers
and students were changed and mentioned pseudonymously when they were referred to

subsequently in the report of the present study.

3.4 Data Coding and Analyses

This section talks about how the quantitative and qualitative data were coded and
analysed. In order to answer research questions 1.1, 1.2, 2.1 and 2.2, the coding
schemata used in previous research were applied for investigating Taiwanese EFL
students’ organisation of generic moves and rhetorical features in the letter of job
application and argumentative writing across cultures. The research questions 1.3 and
2.3 were expected to be answered by the analysis of student questionnaire data. The

qualitative data were to consolidate the results of the quantitative data analysis.

3.4.1 Quantitative Data: Textual Analysis and Student Questionnaire

This section primarily focuses on how to draw on the quantitative data to answer
research questions, including the textual analysis and the questionnaire. The coding
scheme is introduced which was adopted for analysing Taiwanese novice EFL students’
genre-rhetoric construction in specific genre writing in Chinese and English (the letter
of job application and argumentative writing). The genre-rhetoric construction referred
to the organisation of generic moves in both genres, the use of politeness strategies in
the letter of job application and the cultural values embedded into linguistic features in
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argumentative writing. In addition, it also talks about the procedures of generating

statistical information.

Unlike textual analysis, the student questionnaire data were less complicated and these
were mainly computed in Excel and the results were presented in Tables (See
Sections 4.3 & 5.3).

3.4.1.1 The Letter of Job Application: Coding Scheme and Descriptive Statistics

3.4.1.1.1 The Generic Moves

Upton & Connor’s (2001) coding scheme for generic moves of the letter of job
application subsequently employed in Hou & Li’s (2011) study was adopted in the

present study. The coding scheme is presented in Table 4 below.

Table 4 Coding Scheme For Generic Structure of Job Application Letters (p. 318)

Identify the source of information (Explain how and where you learned of the position).
Apply for the position (State desire for consideration).
Provide argument, including supporting information, for the job application.

Implicit argument based on neutral evidence or information about background and
experience.

Argument based on what would be good for the hiring company.
Argument based on what would be good for the applicant.

7. Indicate desire for an interview or a desire for further contact, or specify means of
further communication/how to be contacted.

8. [Express politeness (pleasantries) or appreciation at the end of the letter.
9. Offer to provide more information.
10. Reference attached résumé.

> w D

o o

The adoption of Upton & Connor’s coding scheme was beneficial for fulfilling the
objectives of the present study for the following two reasons. First, the participants
involved in the present study were similar to those in Upton & Connor’s study in that
they lacked professional experience dealing with the letter of job application. Secondly,
Upton & Connor also paid particular attention to politeness strategies within moves

75



CHIA-HSIUNG CHUANG CHAPTER 3

used by three different cultural groups. One of the objectives in the present study was to
investigate Taiwanese EFL students’ pragmatic expectations when composing letters of

job application in different languages, in particular their politeness strategies.

However, the appropriateness of employing a single coding scheme for analysis of
generic moves in Chinese and English could be challenged because the writing
conventions of particular genre writing can vary according to cultures and languages.
For example, Zhu (2000) investigated the structural moves in English and Chinese sales
letters, employing the same coding scheme for analysis of structural moves in both
languages. This study claimed that English and Chinese sales letters in general contain
similar structural moves, except for the unique move for building a business relationship
in Chinese sales letters. According to Zhu, this is associated with collectivism, a
traditional socio-cultural value and belief in a Chinese-speaking context (i.e. a local
large culture feature) so that building business relationships appears as one of the
communicative purposes in Chinese sales letters. Therefore, it was necessary to conduct
a brief comparative study of communicative purposes between English and Chinese
letters of job application to legitimise the adoption of Upton & Connor’s coding scheme
across Chinese and English.

The communicative purpose of a Chinese job application letter is to get an opportunity
for an interview (ARTEMIS, 2009). According to ARTEMIS, the main contents of a
Chinese job application letter should contain 1) the purposes and motivation for the job
vacancies, including specific description of the source of job vacancy, 2) individual’s
skills and experiences that make you the best candidate, 3) the names of persons who
recommend you for the job and 4) in conclusion, a request for an interview. Among
these moves, the one which involves the names of the persons who recommend you for
the job is atypical in English job application letters. This can be in line with Zhu’s (2000)
claim that maintenance of good interpersonal relationships is a specific value and belief

in a Chinese context (i.e. in Chinese large culture).

In another Chinese website (Cover letters, 2012), it is also confirmed that the purpose of
writing a Chinese job application letter is to introduce and promote the applicant
himself to the employer and obtain a chance for an interview. This site not only
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introduces the prototypical letter format of a job application letter, but also includes
detailed guidance for what to write in the main body. A Chinese job application letter
should contain three main paragraphs. The first paragraph aims at explaining how you
know about the job vacancy and showing your interest in it, the second paragraph lists
points of educational background, skills and working experience, and the arguments to
be the best candidate and the last paragraph should make a request for an interview and

end with polite expressions (Cover letters, 2012).

For people who want to work in China, the following guidance for the main body of a
Chinese job application letter provides detailed descriptions of what to write (Career
Advices, 2011).

The first paragraph should include:

the title and reference number of the position
how you came about the job offer

the name of a mutual contact

your interest, motivation, etc.

The body should
¢ highlight your experience, education and skills that match the job criteria.

e explain why you want to work for this specific company or in this particular
field.

The final paragraph should include
e astatement summarizing your profile
o acall to action: restate your interest and say that you wish to be contacted
e a “thank you for considering” formula

e your contact information (your home, business and mobile telephone numbers
including area or country codes and your email address with a decent username)

Table 5 below illustrates the results of the cross-examination between Upton &
Connor’s coding scheme (2001, p. 318) and the structural development of Chinese job
application letters gathered from online sources. The overlapping moves, like move 1, 2,
3, 6 and 7, are the essential components shared by both sources although ARTEMIS
excludes move 7 as an important element. Compared to English letters of job

application described by Upton & Connor, Chinese excludes some moves, including the

benefits for the hiring company and the applicant (move 4 and 5), providing additional
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information (move 8) and referring the attached résumé (move 9). As a result, it is

inferred that the rhetorical moves of job application letters are not formulaic, but may be

negotiable for fulfilling communicative purposes in intercultural contexts.

Table 5 Tabulation of Generic Structures in a Letter of Job Application in Chinese

and English (O=yes; X=no)

. Chinese ARTEMIS Cover Letters Career Advices
English
Coding Scheme in
Upton & Connor’s (2001, p. 318)
study
1. Identify source of information @)
2. Apply for the position/State desire
for the consideration
3. Prowde_ arguments — background 0 0 0
and experience
4: F_’rowde arguments — good for the X X X
hiring company
5. Pr-owde arguments — good for the X X X
applicant
6. Desire for an interview or further 0 0 0
contact
7. Express politeness or appreciation X 0 0
at the end of the letter
8. Offer to provide more information X X X
9. Reference attached résumé X X X

The employment of Upton & Connor’s (2001) coding scheme as the main means for the

analysis of generic moves in the present study was considered appropriate for it is

conducive to examining the mutual influence of cultures on EFL students’ writing. For

instance, if EFL students have a strong tendency for talking about the benefits for the

hiring company as the major communicative strategy in their Chinese job application

letters, it may be indicated that they may be influenced by English, attempting to apply

their English writing experience to Chinese writing, and the reverse.
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3.4.1.1.2 Politeness Strategies

Based on Brown & Levinson’s (1987) model of politeness strategies, many previous
studies have investigated similarities and differences of the use of politeness strategies
using linguistic features employed by different cultural groups in the letter of
application (Maier, 1992; Upton & Connor, 2001; Hou & Li, 2011; Al-Ali, 2008).
Upton & Connor (2001) examined the similarities and differences of politeness
strategies employed by three cultural groups in a corpus of English letters of application
for the moves of “stating a desire for an interview or further contact” and “expressing
politeness or appreciation at the end of the letter.” For example, Americans used
formulaic expressions, like “Thank you for your consideration,” more than Belgians and
Finns. Belgians demonstrated a high level of individual distinctive features in terms of
politeness strategies, whilst Finns were inclined not only to use formulaic expressions,
but also showed individualistic styles. The frequent use of formulaic expressions is
regarded as a negative politeness strategy to “couch personal desire and wishes behind
genre-accepted formulas” (Upton & Connor, 2001, p. 322). Based on their findings in
the use of politeness strategies, Upton & Connor suggested that the cross-cultural
differences for politeness strategies can be attributable to a variety of influencing factors,
like language proficiency, and influence of writing instruction (treated here as small
culture factors), but also writers’ awareness of reader’s expectations and writers’

perception of politeness expressions (which can be interpreted as large culture factors).

Unlike the comparison among writers who are all from western cultures, Hou & Li
(2011) investigated the politeness strategies in English cover letters written by
Taiwanese and Canadian students, a comparison between writers who are from eastern
and western large cultures. Hou & Li replicated the methodologies for analysis for
politeness strategies within moves used in Upton & Connor’s (2001) study and obtained
the following three findings. First, Taiwanese students used qualifying modals, like
would, may, and might, far less frequently than Canadian students. “The reason for this
may be the lack of such forms as modals in their mother tone language and the
unfamiliarity of Taiwanese writers in applying them in the English” (Hou & Li, 2011, p.
10). Second, in terms of positive politeness, the use of phrases, like “You can...” or
“Please + action verb,” the number of Taiwanese students (68.18%) who used the

positive politeness was nearly twice that of Canadian students (34.62%), suggesting that
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direct strategies were preferred by non-English native writers. The last is the similarity
that both cultural groups were bound to formulaic expressions at the end of the letters,
like “Thank you for your (time and) consideration” although the proportion of Canadian
students (100%) was slightly greater than that of Taiwanese students (90.91%).
Although there were some differences in the use of politeness strategies between
Canadian and Chinese students, Hou & Li also claimed that “there is no distinction
between Taiwanese and Canadian writers in their use of positive or negative politeness
strategies exclusively” (p. 12). Thus there were no clear differences between these two
groups of writers in terms of large culture influences, and small culture factors such as

language proficiency accounted for some of the differences that were found.

Although Upton & Connor’s and Hou & Li’s studies showed interesting insights into
the intercultural politeness strategies employed by different cultural groups, the model
for analysis of politeness strategies in their studies was considerably less useful than the
one used in Al-Ali’s (2006) study. Upton & Connor paid attention to the politeness
strategies embedded into particular linguistic features, whereas Al-Ali’s categorisation
of politeness strategies shed light on the relationship between the politeness strategies
and the moves. Nevertheless, Al-Ali’s exclusion of formulaic expressions as negative
politeness strategies may not be suitable for the present study, given their association
with cultural values found in the studies of Hou & Li (2011) and Upton & Connor
(2001). As a result, Al-Ali’s categorisation of politeness strategies was adopted in this
study, slightly modified by adding the use of formulaic expressions as part of negative

politeness strategies. The coding scheme is presented in Table 6.

Table 6 Coding Scheme for Politeness Strategies in the Present Study

. Showing interest

. Offering a contribution or a benefit
. Showing directness

. Being optimistic

. Glorifying the addressee

Positive politeness strategies

. Giving deference
. Self-degradation
. Formulaic expressions

Negative politeness strategies

w| N R ol & w| N e
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3.4.1.1.3 The Analysis of Generic Moves and Politeness Strategies and Descriptive

Statistics in Job Application Letters

Fifty EFL students were required to produce two letters of job application in Chinese
and English over a week. 100 scripts were collected in total, 50 in each language
respectively. However, only 90, which included 45 in each language, were valid for
textual analysis for 5 out of 50 were either characterised with unreadable handwriting or
left unfinished. When participants’ essays were collected, a copied version was used for
analysis for the sake of keeping the original data secured.

The analysis of generic moves focused merely on the main body of the letters and
ignored the prototypical letter format, such as “return address of the letter writer, date,
complete name, title and address of the recipients, salutation, closing, and enclosure”
(Hou & Li, 2011, p. 7), which are less important for the research questions in this study.
The purpose of textual analysis was to investigate EFL students’ organisation of the
contents rather than to specifically examine their knowledge in the writing of English
business letters. The demonstration of work on the analysis of generic moves of EFL
students’ intercultural letters of job application is shown in Appendix V. Notably, the
pragmatic function of each single paragraph consists of more than an elemental move.
For example, the first paragraph of the sample letter (see Appendix V) contains three
elemental moves, including providing background information (My name is Sherry. |
am 18 years old.), identifying source of information (I just got the information that your
English cram school needs a teaching assistant two days ago.), and applying for the
position (I decide to apply for this job.). EFL students’ letters of job application in
Chinese were processed in the same way. The full analysis of generic moves in EFL

students’ letters of job application in Chinese and English is presented in section 4.1.3.

The frequency of elemental moves was computed in Excel, the total occurrences of
which were divided by the total number of participants. For example, the frequency of
Move 1: Pre-Move: Greeting was 38%, which was calculated in an equation (17/45)

x100%. The frequency of elemental moves is available in section 4.1.3.
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Similarly, the analysis of politeness strategies in novice EFL students’ intercultural
letters of job application is presented in section 4.2, including the results of textual

analysis and statistical information.

3.4.1.2 Argumentative Writing: Coding Scheme

3.4.1.2.1 The Generic Moves

To examine the extent to which Taiwanese novice EFL students employed the overall
organisation in argumentative writing in Chinese and English, Hyland’s model (1990)
was adopted in this study and considered to be more salutary than Toulmin’s model,
which was extensively employed by other researchers, such as Crammond (1998),
Gilbert (2004) and Cheng & Chen (2009). For example, Cheng & Chen (2009)
investigated the relationships among functional elements, such as the relationship
between (a) data and warrants and (b) warrants and backings, found in Taiwanese and
American students’ argumentative texts based on the application of Toulmin’s analytic
framework of arguments. The investigation of the interrelationships between these
argumentative elements was not connected closely to the research aims in this study. On
the other hand, Hyland’s (1990) framework of generic structure of argumentative
writing was selected, which was primarily associated with participants” English writing
instructional experience. Participants at PKU were taught about the basic structure in
English argumentative writing this semester, including topic sentences followed by
supporting examples, and then a conclusion in the end of the text. This rhetorical
sequence can be found in Hyland’s (1990) stage-oriented framework of argumentative
writing, which is illustrated in Table 7 below. The application of Hyland’s model was
therefore seen as a useful approach to examine whether or not participants were aware

of the distinctive generic structure of argumentative writing.
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Table 7 Hyland's Model (1990): Generic Structure of Argumentative Writing

Stage

Move

1. Thesis
Introduces the proposition
to be argued.

(Gambit)

Attention Grabber — controversial statement of dramatic illusion.
(Information)

Presents background material for topic contextualization.
Proposition

Furnishes a specific statement of position.

(Evaluation)

Positive gloss — brief support of proposition.

2. Argument

Discusses grounds for
thesis.

(four move argument
sequence can be repeated
indefinitely)

Marker

Signals the introduction of a claim and relates it to the text.
(Restatement)

Rephrasing or repetition of proposition.

Claim

States reason for acceptance of the proposition.

Support

States the grounds which underpin the claim.

3. Conclusion
Synthesized discussion
and affirms the validity of
thesis.

(Marker)

Signals conclusion boundary

Consolidation

Presents the significance of the argument stage to the proposition.
(Affirmation)

Restates proposition

(Close)

Widens context or perspective of proposition.

According to Hyland (1990), each of the proposed stages has its own essential and

optional moves, which can be distinguished with the use of round brackets. For example,

in the first stage Thesis, the proposition move is an essential component and the rest are

optional. The same rationale was applicable to the rest of stages. The analysis of EFL

students’ intercultural argumentative writing is presented in Appendix VI.
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The coding scheme for studying the impact of collectivism and individualism in Wu &

Rubin’s study (2000) was adopted in the present study for textual analysis of cultural

values embedded in linguistic features in the argumentative writing, i.e. for tracing the

influence of large cultures in the texts. A slight modification was made that

“assertiveness” was eliminated due to the consideration of the participants’ L2 writing

knowledge and experience, and the category of “the use of rhetorical questions” was

added to the coding scheme. The use of rhetorical questions is claimed to be a

prototypical textual feature in Chinese writing (Matalene, 1985; Hinkel, 1997).

According to Matalene (1985), the purpose of using rhetorical questions is a reader-

responsible writing style, making the readers interpret the writer’s stances, intentions

and implications. The modified version of Wu & Rubin’s model is presented in Table 8.

Table 8 Modification of Wu & Rubin's Model (2000) for Overall Writing Variables

in Argumentative Writing

Writing Variables

Descriptive Definition

Operational Definition

Indirectness

Delay of the claim/thesis statement

The location of the claim/the
placement of thesis statement

Personal Disclosure

First person singular
pronouns

Cognition about personal attributes,
that is independent from in-group

“I,” umy’n “me”

Personal anecdotes

The revelation of personal experiences
and stories

Personal experiences and stories

Use of Proverbs

A short saying in frequent and
widespread use

The number of proverbs

Use of Rhetorical
Questions

The statement is formulated in the
form of questions

Inviting readers to interpret the
writer’s intentions

Collective Self

First person plural
pronouns

Cognition about group social entity,
that is interdependent with in-group

“We,” uour,u uusu

Humaneness

Embracing all those moral qualities
that guide a person in his relationship
with each other

Benevolence; caring, loving or
commiserating with others

Collective virtues

Appealing to virtues that uphold group
solidarity

Taking responsibility or loyalty
to the ingroup; filial piety to
parents
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3.4.1.2.3 The Analysis of Generic Moves and Cultural Values and Descriptive

Statistics in Argumentative Writing

In total, 90 students’ argumentative essays were collected, 45 in each language
respectively, due to the unexpected absence of 5 participants. However, the number of
participants’ essays for textual analysis was cut down to 44 in each language, for one
participant excluded any statement of proposition from their writing in both languages.
According to Hyland (1990), proposition (thesis statement) is the essential element of
an argumentative text. The English and Chinese essays were each hand-written in class
within a 50-minute class period. While writing their essays, the participants were
allowed to utilise contextual resources, like discussion with peers, paper or electronic
dictionaries or advice from the teacher. The English composition was finished one week
earlier than Chinese because it was part of the assigned writing tasks according to the
curricular requirements. After the collection of participants’ essays in both languages,
copies of them were made to be used for textual analysis in the present study. A sample

of participants’ intercultural argumentative texts is provided in Appendix VI.

With reference to generic moves (Table 7), the percentages of each move identified in
the different stages were calculated by summing up the occurrences of each move,
which was divided by the total number of participants. For example, the occurrences of
information move were 27, so the percentage was calculated as (27/44) x 100% = 61%.
Regarding the linguistic expression of cultural values (Table 8), the occurrences of each
writing variable were counted first and then the percentages were calculated by dividing
the sum into the total number of sentences or words. For example, 2 occurrences of the
use of proverbs in an essay consisting of 10 sentences was calculated as 2/10 = 20%. 10
occurrences of personal singular pronouns in an essay consisting of 100 words was
calculated as 10/100 = 10%. In addition to first personal singular and plural pronouns
that were computed by using the total number of words as the denominator, the rest of
the eight linguistic features were computed by dividing the sum into the total number of

sentences.
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Concerning the calculation of the total number of words in Chinese argumentative
writing, the criterion for calculation was based on the meaningful unit rather than on the
single word. For example, the Chinese sentence “£:3 H /R B2 ). ” was counted as
4 words, including £ (Learning) H 3¢ (Japanese) 1R (very) EZ [ (important) as
meaningful units. Furthermore, if a Chinese proverb or maxim appears in the sentence,

it should be seen as a meaningful unit. For example, the sentence "fth {1 ids & A v iR &
1. " consisted of 5 words, including i (His) #ii& (future) & (is) ATTERE (bu k&

xian liang, equally to be "bright™ in English) [ (the indication as an adjective).

The similarities and differences in terms of the frequency of each variable were
computed using analysis of variance (ANOVA analysis). The statistical test was to
investigate the effect of the language on the performance of the linguistic features;
therefore, the language (Chinese versus English) was the independent variable and the

eight linguistic features were the dependent variables in the ANOVA analysis.

The statistical results of analysing EFL students’ argumentative writing across Chinese
and English are presented in section 5.1 for organisation of generic moves and

section 5.2 for linguistic features.

3.4.2 Qualitative Data: Student Interviews

The source of qualitative data in this study was audiorecorded student interviews to
provide data for triangulation with quantitative material. When all the interviews had
been completed, backup copies were made and stored in different places, such as a
personal lap-top, external hard disks and USB storage disks. The transcription of the
interviews was facilitated using Soundscriber 1.2, which made data retrieval more

convenient for coding and entering onto computer files.

A basic set of conventions for transcripts adapted from Powers (2005) and Humble (no
date) were used in the present study. The decision on the use of general conventions
was to “turn the spoken word into a more easily read text—that is, into a written
document rather than one that tries to capture the nature of speech” (Powers, 2005, p.

41). The general conventions are exemplified as follows:
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[#01 PKU] This interview was conducted at 14:50pm on the 11" of November, 2011.
1 R: (RS SR ERISSC R A BRI 52

2 T BLRSE R TR - SEAEA L st — R A2 -

3 R: 47 » JRARIERY#ITIE?

4 T LRR TGS - SN —E — e —ER S BN - [ —EE T UE

5 o —IEEFSHIEN]

1 R: Do you think there are similarities between Chinese and English writing?

2 T: ... Itis the second paragraph, the middle. It is the content, that is—that is to

3 give examples.

4 R: Ok. Are there any differences?

5 T: In Chinese writing, it is an option— it is an option to make points clear at the
6 beginning. [She looks at her Chinese writing and English writing at the same
7 time.]

Transcription Conventions

[#01 PKU] Tape Counter

R Researcher

M Initials of interviewee names
NKU-> PKU->
Miranda M Naomi  Na
Doris D Nina N
Eileen E Peggy P
Grace G Tina T
Amber A Jenny J

Pause ... (an ellipsis) longer pauses, more than 3 seconds

Non-verbal [ ]: the use of brackets for non-verbal communication

communication
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Inaudible material

Confidentiality

Miscellaneous

Intonation

CHAPTER 3

(): the use of parentheses for inaudible material

Pseudonyms are applied for all names that interviewees refer
to

—: a long dash signifies the moments when an interviewee
trails off on a word

, marks low rise
? marks high rise (questions)
. marks end of utterance

After all the interviews had been transcribed, the next step was to identify the themes

that emerged from the data, a process also known as content analysis (Kumar, 2005).

The design of the coding categories primarily sought information that could further

corroborate the results of the quantitative data, including participants’ elaboration on

their own genre writing, writing instructional experiences, personal beliefs about textual

features of good writing, comparing and contrasting writing conventions in L1 and L2

and personal writing difficulties. There were six sub-themes for systematically

categorising the interview data, as indicated in Table 9 below.
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Table 9 Sub-Themes of the Coding Categories

Coding Number 1

EFL students’ genre-
rhetoric construction

= #01 PKU, pp. 50-52: topic
sentence gt 2 ANEF - i
S - R CENES °

Sub-themes

Coding Number 2

Writing instructional
experiences

= #03 PKU, pp. 31-32: st 2%
FAHLZ T S s R A T Y B
= .

Coding Number 3

Features of good writing

=#03 PKU, pp. 150-153: 4
s, AR S SR EE -

Coding Number 4

Similarities between
Chinese and English
writing

= #05 PKU, pp. 72-74: R
TFEEEIEK -

Coding Number 5

Differences between
Chinese and English
writing

= # 02 PKU, pp. 85-87: H13z
TR AR, T A 3L 5L
MU ZRAFT R -

Coding Number 6

Individual Writing
difficulties

=# 04 PKU, pp. 222-225:
Ry SCHE B Bk D
filg -

Each sub-theme was first numbered to facilitate the coding of huge amounts of

information. Next, when specific information was found in the transcriptions, the

interview number, location and content were entered in the coding grids, as shown in

Table 9. As the interviews were conducted in Chinese, the information in the coding

grids is also Chinese. Lastly, when interpreting the overall results of the qualitative data,

the presentation of the identified information was not only in Chinese, but also

translated into English by the researcher. Meanwhile, the English version of the

translated information was reviewed by the researcher’s friends, who had more than 5

years’ experience of teaching English in universities in Taiwan. The coding of the data

was important, as it was beneficial in recognising the themes, concepts and examples

contained in the data (Rubin & Rubin, 2012). After each interview had been marked

with coding categories, it was easier to examine individual perspectives for the same

issue across interviewees, and to offer integrated insights to answer the research

questions. The results of the interview analysis are presented in sections 4.4 and 5.4,

respectively.
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3.5 Implementation of Pilot Study and Reflection on the Research Journey

3.5.1 Conduct of the Pilot Study

A pre-test was carried out to test the effectiveness of using a student questionnaire for
data collection for the purpose of the present study. It took place at the Avenue Campus
in the University of Southampton, involving seven postgraduate students who were
Chinese-native speakers. Before they consented to participate in the pilot study,
explanations of the purpose of the present study and the goals of the questionnaire were
explicitly made clear. A summary of the overall results of the questionnaire piloted is

presented as follows:

Sections | & I1: Personal Information and English Language Level

All participants were female Chinese students aged in their early twenties, who varied in
their academic majors, including one in English, two in Arts and the rest in Business
Management. With more than ten-year experiences of studying English, 3 out of 7
reported that they were at intermediate level, 3 at advanced level and 1 rejected to
provide any information about her English proficiency level. Regarding certificates of
English proficiency, it was reported that 2 out of 7 had IELTS 6.5 and the rest passed
College English Test with a score of 6.

Section I11: English Writing Instructional Experiences

The English writing level reported by the participants was 6 on a scale of one to ten, but
only 2 out of 7 stated that they had at least 10-year experiences of having formal writing
instruction and the rest had merely 1-year or 3-year experiences. With reference to types
of texts taught in the classroom, the influence of participants’ academic background
played an important role. The English-major student came across all the types of texts,
whilst the rest ticked off essays, short answers in examinations, summaries and journals.
The view that essays and summaries were the most common type of writing and poem
was the least common type of writing was agreed by all the participants. Likewise, a
similar view of teaching methods appeared between participants: that the teacher
assigned writing topics and asked students to write was the most prominent, and that the

teacher asked students to revise the corrected essays by themselves occurred
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infrequently. Clarity of main ideas, organisation of ideas and title were selected as the

most emphasised features of English writing.

When responding to the question about structural organisation in English writing,
participants showed limited knowledge. Three out of seven reported that the sequential
organisation, Introduction-Body-Conclusion, was a useful guide for packing
information in English writing, whereas three did not express their opinions and one
talked about grammar and vocabulary. With reference to reasons for stopping writing,
only one participant reported that she “always” stopped writing for translation and
grammatical accuracy, but the rest “sometimes” did. Four out of seven said that they
“usually” stopped writing for vocabulary and the rest “sometimes” did. When being
asked about teacher feedback, five out of seven pointed out that teachers “usually” gave
feedback on their essays and teachers’ feedback was “very important.” “A large enough
vocabulary” and “an adequate variety of sentence patterns” were ticked off as the most

common difficulties participants encountered in English writing.

Section I11: Chinese Writing Instructional Experiences

The total number of the pilot participants went down to 6 because one refused to fill in
the questions in this section. The reasons remained unknown. The average number of
their writing level in Chinese was 8 on a scale of one to ten. 4 out of 6 had at least 15-
year experiences of writing instruction in Chinese, but the rest reported that they only
had 6-year experiences. Except for “reports” and “research papers”, the participants
came across all types of text types and ticked off “essay” and “argumentative writing”
as the most common types. Regarding the teaching methods, it was pointed out that the
most common was that the teacher assigned writing topics and asked to write and the

least common was to have the teacher correct errors on their papers.

With reference to paragraph organisation in Chinese writing, 75% of the participants
reported that the sequence “Introduction-Body-Conclusion” was the guideline, but 1 out
of the remaining stated that the sequence “qi-cheng-zhuan-he” was the traditional
rhetoric in Chinese writing. While in the writing process, 5 out of 6 reported that they
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“never stopped writing because of grammatical accuracy and vocabulary, but 1
“sometimes” did. When asked about teacher feedback, all the participants shared a
similar view that teachers “always” gave feedback on their essays and teachers’
feedback was “very important” to them. The major difficulties in Chinese writing
included “content: having sufficient ideas to write about” and “an adequate variety of

sentence patterns.”

3.5.2 Revisions of the Student Questionnaire for the Goals of this Study
Although the scope of the pilot study was quite small, on reflection, it led to three minor,

but nonetheless important, changes, in terms of the goals of the present study. First of
all, due to the low rate of responses to the open-ended question about “paragraph
organisation” in Chinese and English, question 9 was revised to attract a higher
response rate and to elicit short answers from participants. The original question
“Please talk about “paragraph organisation’ in English/Chinese. Give detailed
examples.” was revised to “Can you please briefly describe “Paragraph Organisation”
in English/Chinese writing?” The revision was based on one of the participants’ opinion
that “I’d love to talk about it, but please do not ask me to write a lot.” Secondly, in the
sections on Experience with English and Chinese Writing Instruction, questions 4, 6 and
8 were revised to eliminate ambiguity in the answers. The original intention was to have
participants rank their answers in the order, “the most”, “the second” and “the third
most common”. The results of the pilot study showed a high level of confusion about
the answers. For example, one participant ranked “essay” as both the most and the
second most common. In order to make clear distinctions between the answers,
questions 4, 6, and 8 were revised to “the most” and “the least” common or emphasised.
Finally, a Chinese version of the questionnaire was highly recommended by the
participants. Many of the participants pointed out that it was too difficult to go through
all the questions and some questions were quite long. If the postgraduate participants
struggled to complete the questionnaire, the use of an English version for freshmen
must have posed greater practical difficulties. As a result, a Chinese version of the
questionnaire (See Appendix I11) was devised, not only to increase the response rate, but

also to improve the efficiency of implementation of the questionnaire.
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In addition to the amendments to the questionnaire, the pilot questionnaire results had a
positive impact on the goals of this study, in particular the importance of comparing
genre-rhetoric construction between L1 and L2. For example, an overlapping result was
found, suggesting that the rhetorical sequence “Introduction-Body-Conclusion” is a
typical writing convention shared between Chinese and English. Although the
researcher did not check the answers with respondents, it was assumed that L2 writers
displayed limited knowledge about distinctive large culture rhetorical organisations in
L1 and L2. Due to small culture factors of limited L2 language proficiency and writing
experience, novice L2 writers inevitably emphasised the linguistic features in L2
writing with little attention to comparing and contrasting writing experiences in L1 and
L2. The investigation of novice L2 writers’ perspectives of similarities and differences
in writing conventions in L1 and L2 was therefore brought into prominence in the
present study and interviews were carried out to elicit individual writers” writing
experiences in L1 and L2. The triangulation of the results from multiple methods served
to further consolidate the findings from the resourceful data material to better
understand novice L2 writers’ approaches to genre writing.

3.5.3 Personal Reflection on the Research Journey
Engagement in research into L2 writing has given the researcher invaluable experience,

in particular in the practical skills for carrying out research to investigate specific
themes, though the procedure was full of challenges. Prior to the design of the study
research, the first challenge was to clearly identify focal points in the field. The
motivation to study factors influencing L2 writers’ genre-rhetoric construction in
intercultural genre writing was inspired by a large number of studies in genre theory and
contrastive rhetoric. Since genre theory has strong implications for pedagogical practice,
in particular the teaching of generic structure in ESP/EAP writing tasks, and, as
contrastive rhetoric studies highlight the importance of influences of large cultures and
small cultures on L2 writers’ writing performance, the interest was to see how those
factors interacted to affect L2 writers text production in an EFL context. This study
therefore had the aim of exploring L2 writers’ genre-rhetoric construction, in both

taught and untaught genre writing in L1 and L2.
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The use of multiple methods, including textual analysis, a student questionnaire and
interviews with students, was expected to provide rich information to support the goals
of this study. Due to the practical challenges for data collection, interviews with
teachers were eliminated, as they were quite busy with teaching and preparation for
final examinations. Textual analysis was essential in this study, as it provided concrete
evidence of “what” L2 writers produced in their writing, which was further supported
by the results from the student questionnaire and the interviews to understand “why”
they wrote in particular ways. The collection of students’ texts and the implementation
of the student questionnaire had been highly supported by the teachers’ assistance, but
difficulties arose in the process of the student interviews because some interviewees
needed a lot of encouragement for them to express their opinions. After the data
collection, much time and effort were devoted to how to analyse the data effectively, in
particular the analyses of texts and the interview data. It was quite difficult to calculate
the frequency of linguistic features found in L2 writers’ texts. For example, the
frequency of proverbs was based on the total number of sentences, whilst that of first
personal pronouns was determined by the total number of words. In addition, the word
counts in Chinese and English were quite different because of the different linguistic
characteristics of the two languages. Regarding the interview data, general coding of
categories presented difficulties, as different pieces of information from the
transcriptions could end up in different categories, thus making interpretation of the

results and effective textual analysis problematic.

After data analysis, the next step was to search and integrate the useful information that
had emerged from the multiple sources of data to fulfil the goals of this study. The
overall findings from the data highlighted the inseparability of the generic structures
and rhetorical features in genre writing. They are both essential components for the
achievement of successful communicative purpose in which the pragmatic views of the
structural moves closely relate to the embedded rhetorical features. For example, while
formulating a claim-support pair move in argumentative writing, L2 writers might
demonstrate individualism in Chinese and collectivism in English. As discussed in this
study, a wide range of factors could affect the ways L2 writers convey the pragmatism
of rhetorical features within the structural moves. One of the prominent factors was the
influence of L2 writers’ L1 large culture, a unique phenomenon in the EFL context.
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Therefore, it is suggested that L2 writers be sensitised to the potential influence of their
L1 cultural background on the genre-rhetoric construction, which may facilitate their

agency and decision making in L2 writing.

The recognition of the relationship between genre theory and contrastive rhetoric
studies as two sides of the same coin contrasted with the researcher’s original
perspective that genre theory and contrastive rhetoric studies were irrelevant to each
other due to different foci in their research. However, at the end of the intelligent
research journey, genre theory should be conceptualised as an umbrella term, under
which contrastive rhetoric studies are subsumed. It is argued that the integration of
contrastive rhetoric studies into genre theory has benefits for L2 writing instruction in
the EFL context where L2 writers are able to perceive L2 writing tasks as socially,

culturally and contextually situated.

95



CHIA-HSIUNG CHUANG CHAPTER 4

Chapter 4 Data Analyses: EFL Students’ Letters of Job Application
in Chinese and English

This chapter presents the results of quantitative and qualitative analyses of Taiwanese

EFL students’ letters of job application in Chinese and English. Sections 4.1 and 4.2

present the results of textual analysis, including the organisation of component moves

and politeness strategies; section 4.3 shows the results of student questionnaires and

section 4.4 discusses Taiwanese EFL students’ perspectives for dealing with the

assigned writing tasks based on the results of interviews.

4.1 The Organisation of Generic Moves of Letters of Job Application in Chinese

and English

Section 4.1 presents the quantitative textual analysis, including direct translation,

number of paragraphs and the elemental components of generic structures.

4.1.1 Direct Translation

In this study, direct translation was a writing strategy frequently adopted by a large
number of EFL students (71%, 32 out of 45). They normally did word-by-word

translation. The following excerpt was an example of word-by-word translation.

1 My name is Wang Yi-ting. | have majored in foreign language department since | was a senior
high school student. | study English, Japanese and a little Franch. When 1 started to study foreign
language, | had decided to be flight attendant. | have great passion for it and | view this career as

my dream and the goal | strive for.

WA FEMCEE, feR EmdiRy, RIS EEEHINE. REB L, H IR RE
3o MAEFRBHIAEEE AR, AR E RS AR R . FBRE A TAEA A E K
R, FRARIE fr AR ARS8 %5 ) H A . (Participant 1)

The writer began the job application letters in both languages with a brief introduction
of basic information that is her names, language skills, and the interest in being a flight
attendant. Due to a very high level of similarity in terms of organisation of main points,
it was clear that the writing strategy he/she used was to translate word by word.
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However, translation may be a less tedious activity, not merely doing word-by-word
translation, but offering additional information in the mother tongue language, as

illustrated in the following excerpt.

2 Hi, My name is Kelly. I want to apply for a executive of your company. | have not only good
ability of management but also domination. My English is pretty good. I’m able to talk to

foreigners fluently.

f&hy, R EEE, RENRREEMIINGER, RPKCRIRLE, Amiil, 3.
R BT, RAERISHM RS, SRR A BT, WEA R
() s 1 AN g PR A B8 7)o (Participant 10)

In spite of the fact that excerpt 2 was more than just doing translation as excerpt 1, it is
categorised as direct translation due to the inclusion of identical main ideas in the two
languages. The introduction of the writer’s name, English proficiency, desire for
applying for an executive position in a company were the main arguments of the
application letters in both languages. Nevertheless, English was characterised with
ellipsis of some information and additional information occurred in Chinese to augment
the main arguments. For example, the writer mentioned her confidence in English
speaking with foreigners in English, but placed an emphasis on all aspects of English
proficiency in Chinese, including listening, speaking, reading and writing. When it
came to the point to talk about the job vacancy, the writer shortly described the title of
the job in English, but included a detailed description of qualifications for the job as an
executive in a company in Chinese, like outstanding leadership (48 1)t /1), excellent
management (& ¥ [11fE /1), good communicative ability (K 41 EE /1) as well as the
ability for dealing with assigned tasks (J& ¥ 1% (¢ /7). The writing that displayed
similar main arguments with slight imbalance of information between languages as

excerpt 2 was classified as direct-translation writing.

4.1.2 Number of Paragraphs

Table 10 below shows the number of paragraphs identified in Taiwanese EFL students’
English (45) and Chinese (45) job application letters respectively. In English letters of
application, 19 out of 45 EFL students (42%) wrote with 2 paragraphs, and 3-paragraph
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writing was preferred by 38%. Only 6 out of 45 (13%) wrote with one paragraph and
7% wrote with four paragraphs. In Chinese letters of application, one-paragraph writing
was the most preferred pattern written by nearly 49% (22 out of 45). 12 out of 45 (27%)
were inclined to write with 2 paragraphs, which was slightly more than those (20%, 9
out of 45) who wrote with 3 paragraphs. Only 2 out of 45 EFL students (4%) wrote with

four paragraphs.

Table 10 Number of Paragraphs per Letter

English Chinese
Number of Paragraph(s) Frequency % Frequency %
1 Paragraph 6 13.3% 22 48.9%
2 Paragraphs 19 42.2% 12 26.7%
3 Paragraphs 17 37.8% 9 20%
4 Paragraphs 3 6.7% 2 4.4%

With regard to the overall paragraph organisation, the similarity shared between EFL
students’ English and Chinese letters of job application is that only 4% (2 out of 45) in
Chinese and 7% (3 out of 45) in English, wrote with 4 paragraphs. The most striking
difference was that one paragraph writing was the most frequent approach used by EFL
students in Chinese used by 49% (22 out of 45), but was the second least frequent in
English, only 13% (6 out of 45). With regard to 2-paragraph and 3-paragraph writing in
Chinese, 27% (12 out of 45) wrote with 2 paragraphs while 20% of them (9 out of 45)
wrote with 3 paragraphs. Both increased prominently in English. 19 out of 45 (42%)
wrote their English job application letters with 2 paragraphs and 17 out of 45 (38%)

wrote with 3 paragraphs.

4.1.3 Textual Analysis of Generic Moves

According to the coding scheme of job application letters (See Table 4 in

Section 3.4.1.1.1), the overall occurrences of move components shown in Table 11
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exhibited a high level of similarities rather than differences between English and
Chinese. With regard to the similarities, for example, move 4 and move 3 were the most
frequently used in both English and Chinese, the former accounting for 37.7% of all
moves in English and 32.3% in Chinese and the latter accounting for 30.7% in both
English and Chinese. Unlike them, move 9 and move 10 were the least frequent, making

contributions to 1.4% and 0.5% in English respectively and receiving no attention in

Chinese.

In addition to the general description of the overall results, the following sections pay

attention to the discussion of Taiwanese EFL students’ deployment of generic moves

with in-depth examples, and commentary on the possible reasons for the similarity

between Chinese and English letters. Any statistical information mentioned in the

following discussion can be referred back to Table 11.

Table 11 Frequencies and Percentages of Component Moves in English and

Chinese Letters of Job Application

Move Components

English

Chinese

Frequencies % Frequencies %
1. Pre-move: Greetings 17 7.9% 22 11.6%
2. ldentify source of information 15 7.0% 17 9.0%
3. Apply fo_r the posm(_)n/ _ 66 30.7% - 30.7%
state desire for consideration
4. Provide arguments—background and experience 81 37.7% 61 32.3%
5. Provide arguments—good for the hiring company 2 0.9% 3 1.6%
6. Provide arguments—good for the applicant 7 3.3% 4 2.1%
7. Desire for an interview or further contact 4 1.9% 7 3.7%
8. Express politeness or appreciation at the end of 19 8.8% 19 10.1%
the letter
9. Offer to provide more information 3 1.4% 0 0.0%
10. Reference attached résume 1 0.5% 0 0.0%
215 100.0% 189 100.0%

Total
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4.1.3.1 Pre-Move Greetings

The pre-move “Greetings” is seen as an introductory move, establishing the relationship
with readers and creating a positive image in a polite manner (Zhu, 2000). Zhu further
claimed that such an introductory move is unique to Chinese business letters, which can
be affected by social and cultural factors. Consequently, the inclusion of the pre-move

“Greeting” in English business letters might be considered atypical or improper.

According to the results in Table 11, 22/45 Chinese job application letters and 17/45
English job application letters included the pre-move “greetings”. In Chinese letters,
formulaic expressions “#: 4 (Ninhdo)” or “/i%4F (Ninhdo)"were frequently used for
greetings. 15 out of 22 greetings were in the form of ###(Ninhdo), whilst 5 out of 22
were expressed as /R4 (Ninhdo). The remaining two, due to the small number of
writers, cannot be considered as formulaic expressions, but as an individual decision;
one was A7 = /. (excuse me) and the other was “KZ &f(Hi, everyone). Both 4t
(Ninhdo) and #R%f (Ninhao) are polite expressions in Chinese culture, but can be
differentiated from each other at the level of politeness. In general, the former is an
honorific (& Nin) and formal term, frequently being used to those who are elderly or in
a superior social status, whilst the latter is a less formal term, always being used to those
who are in a similar or inferior social status. For the large number of the use of #&4f
(Ninhao) as an introductory move, it was indicated that audience expectation may be an
important factor to affect EFL students’ writing performance. Aware of the inequality of
social distance between the employer (the reader) and the employee (the writer), they
frequently used # 4 (Ninh#o) as a communicative strategy in order to increase success
for obtaining a further interview. On the other hand, EFL students who used /R %F
(Ninhao) as an introductory move may have the belief that the elimination of social
distance can bring about a positive effect for successfully achieving the communicative

purpose.

Similarly, the use of pre-move “greetings” also appeared in some EFL students’ English
job application letters (17/45), suggesting that EFL students, while writing in English,
were influenced by their Chinese sociocultural views on politeness and accordingly

attempted to transfer their L1 writing knowledge to L2 writing. The most frequent use
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of greetings in English letters was Hello (12 out of 17) and the rest included Hi (2),
Excuse me (1), Hi, Everyone (1) and Greetings to Mr. Smith, manager of Speedtech Co.
Ltd. (1). The English greetings, Hello (more formal) and Hi (less formal), can be related
to the Chinese greeting phrases, #&4f(Ninhdo) and /4 (Ninhdo). “Greetings to Mr.
Smith, manager of Speedtech Co. Ltd.,” offers a particularly clear example of cultural
influence. However examples of direct translation were also found, in the use of Excuse
me (A= E) and Hi, Everyone (K5 4F). It may be suggested that the appearance of
pre-move in English letters can result from direct translation as well as the influence of
students’ L1 sociocultural views (i.e. a mix of small culture and large culture factors is

at work).

4.1.3.2 Identify Source of Information

The frequency of move 2 “identify source of information” was low, found in 15/45
letters in English and 17/45 in Chinese, which might indicate EFL students’ limited

knowledge about business communication. For example,

3 I just got the information that your English cram school needs a teaching assistant two days ago.
AL A5 0 B Al B VAR — Lo RE B BT 2

(Translation: Recently, | have learned the news that you are recruiting an English assistant at
your English cram school.) (Participant 5)

4 In these days, | got some information which is your esteemed company is looking for an
international translator.

LH, BANJISRATRR B~ F IR R4 B A

(Translation: Recently, I got information from Human Resource Bank that your company has
been looking for an international translator.) (Participant 25)

5 | saw that there is a vacancy offered by your company in the newspaper.
AR A T RHTE B F] IEAEAE B RS A

(Translation: I got the information from my friends that your company has been recruiting for
waiters/waitresses.) (Participant 28)

6 It is fortunate that | saw your advertisement for requiring a secretary in business department.
AR v BILAE SR AR A9 200 B 2 TE A IR ) A5 IR A

(Translation: It is happy to see the job advertisement in the newspaper that your restaurant has
been recruiting short-term waiters/waitresses.) (Participant 42)
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The underlined words in examples referred to the names of institutions. In English

letters, “your + the names of institutions” was the most preferable expression, whilst “&
+the names of institutions” was the formulaic expression in Chinese letters. It was
worth investigating the politeness embedded into the formulaic expression “& +the
names of institutions”. While addressing to the institutions in the job application letters,
writers could alternatively use #Rf] (Ninde, your) as a substitution for & (Guei), like 7R
[/ ] (your company, an identical term in English), but they did not. In Chinese culture,
# (Guei, a honorific) is always associated with a high degree of politeness and respect.
Writers who used “# —+the names of institutions” as a formulaic expression in Chinese
job application letters attempted to relate the assigned writing tasks to their L1 cultural
background. Moreover, example 4 showed evidence of cultural influence from Chinese
to English in that the writer used the expression “your esteemed company” rather than
“your company”, reflecting his/her belief that the idea of being polite and respectful to
the reader (the employer) embedded into the expression was shared by different large

cultures.

4.1.3.3 Apply for the Position/State the Desire for Consideration

The use of move 3 accounted for 30.7% of all moves in both English and Chinese letters,
the second highest frequency in the overall results. The extremely large number was
primarily attributed to the use of the move as the application for the position (26
occurrences in English letters and 16 in Chinese letters) and the statement of desire for

consideration (40 occurrences in English letters and 42 in Chinese letters).

Concerning the application for the position, a similarity between English and Chinese
letters was the frequent use of the verb phrase “apply for,” underlined in the following

examples.

7 And that is why I apply for this job for a translator. (Participant 13)

8 Therefore, | want to_apply for the cram school teacher’s job. (Participant 21)

9 | want to apply for a tour guide job. (Participant 33)

10 LA EEMOE 4 T4E. (Translation: | would like to apply for this job) (Participant 22)
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11 i PAA R 5538 3 SR I 2 EAE0E 1 A%

(Translation: | am therefore writing an application letter to apply for the job.) (Participant 5)
12 AR EAEOE F P 5

(Translation: | would like to apply for a job as a manager in the department.) (Participant 10)

Some other interesting non-formulaic expressions used by writers are listed in the

following examples.

131 got the information about your esteemed company’s translator need that | think | may fit it.
(Participant 24)

141 felt that | met the requirements of the job and I hope that I will be given a chance to get the job.
(Participant 28)

15 HUR AR AL B AR B AR NS, I8 BRI T, 18 ke, 15 R R A TR RURE.

(Translation: The job vacancy offered by your company attracts me a lot because traveling
around the world and making money in the meantime is the description of my ideal job.)
(Participant 19)

Example 13 was an integration of move 2 “identify source of information” and move 3
“apply for the position”. This seems to have been regarded as a strategy the writer
employed intelligently to make the letter of job application more vivid than those in
which the verb phrase “apply for” was massively repeated. The other strategy to avoid
the dullness of using formulaic expressions was captured in examples 14 and 15 where
the writers applied for the job vacancy by earnestly showing that they had carefully read
the requirements and the description of the job vacancy. As a result, it was indicated
that while the majority of EFL students used formulaic expressions to apply for the

position, some attempted to be creative to achieve the goal in both English and Chinese.

The other function of move 3 was to state the desire for the position, the communicative
purpose of which was seen as a supplementary aid to applying for the position. The
strategies used in move 3 mainly included “self-glorification” and “self-degradation”
(Bhatia, 1993). According to Bhatia, self-glorification is a strategy, making “an
unsupported claim of the writer’s own superiority based simply on feelings or desires
rather than on rational judgment” (p. 70), whereas self-degradation is to invoke the
reader’s (employer) compassion and pity. Although self-glorification and self-

degradation are regarded as individual moves in Bhatia’s study, in this study, they are
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treated as politeness strategies rather than individual moves (See further discussion in
Section 4.2.2.2).

There was a difference in the employment of self-glorification and self-degradation
between English and Chinese job application letters. In English, self-glorification was
employed as frequently as self-degradation, whilst in Chinese letters self-degradation
was the predominant strategy, although self-glorification was employed by a small
number of writers. With reference to the employment of self-glorification, it was always
associated with the claim that the writers were the best choices or candidates for the

position in both languages, as shown in the following examples.

16 As a result, 1 will be the best choice for this volunteer. (Participant 4)

171 am the best in this field, choose me and you won’t regret it. (Participant 9)

181 believe that to choose me will be the best choice you’ll make. (Participant 17)
191 think there are not anyone more suitable for the job than I. (Participant 10)

201 believe your best choice is I. (Participant 45)
21 Rk R E R E S iE 5B S T LAEM A . (Participant 4)
(Translation: Therefore, | truly believe that I am the best candidate for the volunteer job.)
22 IBIEPG R B IR IT R . (Translation: | am your best choice.) (Participant 15)
23 JAfE H CA eI DAHEIE (0 TAF
(Translation: | believe | am capable of doing this job well.) (Participant 20)
24 LA BEBEAEIL T AR

(Translation: I have confidence of doing this job well.) (Participant 32)

In English letters, the employment of self-glorification was always connected to the
phrase “the best choice” or other similar expressions, like the one in example 18, to
convince the reader (employer) of accepting their applications. Similarly, such
expressions were also identified in Chinese letters, like #i# & (the best) and fx i 1154
(the best choice), alongside a greater variety of expressions, like & 6 /7 7] LA AT
(capable of doing) or A& H {5 fit 51T (have confidence of doing), to glorify the writers’

capability or confidence in taking up the job based on his/her emotional opinions.

Self-degradation was the other strategy employed frequently to state the desire for

consideration, in particular in Chinese letters, the purpose of which, according to Bhatia
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(1993), is to invoke the reader’s (employer) compassion or pity. The following
examples illustrate the ways writers employed self-degradation in their application

letters.

251 really hope | have the pleasure to get this job. (Participant 6)
26 | hope the esteemed company could give me an opportunity to improve myself. (Participant 25)
27 WAYh A B IEAN T AH] .
(Translation: | earnestly would like to work in your company.) (Participant 6)
28 7y BB B~ e s T RIS A 6 R RIS R I A RE

(Translation: | do hope I can be offered an opportunity to work in your company with my talent.)
(Participant 18)

29 EHH A F Aesn T AR E i NS W 2R B R R A A .

(Translation: I earnestly hope | could have the opportunity to work in the international known
company.) (Participant 27)

30 7y BB 2 W) AT DAAR IR — (B B i i 3 B R RO 2R S AT AR A B M RO R
(Translation: | hope I could have an opportunity to work in your company and it is my honour to
become one of the staff.) (Participant 35)

31 706 S RS IE 1y A

(Translation: I want the job with thousands and hundreds of desires.) (Participant 43)

In English letters, EFL students had the tendency of beginning their sentences with first
personal pronoun and frequently used phrases, like “give me the opportunity/chance” as
formulaic expressions. Similar syntactic structures were also identified in Chinese

letters where EFL students were inclined to start their sentences with a verb “#s 2/
(hope)” which were always accompanied with the expression “44 F¢i& i/ —E# & (give

me an opportunity).”

4.1.3.4 Provide Arguments: Background & Experiences, Good for the Hiring
Company and Good for the Applicant

Relevant arguments to support the application were provided within moves 4, 5 and 6,
including the applicants’ personal and educational backgrounds, professional
certificates and working experiences—within move 4, their potential contributions to
the hiring companies within move 5, and the advantages they can offer within move 6.
Among all moves in letters of job application, move 4 was a key move in both English,
37.7% of all moves and Chinese, 32.3%, mainly talking about the applicants’ names,

ages, personalities and academic majors in the university and occasionally mentioning

105



CHIA-HSIUNG CHUANG CHAPTER 4

their working experiences or certificates of specific skills. Such arguments were
frequently located in the beginning of the application letters, a typical textual feature

shared between English and Chinese, as displayed in the following example:

32 My name is Yolanda Wu. | am 18 years old. | major in Applied Foreign Language in National
Kaohsiung University of Applied Sciences. | get the information your restaurant is looking for
short-term waitress from newspaper. Though | don’t have this kind of experience, I still want
the job.

By, WP TRRE, A H R RO I E I haE &, A% BRI
NSRS EE, FEAEEEETURAEAETH A

(Translation: Hi, my name is Yi Wu, majoring in Applied Linguistics in National Kaohsiung
University of Applied Sciences. I read the news online that you’re looking for flight attendants.
I hope | will have the opportunity to work with you.) (Participant 34)

The underlined words referred to move 4, providing the writer’s name and major in the
university, which came ahead of move 2 “identify source of information” and move 3
“state desire for consideration.” Such a strategy to start the opening of an application
letter was used by the majority of EFL students in both English and Chinese letters.
Moreover, they were also inclined to talk about their personalities, with arguments of
working experiences and certificates of specific skills interchangeably, as the main body

in application letters. For example:

33 1’m a positive, diligent, and independent girl. When | do assignments, | can do well and hand in it
on time. | deal with other people very well. And I can do well not only by myself but also work
with other people. When | face difficulties, | have the ability to solve the problems. And | am
willing to help others who need help.

WR—AfENR, B, B M. RERAMEMG, Rl Oy TI/ERRRESE S
RS8R, ReeiEBl s E i N . RS EEMA, B2, AR IER
R K s i N = L. (Direct translation from English.) (Participant 32)

The writer focused on talking about her personality as supporting arguments for the
application, including her character, problem-solving ability and attitudes for
independent and collaborative work. With a lack of working experiences, it is
understandable that the writers placed an emphasis on their personalities. The tendency
to add personal information in the application letters might also reflect the influence of
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their L1 sociocultural background (large culture). As noted in Zhu’s (2000) study, the
communicative purposes of some moves in Chinese sales letters aim at building a long-
term relationship and creating a polite image. To deliver much information about the
writer’s personalities may be seemingly less relevant to the application, but can be

beneficial for establishing a relationship with the reader (employer).

In addition to the argument of personality, some writers provided examples of their
previous working experiences or certificates of specific skills as enhancement for their
application. With regard to their academic background, writers placed an emphasis on
their certificates of language proficiency, like TOEFL, TOEIC, GEPT, as an important
indication for their outstanding English proficiency. In example 34, the writer talked
about his/her working experiences and certificates of languages to convince the reader
that he/she is the best candidate for the job in both English and Chinese letters.

341 studied and work through my college life. | learn more and gain lots of working experiences. |
got GEPT elementary and intermediate license and TOEIC 750 up score. With these academic
license and working experiences, | believe | can adapt to the job quickly. My personality is
passionate and responsible.

ERFAEEY, T, FREZMES TH 2 TESR. ROH R R0
HHAREE IR DL R 2 25 750 raB iR A T IS Le BT R R TR ES, A (S0 n] MR DU IS
By TAE . FRIVFFE w23 iE B £ 5 . (Direct translation from English.) (Participant 3)

Apart from move 4, moves 5 and 6 also have the function of providing supporting
arguments or information to the application, the former emphasising the advantages to
the hiring company and the latter referring to the advantages to the applicants
themselves. According to the statistics, both move 5 (2 occurrences in English and 3 in
Chinese) and move 6 (7 occurrences in English and 4 in Chinese) were less usual move
components in the application letters. In move 5, EFL students talked about the profit or
improvement they can bring to the hiring company in a general statement; on the other
hand, they had more deliberate thoughts about the benefits they can obtain from the job
in move 6, as exemplified in the following 2 sets of examples:
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Set A: 1). I can help your company improve and make everything perfectly. (Participant 10)

2). It is my first time to apply a job, so | don’t need to earn too much money. What |
want to do is to sharpen my skills in every aspect and apply what | learn from school.
(Participant 33)

SetB: 1). ~BEEANT AW, e/ mmakam KA, HadFREZHES.
(Translation: Once serving in your company, | would do my best to increase the

number of profit and customers for the company.) (Participant 9)

2). BB EE M T, FABRAERPRIENNHEZIE, 0T R 1
AL, ERBAEEIE RIS SCRE Sy . RAEHEA E 2 e BB, U 9L
AN NSRS, I8 R IAEZ R IE2 R

(Translation: If I could get this job, I think I can learn not only how to get on with
people, but also different cultures as well as the improvement of my English proficiency.
I hope I could have more opportunities to talk to people, in particular English talks with
foreigners. That is something | haven’t practiced in school.) (Participant 19)

Each set consisted of two examples, one each from move 5 and 6 respectively.
According to set A (in English), the advantage for the hiring company was expressed in
a broad sense in A(1), associated with “improvement” and “perfectly,” whereas
example A(2) delivered the message about the advantage for the applicant in more
detail, like the development of skills and the application of his/her knowledge from
school. The difference between moves 5 and 6 became more apparent in Chinese
application letters, as was revealed in the set B. In example B(1), the writer mainly
talked about the increase of profit and customers for the hiring company in a general
statement; the message delivered from example B(2) illustrated the benefit for the
applicant in multiple aspects, like the maintenance of good interpersonal relationships,
the development of knowledge about different cultures and the improvement of English
proficiency, in particular the skill of maintaining an English conversation with
foreigners. The difference between moves 5 and 6 where they were used can be
attributable to two factors deriving from the “small culture’ of student life. Firstly,
without plenty of working experiences, writers had limited knowledge about the
possible advantages for the hiring company, thereby talking about them in a general
statement in the letters of job application. However, they were very conscious of what
they desired or the benefits they could seek when looking for a job. Secondly, the
difference between Sets A and B may be associated with their limited English
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proficiency, which can be a hindrance for the expression of their thoughts. Based on the
discussion above, it is suggested that individual writer’s life experience, in this case lack
of work experience, is an important small culture factor that could shape writers’
construction of structural moves in the letter of job application, alongside L2

proficiency whose influence has been noted before.

4.1.3.5 Desire for an Interview or Further Contact & Express Politeness or

Appreciation at the End of the Letter

As shown in Table 11, 11 students used move 7 in some form, 4 in English letters and 7
in Chinese letters, whereas equal attention was paid to the expression of politeness or
appreciation at the end of the letter (move 8: 19 students in both English and Chinese).
With reference to move 7, professional writers regard this move as an important
component of letters of application (Upton & Connor, 2001). However, it was noted
that participants did not make any requests for an interview, but either provided their
phone numbers or e-mail addresses for further contact or implied their wishes to be

contacted in the future. For example,

35 My number is 0912-345-678.
B FHESES 2 0912-345678.  (Participant 5)

36 My e-mail is Maggie 30424@yahoo.com.tw.
F 1) email /& maggie30424@yahoo.com.tw. . (Participant 7)

37 Please call me 0910532680.
A 4% 92,0910532686..  (Participant 11)

38 My phone number is 091234567.
iE fe A% FE AT 091234567 5] DA77 e-mail: 222812345@yahoo.com.tw.
(Translation: My phone number is 091234567 or my e-mail is 222812345@yahoo.com.tw.)
(Participant 17)

39 thaiy BB A AR SE MG R, e R AG T InI 7

(Translation: I am looking forward to hearing from you soon after you read my letter.)
(Participant 6)
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40 AR A SR TG I HE S N, o B e P SR S A

(Translation: I am looking forward to joining your team as well as hearing from you soon.)
(only underlined section refers to move 7.) (Participant 8)

41 LR DR Re A B e 1S B4R 2o
(Translation: Also, | am looking forward to having a contact with you.) (Participant 27)

According to examples 35 to 41, writers took advantage of move 7 mainly for
specifying a means of further communication in English and Chinese letters, but had an
additional option to indicate their desire to be contacted in Chinese letters, as shown in
examples 39, 40 and 41. These results contrast with Hou & Li’s (2011) study. They
claimed that Taiwanese students frequently state their desire for an interview or further
contact in English application letters. The difference might be attributed to my
participants’ limited knowledge of application letters due to their life stage and lack of

instruction in this genre.

By contrast, the analysis of move 8 demonstrates a high level of agreement with Hou &
Li’s (2011) study that Taiwanese EFL students paid much attention to the expression of
politeness at the end of the letter. Nearly half used formulaic expressions for politeness
or appreciation in the closing paragraph in both English and Chinese letters, as
illustrated in the following examples.

42 Thank you for your consideration. (Participant 5)

43 Thanks for spending so much time reading this letter. (Participant 31)

44 Thank you. (Participant 35)

45 s A seig BH{5 . (Translation: Thank you for reading this letter.) (Participant 29)

46 AT B 7 5 R ] B S
(Translation: Thanks for your time reading this letter.) (Participant 5)
A7 #i# . (Translation: Thank you) (Participant 38)

4.1.3.6 Offer to Provide More Information & Reference Attached Résumé

With regard to moves 9 and 10, writers rarely made offers to provide more information
nor mentioned the enclosure of resume in the closing paragraph. None of them
employed these moves in their Chinese letters; however, there were a few examples in

their English letters. For instance,
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48 If you want to know more information about me, please contact me without hesitation.
(Participant 5)

49 If you have any problem or want to know more information about me, please call or send an e-
mail to me. (Participant 7)

50 If you were looking for a tutor and wanted to know more information, please call me 0910532680.
(Participant 11)

51 Lastly, I attached my CV and certificate of achievements with this letter for your reference.
(Participant 28)

The underlined sections in examples 48, 49 and 50 referred to the use of the move
“offer to provide more information” and example 51 was the evidence of the use of
move “reference attached résumé (CV and certificate of achievements attached to the
letter of job application).” It was hard to surmise reasons for the low frequency of using
these two moves, apart from lack of familiarity with the genre.

4.1.3.7 An Additional Move: Stipulating Terms and Conditions of Employment

The move “stipulating terms and conditions of employment” is not a component in
Upton & Connor’s (2001) coding scheme, but 4 out of 45 writers included this move in
their letters of job application. According to Henry & Roseberry (2001), the move
“stipulating terms and conditions of employment” allows the applicant to talk about
their “expectations regarding salary, working hours, and other relevant contractual
matters”, which is considered quite essential for the letter of application (p. 159). Except
for one student who only used this move in their English letter, the other three talked
about their expectations for the job in both English and Chinese letters, mainly focusing

on salary and working days or hours. 2 examples are shown in the following:

52 As for my salary, | expect | can get $20,000 per month. | can start to work next month.

BERBFKE Ay, BRI HF LM ETC. FAE T E A IR [ERER 45 3
(Participant 5)

53 My require of the job is work two days a week, 2 or 3 hours a day, and if it can on Monday and

Tuesday, it will be perfect. The place can be your house or another place. At least NT$200 per
hour.

WEHE W TAEM SRR A BRI — BN, — RN, &/NRE2 0 0 7T,
(Participant 11)
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Talking about the salary or working hours may put the applicants at a disadvantage
regarding the communicative purpose of the letter of application; that is to grant an
opportunity for an interview. Although there was a lack of evidence to clarify writers’
intentions of including this move in their letters of job application, it may be suggested
that this may link to individual writers” varied expectations about the communicative
purpose of genres, prior to receiving any instruction or having any actual life experience

of using the genre..

4.2 The Investigation of Politeness Strategies of Letters of Job Application in
Chinese and English

In the present study, politeness strategies were investigated following the scheme
presented in Section 3.4.1.1.2 (Table 6). The overall results showed that positive
politeness strategies were more frequently used in both Chinese and English letters in
comparison to negative politeness strategies. Examples of how writers used politeness

strategies are presented in the following sections 4.2.1 and 4.2.2 respectively.

4.2.1 Positive Politeness Strategies

With reference to positive politeness strategies, “show interest,” “offering a contribution
or a benefit,” “showing directness,” “being optimistic” and “glorifying the addressee”
are the main categories (See Table 6). In the context of job application letters, showing
interest refers to writers’ expression of their interest or desire for the job to the
addressee, which can be witnessed within move 3 “apply for the position or state desire
for consideration.” With reference to offering a contribution or a benefit, writers
demonstrated their personalities, working experiences, skills and qualifications as
advantages to be utilised by the addressee, which could be bound within moves 3, 4 and
5. Being optimistic as a positive politeness strategy is not constrained to moves, but
associated with linguistic features, like “looking forward” and “hope.” Glorifying the
addressee can be identified within move 3 where writers emphasise the opportunity to

work in the target companies or organisations as a great honour.
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4.2.1.1 Showing Interest

While composing letters of job application, more than 90% of writers employed this
positive politeness strategy. In both English and Chinese letters, the phrase “apply for/
J&” was frequently used as an indication of applicants’ interest for the job, as shown

in examples 54 and 55.

54 1 would like to apply for the position as an International Trade Manager at your company.
(Participant 9)

55 PAE MR 28 ] B (1 T A
(Translation: I would like to apply for the job as a tour-guide in your company.) (Participant 33)

While stating personal desire for consideration, writers liked to attract the addressee’s

attention through making a commitment to the job. For example,

56 But | will do my best to do my job to reach your expectation if you are willing to give me the job.
(Participant 40)

57 1 will do my best and hard-working, if you give me the chance. (Participant 22)

58 If I can enter your esteemed company, | will try my best to do this job. (Participant 27)
59 4n SR FRMARI BRI, T — € Fdw KNS5 ) £t igtr TAE. (Participant 5)
(Translation: If | could get the job, | promise | will do the job with all effort.)
60 WIRAEME EREIRIREEIE TR A . (Participant 3)
(Translation: If I could get the opportunity, it will be my honour to be a teacher in the school.)
61 WK A TIE e T & 852 /B4, (Participant 23)

(Translation: If you could offer me the opportunity, | will do it with my best.)

In examples 56 to 61, the underlined sections referred to writers” commitments to the
job by stating that they would do their best with the job if they could be offered an
opportunity. Regardless of the diversity of linguistic features to show interest or state
desire for consideration, writers used this positive politeness strategy extensively in
both English and Chinese letters.

4.2.1.2 Offering a Contribution or a Benefit

One of the key elements in a letter of job application is to provide relevant working

experience, qualifications and personal strength as solid evidence to do self-promotion
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for the job vacancy. In English letters, 49% of writers (22/45) tended to show a high

degree of their strength as follows:

62 1 am the best in this field, choose me and you won’t regret it. (Participant 9)

63 As the following reasons, | thought I am qualified this job. (Participant 7)

64 All the abilities mentioned above, | have confidence that | have and the most suitable for this job.
(Participant 27)

65 With these academic license and working experiences, | believe | can adapt to the job quickly.
(Participant 3)

66 | can help your company improve and make everything perfectly. (Participant 10)

Except for example 66 which was found within move 5 “provide arguments—good for
the hiring company”, the rest were bound to move 3 “apply for the position/state desire
for consideration”. The communicative purpose of examples 62 to 66 was aimed at
promoting the applicants as the best candidate for the job with the emphasis either on
the writers’ strength or their contribution to the hiring company in the future. Such a
positive politeness strategy was also identified in Chinese letters although the
percentage of users slightly dropped to 33% (15/45). Examples are provided below:

67 B FIRAEE B BT
(Translation: I believe | am capable of doing this job well.) (Participant 16)
68 HHELL ERH H, A RBEEE G TAE. (Participant 7)

(Translation: According to the preceding arguments about my strength, | believe 1 am able to do
it well.)

69 i 2 AT M s 1) A AR 3%, A R A e A TS (B o 28 ]

&
(Translation: I think I am the best candidate and hope you could give me an opportunity to prove
my words.) (Participant 10)

70 ~HIEANBAF], #EAAFHRRKIF G, HARFREZHES.

(Translation: Once serving in your company, | would do my best to increase the number of profit
and customers for the company.) (Participant 9)

Some researchers on politeness have suggested tha emphasising the applicants’ strength
with a high level of confidence can be quite risky because it might put the applicants at
a disadvantaged position. As noted by Al-Ali (2006), this positive politeness strategy
threatens the independence of the addressee. Al-Ali therefore suggested that “this

assertion of one’s strong qualification needs to be modified with a hedge or
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indirectness.” (p. 130). It seems likely that these novice writers were unaware of this

possibility, due to their lack of real life experience and/or instruction about job letters.

4.2.1.3 Showing Directness

Directness can be expressed through imperative sentences and “other verbal means that
name the act as a request” (Al-Ali, 2006, p. 130). Similarly, in Upton & Connor’s (2001)
study, it is claimed that directness is expressed through two linguistic structures,
including “Please + action verb” (p. 234) and “sentences that begin with “I”, “you”, or
“my”” (p. 321). The results of analysis showed that only 4 writers asked directly further
contact in English letters using these structures. The linguistic structures included:

71 My number is 0912-345-678. (Participant 5)

72 My e-mail is Maggie 30424@yahoo.com.tw. (Participant 7)
73 Please call me 0910532680. (Participant 11)

In Chinese letters, 7 writers used this strategy. However, none of the writers took
advantage of this positive politeness strategy for making an explicit request for an
interview, in either English or Chinese letters.
74 FHFR 4 3K,0910532686.
(Translation: Please contact me at 0910532686 at your convenience.) (Participant 11)
75 1B AR AW TS 091234567, (Translation: My phone number is 091234567.) (Participant 5)
76 i=2FAY e-mail: Johns32@hotmail.com.
(Translation: This is my e-mail: Johns32@hotmail.com.) (Participant 40)

4.2.1.4 Being Optimistic

While stating desire for an interview or further contact, or expressing politeness at the
end of the letter of job application, the applicants studied by Upton & Connor (2001)
normally opted for expressing their optimism through the phrase “look forward to” or
with the verb “hope”. In Al-Ali’s (2006) study, less than half of Arabic-English
bilingual writers (nearly 45%) expressed optimism in English letters of application. In
the present study, the number of Chinese-English bilingual students who expressed
optimism through explicit linguistic features was far smaller, only 3 in Chinese and

none in English letters. The underlined words below are examples in Chinese letters:
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77 WA B A FER I ER, RE AR I . (Participant 6)

(Translation: | am also looking forward to hearing from you soon after you read my letter.)
78 kAR A B B A IS (RS S N I A R S X K. (Participant 8)

(Translation: I am looking forward to joining your team as well as hearing from you soon.)
79 LANNEE LIS BE A B g AT 1R 4R L. (Participant 27)

(Translation: Also, | am looking forward to having a contact with you.)

The purpose of expressing optimism using explicit linguistic features in Chinese letters
was to elicit a positive feedback from the addressee or to be contacted in the future.
Again, it seems that these uninstructed writers were mostly not aware of this possible

strategy.

4.2.1.5 Glorifying the Addressee

A few writers, 3 in English letters and 6 in Chinese letters, employed this politeness
strategy, which was expressed through explicit words, like “honour” and “esteemed
company” in English, which can be equal to “Z&3&" and “= 2 [ %)k A 7] in Chinese,
as an indication of a high degree of desire for working with reputable organisations.
Examples of glorifying the addressee in the present study are underlined in the

following:

80 It’s my honour to teach in this school, if | get the chance. (Participant 3)

81 I hope the esteemed company could give me an opportunity to improve myself. (Participant 10)

82 W HIEEERTE » FerH 2% )], (Participant 31)

(Translation: If I have honour to work here, | would work harder.)

83 ZRGH & v\l Resn T — (B it NS W] 2B B R A K v A] . (Participant 27)
(Translation: I earnestly hope | could have the opportunity to work in the international known
company.)

Once again, it seems that the participants were mostly not aware of this strategy.

4.2.2 Negative Politeness Strategies

The purpose of employing negative politeness strategies in a letter of job application is
to maintain the interaction politely due to the inequality of social and power distances

between the applicant and the addressee. Being less powerful than the addressee, it
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might be expected that the applicants who were brought up with or influenced by
Chinese large culture may pay special attention to the use of negative politeness
strategies, showing respect to independence of the addressee’s negative face. In Al-Ali’s
(2006) study, it is shown that negative politeness strategies are less frequently used than
positive politeness strategies by Arabic-English bilingual writers. Similar results were
also obtained in the present study in that only a few negative politeness strategies were
used by Chinese-English bilingual undergraduates in their English and Chinese letters
of job application. The negative politeness strategies used included “giving deference”,

“self-degradation” and “formulaic expressions”.

4.2.2.1 Giving Deference

In the study of Al-Ali (2006), while expressing deference to the addressee, the applicant
used the explicit sentence structure “I would be grateful if you...” (p. 131). This
sentence structure can be translated into Chinese as “F & &/ B UTRAR....” In the
present study, no similar sentence structures occurred in Chinese letters, but two
examples were identified in English letters, as were shown in the following:

84 1 will be appreciated if you give me a chance to work in your company. (Participant 33)

85 I will be very thankful if you give me a chance to achieve my dream. (Participant 36)

Due to the fact that these two writers did not use translation for the assigned writing
tasks, there was no direct evidence to see how they expressed their deference to the
addressee in Chinese letters of application. But overall, the absence of this strategy

seems to reflect limited large culture influence.

4.2.2.2 Self-degradation

As seen in section 4.1.3.3 above, this strategy was somewhat more likely to be used in
Chinese letters than in English letters. The purpose of using self-degradation as a

negative politeness strategy is to earnestly beseech support from the addressee (Al-Ali,
2006) or to “invoke compassion and pity” (Bhatia, 1993). The EFL students who used

this strategy were inclined to Bhatia’s perspective, attracting the addressee’s attention to
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their earnest requests for the job through some linguistic features, as are illustrated in

the following examples:

86 I really want this job. I wish you could give me a chance, I’ll show you greats. (Participant 8)
87 | hope the esteemed company could give me an opportunity to improve myself. (Participant 25)
88 AV A BEREE N H 2w . (Participant 6)

(Translation: | earnestly would like to work in your company.)
89 1/ VE HREHIE A IE AL, (Participant 43)

(Translation: I want the job with thousands and hundreds of desires.)

These writers preferred stating their desire for consideration in an indirect manner. They
frequently used adverbs, like “really”, “#\)ih” and “+43 75", to place an emphasis
on their desire for the job. Alternatively, they put themselves at a disadvantage, looking
forward to gaining improvement if they were offered the job, as was shown in example
87. Although the preceding examples were not identical to either Al-Ali’s or Bhatia’s
perspectives of self-degradation, the politeness strategy embedded was termed as self-
degradation because writers put themselves at a disadvantaged position, and did so

similarly in English and Chinese.

4.2.2.3 Formulaic Expressions

As suggested by Upton & Connor (2001), “the intent of many formulaic expressions is
to couch personal desire and wishes behind genre-accepted formulas” (p. 322).
According to Table 11, 19 writers used formulaic expressions within move 8 “Express
politeness or appreciation at the end of the letter”, in each language. While ending the
letters of application in both languages, EFL students frequently used “Thank you/&# =

or “Thank you for your time (reading)/zf &4 & B 58 (7 5¢)i2 15, except for one student

who used “Thank you for your consideration” in English letters.

4.3 Taiwanese EFL Students’ General Writing Experiences in Chinese and
English (NKU Group)

The investigation of Taiwanese EFL students’ general writing experiences in Chinese
and English was very critical to the purpose of the present study, in order to consider the

influence of large and small cultures including past writing experiences on their writing.
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This investigation aimed at providing the quantitative information in terms of their
academic background, length of writing experience, language proficiency, categories of
text types, writing instructional experiences including teaching methods, features of
writing and paragraph organisation, and writing difficulties.

4.3.1 NKU Students’ Academic Background

Sections I and Il in the questionnaire provide information about participants’ academic
background, including their ages, genders, majors, and English proficiency, as well as
the English certificate they have obtained. The fifty freshmen participants at NKU
included 47 females and 3 males, aged between 18 and 20 and majoring in English. The
average length of learning English as a foreign language is 9 years. When asked about
their overall English proficiency, the majority of the participants (43 out of 50) claimed
that they are at the intermediate level, 5 out of 50 believe that they are at the high-
intermediate level and only 2 out of 50 reported that they are at the elementary level. In
fact, these results of self-assessment for English proficiency may be worth trusting
because participants demonstrated their success in passing GEPT (General English
Proficiency Test), including 11 who passed the elementary level, 15 who passed the
intermediate level and 1 who passed the high-intermediate level, and TOEIC (Test of
English for International Communication) where 16 out of 50 passed with an average
score of 716. Furthermore, 9 out of 50 passed both GEPT and TOEIC.

Although the number of participants who passed tests in GEPT and TOEIC was quite
high, it is important to note that TOEIC only emphasises the assessment of the
examinees’ reading and listening proficiency, whereas GEPT considers the examinees’
integration of the four skills in the test. According to LTTC (The Language Training &

Testing Center http://www.lttc.ntu.edu.tw/), the level of GEPT writing tasks increases

with the level of tests. For example, examinees are expected to write simple sentences
and paragraphs in the elementary level. As they advance to intermediate level, they are
expected to use simple English for writing feedback and comment or to write about
topics they are familiar with. In order to pass the test in the high-intermediate level, they
have to be able to write about daily life topics or to express their opinions about the
current events. As a result, it is surmised that the participants in the present study may
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be capable of dealing with writing tasks for feedback, comment or topics they are

familiar with.

4.3.2 Lengths of Writing Experiences, Writing Levels & Experiences of
Categories of Text Types (NKU Group)

Questions 1, 2, 3 and 4 in the third and fourth sections explored NKU participants’
lengths of writing experiences, writing levels and experiences of categories of text types
in English and Chinese. With reference to writing experiences, the average length of
learning to write in Chinese was 8 years, which was comparatively stronger than 2.4
years in English. The advantage diminishes in relation to writing levels in that the
average score for writing levels in Chinese was 6.5, which was slightly better than 5.1
in English. That is, participants who had learned English for less than 3 years claimed
that their writing levels in English were close to those in Chinese, the language that they
have been learning for 8 years. Nonetheless, these differences between lengths of
writing experiences and writing levels may implicitly suggest that participants may
make use of their Chinese writing experience for dealing with writing the same genre in

English.

Participants’ reported experiences of categories of text types and the frequency of text

types practiced in Chinese and English are presented in Table 12 below.
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Table 12 Text Types and the Frequency of Practice in the Classroom (NKU)

Categories of The Most Common The Least Common
Practiced Practiced
Text Types Practiced

Percentage (%) Percentage (%) Percentage (%)

Chinese  English Chinese  English Chinese  English

Story 86.0 70.0 14.8 155 11.3 9.8
Essay Writing 74.0 84.0 35.2 41.4 1.9 0.0
Argumentative Writing 64.0 18.0 9.3 0.0 13.2 8.2
Reports 86.0 84.0 13.0 121 5.7 4.9
Poems 58.0 4.0 1.9 0.0 22.6 36.1
Journals 6.0 0.0 0.0 0.0 18.9 18.0
Research Paper 46.0 14.0 0.0 0.0 17.0 18.0
Short_ans_wers in 92.0 84.0 14.8 13.8 1.9 1.6
examinations

Summary 74.0 70.0 9.3 155 7.5 0.0
Others 6.0 0.0 1.9 1.7 0.0 0.0

The overall results suggest that participants had more experiences of dealing with the
nine text types in Chinese writing instruction than in English. For example, with
reference to the categories of text types participants learned, only journals and research
paper were ticked by less than 50% of the participants for Chinese, whereas
argumentative writing, poems, journals and research paper were reported for English by
less than 20% of the participants. Furthermore, while talking about text types in Chinese,
two of participants mentioned that they also learned how to write diaries and one wrote
that she/he learned how to write a reflective report on the news. However, there was an
exception that English had a higher percentage than Chinese in terms of essay writing,
which may suggest that while writing in English, they dealt with essay writing more

frequently than other categories of text types in the classroom. In fact, this shows
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agreement with the results of the most common practiced text types. Essay, story and
summary were the first three in English writing instruction with 41.4%, 15.5% and
15.5% respectively. Similarly, the three most common text types in Chinese writing
instruction included essay (35.2%), story (14.8%) and short answers in examinations
(14.8%). There was similarity not only in the categories of the most common, but also
in the categories of the least common in that poems, journals and research paper were
the three least common text types in both languages, accounting for 22.6%, 18.9% and
17.0% in Chinese and 36.1%, 18.0% and18.0% in English respectively.

It seems reasonable to assume that the transfer of their writing experiences from
Chinese to English writing may occur while participants were engaged in the same text
type. Their earlier and more frequent writing experiences in Chinese may be a useful
resource to facilitate their writing development in English. The overlapping results of
the most common text types practiced in Chinese and English writing instruction may

reinforce this assumption.

4.3.3 Writing Instructional experiences: Teaching Methods (NKU Group)

Questions 5 and 6 in the third and fourth sections provided information on teaching
methods students reported in Chinese and English writing instruction. The results
presented in Table 13 below included types of teaching methods and their frequencies
of use in the classroom. According to Table 13, there were both similarities and
differences between Chinese and English writing instruction. The former accounted for
the role of teachers who assigned writing topics and corrected students’ essays. The
latter included pre-writing discussion and the role of students. As the writing topics
were assigned, 90.0% of participants reported that they had pre-writing discussion in
English writing instruction, which was much higher than for Chinese (50.0%). Similarly,
82.0% of participants stated that they had experiences of revising their own corrected
essays in English, which was greater than for Chinese (50.0%). Moreover, the fact that
participants were given opportunities to discuss and edit each other’s essays appeared to

be unique in English writing instruction.
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Table 13 Teaching Methods in the Classroom (NKU)

Teaching Methods The Most Common The Least Common
Teaching Methods Teaching Methods

Percentage (%) Percentage (%) Percentage (%)

Chinese  English Chinese  English Chinese  English

The teacher assigned
writing topics and asked 100.0 100.0 88.7 56.5 0.0 1.9

us to write

The teacher assigned
writing topics with pre- 50.0 90.0 1.9 15.9 18.2 9.6

writing discussion

The teacher corrected
94.0 96.0 9.4 11.1 12.7 135
errors on my essays

The teacher asked
students to revise the

50.0 82.0 0.0 3.2 18.2 21.2
corrected essays by

themselves.

Student groups discussed
and edited each other’s 0.0 80.0 0.0 14.3 50.9 53.8

essays.

Another main point shown in Table 13 was teacher’s approach to the corrected essays as
reported by participants. More than 90% of participants (94.0% in Chinese and 96.0%
in English) reported that they had experiences of receiving corrected essays from their
teachers. The value of teachers’ feedback is seen in the results of questions 13 and 14 in
the third section and questions 12 and 13 in the fourth section. The results showed
different frequency of teacher’s feedback between Chinese and English teaching
methods. It was reported that teachers usually (62.0%) do it in Chinese and always
(76.0%) in English. Furthermore, 72.0% of participants stated that teacher’s feedback is
important for them in Chinese, which was slightly higher than for English (60.0%). This

123



CHIA-HSIUNG CHUANG CHAPTER 4

suggests that teachers may have a dominant role in the teaching and learning strands of

classroom culture.

The comparison between the most common and the least common teaching methods
also suggests that the dominant role of teachers may influence the ways students interact
within the small culture of the classroom. For example, over half of participants (50.9%
in Chinese and 53.8% in English) reported that the least common teaching method
involved mutual interactions with their peers. Yet mutual interactions may help students
extend their views to other useful resources rather than teachers in the classroom,
bringing them more ideas of what to write and what writing strategies their peers may

utilise.

4.3.4 Writing Instructional Experiences: Features of Writing (NKU Group)

Discussion in this section continues exploring participants’ writing instructional
experiences, focusing on more specific features of writing based on the results of

questions 7 and 8 in the third and fourth sections presented in Table 14 below.
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Table 14 Features of Writing in Chinese and English Writing Instruction (NKU)

Grammatical correctness
Mechanics and spelling
Clarity of main idea

Topic sentence in each
paragraph

Thesis statement
Using beautiful language

Expressing your true feelings
honestly

Persuasiveness
Organisation of ideas
Length of paper

Neatness and beautiful
handwriting

Originality and imagination

Chinese proverbs, maxims or
idoms

Truth of your ideas

Using good examples and
details to illustrate main
ideas

Content

Coherence at paragraph level

Title

Others

Features of Writing

Percentage (%)

Chinese

38.0

10.0

86.0

26.0

36.0

76.0

78.0

64.0

76.0

60.0

68.0

66.0

84.0

0.0

72.0

88.0

72.0

38.0

0.0

English
86.0
58.0

94.0
92.0

66.0

4.0
10.0

38.0
66.0

24.0
10.0

20.0

0.0

44.0

78.0
88.0
54.0

0.0

Emphasised the

Most

Percentage (%)

Chinese

3.3

1.6

26.2

1.6

0.0

9.8

9.8

1.6

6.6

3.3

1.6

8.2

0.0

0.0

19.7

6.6

0.0

0.0

English
15.6
4.7

34.4
17.2

3.1

0.0
1.6

0.0
1.6

1.6
0.0
0.0
0.0

0.0

1.6

3.1
15.6
0.0

0.0

Emphasised the

Least

Percentage (%)

Chinese

9.4

26.4

1.9

5.7

3.8

7.5

3.8

0.0

3.8

1.9

94

3.8

1.9

9.4

0.0

1.9

3.8

5.7

0.0

English
3.2
4.8

0.0
0.0

3.2

145
4.8

1.6
9.7

1.6
16.1
3.2
8.1

21.0

4.8

0.0
0.0
3.2

0.0
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According to Table 14, there are again also similarities and differences in features of
writing dealt with in Chinese and English writing instruction. Clarity of main idea (86%
in Chinese and 94% in English), organisation of ideas (76% in Chinese and 66% in
English), content (88% in Chinese and 78% in English) and coherence at paragraph
level were the main similarities shared by Chinese and English writing instruction. The
emphasis on grammatical correctness (38%) and mechanics and spelling (10%) was
much smaller in Chinese than 86% and 58% in English, which may be attributed to the
fact that participants are novice writers in English, but medium- or advanced-level
writers in Chinese. However, while dealing with Chinese writing instruction,
participants were expected to pursue a much larger variety of features than English,

including aesthetic features, such as the beauty of language and the use of proverbs.

The overall results show consistency with the results of questions about the most and
the least common features of writing. First, clarity of main ideas which accounted for
26.2% in Chinese and 34.4% in English is the most common feature of writing
emphasised in Chinese and English writing instruction. Otherwise, s ome discrepancy of
features of writing emphasised in Chinese and English writing instruction was captured.
For example, English emphasised much more the ideas of a topic sentence in each
paragraph (17.2%) and coherence at paragraph level (15.6%), , whilst Chinese writing
instruction paid more attention to content (19.7%) and using beautiful language (9.8%)
in terms of the second and the third positions of the most common features of writing.
Secondly, mechanics and spelling, 26.4%, and grammatical correctness, 9.4% were the
two least common emphasised in Chinese and the pursuit of using beautiful language
was one of the least common emphasised in English,which accounted for 14.5%. This
may be attributable to the fact that participants have higher level of language
proficiency in Chinese than in English.

4.3.5 Writing Instructional Experiences: Paragraph Organisation (NKU Group)

While responding to question 9 in the third and fourth sections, participants showed a
variety of answers concerning paragraph organisation in Chinese and English writing.
In Chinese writing, 10 out of 50 did not talk about their opinions for paragraph

organisation and the rest showed different opinions. 21 out of 40 pointed out that the
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traditional rhetorical sequence “qi-cheng-zhuan-he” (tEiE &) was the predominant
structure they used in Chinese writing, but it was unfortunate that none of them
provided in-depth explanations. Similar to gi-cheng-zhuan-he sequence, 16 out of 40
said that the basic Chinese structure for paragraph organisation included four
paragraphs, one with the goal of attracting the reader’s interest, two with the purposes of
developing the writer’s main ideas about the writing topic and one with the intention of
making a conclusion. For example, participant 3 expressed his/her opinion that “Z5—E%
Jeiggs | HiE R S CENVADE - 55 = Eihidaamil - EIUERSERR - 7 (The first paragraph
takes slow steps to lead the reader to the discussion of main ideas. The second and the
third paragraphs intend to start developing main ideas. The fourth paragraph makes a
conclusion.) However, not everyone preferred using a fixed structure to organise their
ideas in the paragraphs, as 3 participants said that the writing topic was an important
influencing factor for paragraph organisation. For example, participant 34 responded to
the question with the answer that “S1#HE H - AEGEEFPTRILAVELH - > AEELa0R
FELEH T 5 -~ (For different writing topics, | sometimes use the strategy kai mén jidn
shan (FF751/)) to go direct to the main ideas, but sometimes | prefer talking about

something else ahead of the main ideas.)

In English writing, 6 out of 50 left the question blank and the rest shared a similar view.
43 out of 44 claimed that while organising ideas in English writing, they preferred using
controlling ideas in the topic sentence in the first paragraph, continuing developing
main ideas with supporting arguments in the following paragraph and making a
conclusion in the end. For example, participant 1 talked about his/her strategy for
paragraph organisation that” [/ controlling idea 5 [2& topic /Y /7 [FFFEEE » fHZEauiE
> N B R SCE RS R » RIS ERS IS 5 YRR - e — BRI EC
ASCEE M aSam o MR IR R SRR SRR < 7 (1 start using controlling idea in the
topic sentence to briefly describe the theme. There are supporting sentences in the
following paragraph, giving some examples to strengthen my viewpoints. The last
paragraph is to make a conclusion, a short summary of my words.) Participant 5 was the
only one, who talked about a strategy for organising supporting examples, stating that
“UIR R BRI EE LR — E T — @ — s R AT RENGE -7 (Ifit

means the sequence of the examples, it normally refers to the sequence from the general
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to the specific.) Although participant 5 misunderstood the intention of the question, this
answer showed awareness that supporting examples can be an important element in

English writing and they had to follow specific sequences to strengthen the main ideas.

4.3.6  Writing Difficulties (NKU Group)

The last questions in the third and fourth sections aimed at investigating participants’
writing difficulties in Chinese and English writing and the results are presented in Table
15.

Table 15 Writing Difficulties in Chinese and English (NKU)

Categories of Percentage (%)

Writing Difficulties Chinese English
A large enough vocabulary 26.0 86.0
An adequate variety of sentence 28.0 54.0
patterns
Use qf connectors and 80 240
transitional phrases
Grammatical accuracy 4.0 62.0
Conte;nt: having sufficient ideas 88.0 24.0
to write about
Organisation in composition 48.0 40.0
Punctuation 20.0 16.0

According to Table 15, a large number of participants writing in Chinese (88%) and
English (74%) claimed that they struggled for idea generation. Apart from the lack of
ideas to write, they reported different perspectives on writing difficulties in Chinese and
English writing. For example, participants writing in Chinese were less concerned with
grammatical correctness, insufficient vocabulary and sentence patterns, and discourse
markers, but such concerns soared dramatically when they wrote in English. The
discrepancy in relation to linguistic features in Chinese and English writing can be
attributed to the influence of their language proficiency and writing experiences. For
example, regarding the overall results of questions 10, 11 and 12 in the third section and

10 and 11 in the fourth section, when participants were asked about the reasons for
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making a pause in English writing, only 16% of them were “never” confounded with
insufficient vocabulary, only 12% “never” stopped writing for translation and only 8%
“never” struggled for grammatical accuracy. In contrast, when they wrote in Chinese,
56% “never” paused for grammatical accuracy and 22% “never” had difficulties for
insufficient vocabulary. However, it was worth noting that up to 80% of participants
still struggled with using vocabulary in Chinese writing, which might be associated with
the fact that using beautiful language was frequently emphasised in Chinese writing
instruction. With reference to the influence of writing instruction, more than half of
participants, 52% in Chinese and 60% in English, did not consider organisation as an
obstacle for writing, due to the fact that clarity of main ideas was the feature of writing
the most frequently emphasised in both Chinese and English writing instruction (See
Section 4.3.4).

4.4 Taiwanese EFL Students’ Articulations of Construction of Letters of Job

Application in Chinese and English

The interview analysis reveals how Taiwanese EFL students dealt with the assigned
writing tasks, including their writing experiences in Chinese and English, the sources
for idea generation and paragraph organisation, their perspectives of politeness
strategies, writing convention for paragraph organisation, textual features of good

writing and individual writing difficulties.

For the NKU interviews, five participants volunteered, including Doris, Eileen, Amber,
Grace and Miranda. All the names mentioned in the excerpts in the following discussion

are pseudonyms and the initials of their names were used. For example,

R: Researcher//D: Doris// E: Eileen// A: Amber// G: Grace// M: Miranda

4.4.1 Interviewees’ Writing Experience in Chinese and English

Table 16 below summarises the five NKU interviewees’ English proficiency and

writing experiences in Chinese and English writing.
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Table 16 Interviewees' Chinese and English Writing Experience (NKU)

English (L2) Chinese (L1)
. Lengths of English Lengths of Chinese
English . o . .
. studying writing studying writing
Proficiency . . : .
English experiences Chinese experiences
Doris Intermediate 10 years 4 years 13 years 9 years
Eileen Intermediate 10 years 7-8 years 13 years 7-8 years
Amber Intermediate 4 years 4 years 12years 5 years
Grace Intermediate 9 years 4 years 13 years 9 years
Miranda  Intermediate 8 years 4 years 13 years 8 years

The length of their experiences of studying Chinese was quite similar, more than 10
years, but their Chinese writing experiences varied slightly. On the other hand,
regardless of the fact that there was a variation with the length of studying English, all
of them had been learning English writing for 4 years except Eileen, who claimed that
she started simple English writing in junior high school, like story writing. When asked
about individual writing experiences in senior high school, Grace said that “# /2 fif H
BLAE R A IR R £ 55 H3ME paragraph, #8— B — B 2. ” (Actually, we only worked
on one-paragraph writing in senior high school.). Unlike others, Amber was the only
one, who regularly studied in English-speaking countries in summer and winter

vacations since senior high school. According to Amber:

Excerpt 1

R: BEEARAT HH 2

Al IR BRI, ZEIRE, SRR L E M, R R S
M) ERRIT S, ARRNAE LS, RES A, SRR RUE LR, —H2
BRI TR, PR AN R (A B AR 28 fiicids,  th 257 R ARG
EH IR

R: A8 VR A2 5% B BRI 53 94 3C essay (AL 2 15 ?

A A%, FERERLEFRTC.

R: Do you study abroad every year?

A: Yes, the first time was in America. | mean | went there to experience how
they had lectures and communicated with local students as a representative of
my school in Taiwan. Then, | went to Australia with the same purpose, but it
was a little bit different because | not only had a trip there, but also
interviewed local people and explored their life styles.
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R: Do you have a lot of experiences of writing essays in American or Australia?
A: Not a lot because | mainly went there for experiencing different living styles.

In fact, none of them had attended formal writing courses in English until they studied
in universities. Eileen described her English writing instructional experiences in this

semester as follows:

Excerpt 2
R: A ARE R KRR AR — R g 2 2 Al Eai a7 A5 2 SeaB s /E bRt i s e 1)
FEEATEE?

E: M2 —E AR 28— = iR .

R: i A ?

E: W, wlRAh g e — RV RM, AR, SRR A stk
To WUEAHBENE EA AT, AR

R: IR 26 A E A2 7

E: 1B M2 AMiE A 555 hook, i Z/EE %11 hook, A BEWLS| A ANEIRK
WE, BT, B, SRMRERIMES, & —1# paragraph, —1 paragraphig
kT, HiAt body FRABME conclusion, 43-BA44.

R: Could you please talk about the lecture of English writing this semester?
What are the main points the teacher emphasised?

E: There are two main points in this semester. The first one is brainstorming.
R: Brainstorming?

E: Hm. He gave us something to discuss and compare our opinions about it.
That is the way of getting better English sentences, ideas and so on.

R: How about the second main point?

E: He also emphasised the writing strategy “hook” in this semester. A good
hook can attract readers to read your writing. Furthermore, he also introduced
us how to write body and conclusion within paragraphs respectively.

This introduction of a course in English writing in this semester was echoed by other
participants. As a result, it was surmised that they might be at the level of learning the

basic structure of English essays, beginning to write a text in English.
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4.4.2 Generation of ldeas

While dealing with the letter of job application in Chinese and English, the interviewees
showed a variety of strategies for generating ideas and organising paragraphs due to the
fact that they were not formally instructed about what and how to write for this genre in
either language. Eileen in the interview said that she had the experience of composing a
letter of job application in Chinese because of seeking some part-time job opportunities
while studying in senior high school. However, she did not have any experiences of
writing letters in English. According to Eileen,

Excerpt 3

RUERE B BAEE H AR ER, RO EAEMAAETENS 2 ) Wi 2 5 Left 2%,
HEES, %57

E: HERZAEHT Lith | A 23 SO REE 58 A0 i, (AR R i o —
BRI R RS, —HRdEma!

L AR LRI 5 36 T SORBAE 1485

SR MRS, FRRAZ,

D IBARAE 0 SRS I N2 e HF R AR A 2 AR PR 2

P REAIED WERAHEERE, RMMEHERTHUS.

R B RS R M AN R TR ?

DO, RRRAEEAT T, PO EAHERZRH. HART
SCEAREE LR L ) R R R R, A IR — B IR
MEEGHEL, NRIRA SRS EA ), eSO AR i — Bh a2 AT
el —&L, SN LI RS IS (MR 1. JECIIRE R e B AT se LU iR
R &, AR ANAREEBKE K.

DR R R A 2 B B A, IS (AR B AR ?

R TRAE N RAERIAR R, AR HE A S RIS AR .

D AR R SR AT 1R 250 il e JE 2

DRREINFEI L SO Se A H ORISR 5, R BRI AR, SRR IR
JEE AL AT R . AR s AR N E S, SRR EREAREA & — Pl
RIS, W TBHSIERS . PN EAZ R IL, A& RE R BRI R
%, BrCLeEraii L sr 4

R: JITiE B LB A A2 48 08 77 1 ?

E:lE, E TR, g i@ H O Qo rca i3] « gtk NE R
FERIEM TAE, HAISCRRARMHERKAZN, G 7B H MM IR
ARG, MEREREEGENDTF, —E ATz, SR
T H A EER —A)ES, "All of these personal traits | have, and | also

focus on this job well. If I can have the chance to work with you, 1 will do my
best.”

m 2O m 2O m 2O

m X0 m 2O
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R: As you realised “A letter of job application” as the writing topic, did you
have any ideas in mind? For example, what to write, how to write and so
forth?

E: In fact, | had experiences of taking part-time jobs, but I am new for a letter of
job application in English. I think it should be the same as Chinese and the
only difference is that one is in Chinese and the other is in English.

R: Have you had the experience of writing a letter of job application in Chinese?

E: Hm. I wrote simple version of letter of job application in Chinese and did not
write a lot.

R: Do you think it was a challenge for you to deal with the assigned writing
tasks?

E: I think it was ok. I finished English letter first and then Chinese letter.
R: Why did you work on English letter first, but not Chinese letter?

E: It is because English was more difficult. I think if I could finish English letter
first, I would not have to spend much time on Chinese letter. Nevertheless, |
think that Chinese writing normally contained longer sentences because you
needed to emphasise your viewpoints all the time. You needed to make them
comprehensive to the reader so that you needed to expand the lengths of your
sentences. By contrast, English writing had to be concise and simple because
the reader did not expect longer sentences.

R: How are you aware of such a difference between Chinese and English writing?

E: It is because of the accumulation of my writing experiences and the influence
of the teachers.

R: What did you write in Chinese and English letters respectively?

E: They were quite similar in a general sense, but with minor differences. In
English letter, I introduced my academic background first, then where | saw
the job advertisement and talked about the job title that | wanted to apply.
Next, | focused on my personal advantages for the job vacancy and left my
phone number for being contacted for a further interview if possible. These
main points appeared in Chinese letter as well, but were in more details.

R: What do you mean by “in more details”?

E: Uh, let me take a look. I talked more about the advantages | have in Chinese
letter. For example, in Chinese letter, | said that “I will be more focused on
the job than others because I love studying foreign languages and am quite
proud of my language proficiency. With the sincere attitudes and enthusiasm
about languages, | believe I am your best choice and you will never regret.”,
whereas in English letter, I solely said that “All of these personal traits I have,
and | also focus on this job well. If I can have the chance to work with you, |
will do my best.”

Unlike Eileen, who completed the writing task based on her past working experience

plus her beliefs about English and Chinese writing styles, Grace discussed with her

133



CHIA-HSIUNG CHUANG CHAPTER 4

sister, Jessica who has 3-year working experiences, about how to write a good
impressive letter of job application. Grace described how she generated ideas of what to

write in the letters of job application in Chinese and English as follows:

Excerpt 4

R: IRURAEA WIER A, AE T H0e?

G: P IMARER, BIFERXE, FARMITAESET, mEHELE D
KBS BB A R E BB

R: ARURAE ARG 1R EERR I e 2

G: i FRFLET A | RAEAE BIBEE, NEIRE SRS, FKER S, B0
e TARSEE, RIVRERE TAFMeELG, REZRRHE T ZFE DR
WABEE, PrUMER R — € EHEM TR RS 1, RIS S B
WA R —5RANVINE) A 4 B A B

R: AR AT ARHRER — AR B AR a0 ] 58 4iE — RDSRIBAE W ?

G: Ho e il, EHEMAE A, =B H—Bulst A 2R . K
BB UK 5, RN E OA S ER R FI RN T . &
% —BUIE IR FHOE — PR S, R84 e-mail.

R R AR S SOR A N AR 2 — AR IS ? J@ 2 A EA ARy ?

G: AR ER—HRI, FOCHRF ARG . AN, FOSCBAT R ISR R,
BRI, 184, B, BIREB/NMZ. PrUAIRER A3 RAR T & Sk [ Z i

AR
R: A EEAEANZER? RERP RS AR, AT 0 L i o
41

G: A 2 L8 AP BAR B FH S SCRIE AR, B ARG Aol A s

R: Since you never wrote a letter of job application, how did you work on it?

G: I really had no ideas of what to do at the very beginning. Fortunately it was
homework because I could discuss it with my sister who has been working
for 3 years and applied for the job by herself. As soon as | got home, |
discussed this assignment with her.

R: What kind of advices did your sister offer?

G: She said it was not a tough task. A job application letter should include where
you find the job advertisement, your academic background, family
background or related working experience, your ambition for the job vacancy.
The most important point was to demand for a further contact. It was
necessary to mention how to be contacted in the end of the letter. According
to her, the main purpose of job application letter was a little test for how to
get a chance for interview based on your work in a small piece of A4 paper.

R: Could you please talk about how you finished two letters of job application?
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G: First, | listed what | wanted to say and organised my ideas in three
paragraphs. | talked about the source of job advertisement in the first
paragraph, introduced my academic and family background, and the
advantages | have in the second paragraph and demonstrated my ambition for
the job and the desire for being contacted via my e-mail in the last paragraph.

R: Did you write the same points in both job application letters or were there any
differences?

G: In general, they were the same. What | wrote in English letter appeared in
Chinese letter as well. However, | put more emphasis on the advantages |
have in Chinese letter, for example, my personality and I love kids so much.
So, I believed I can be the best candidate for the job as a teacher in a primary
school.

R: Why did such a difference appear? | mean Chinese letter was more
informative, but English letter was concise and simple.

G: It is because of my limited English proficiency. Anything that | was unable to
express in English would be eliminated.

That is, Grace did not report perceptions of writing style differences between English
and Chinese, but attributed differences between her letters to her language proficiency.
In addition to personal working experience and discussion with experienced people,
working with peers was commonly reported to deal with this writing task. According to
Miranda, she quite enjoyed the moments of brainstorming with peers in English writing
classes because she could listen to different opinions that always helped her with the
generation of ideas although she did not like writing at all. In the interview, she reported
the influence of brainstorming with peers, as well as of her own language level, on

writing in both languages:

Excerpt 5

R: BIREBISEEHR, VR H B4R ?

M: AR, RARIEBRA S, thAE RS,

R: ARGEH A T ARG 5E s — e TP 9 SO RERAE e 2

M: SRACAR AR ] BRIFI SR, A A g — B AR AR AT

R: AREE A AR LR (RSt 5, AN B SR IRERL? IR AR, #a iR
AT EEE ?

M: [H i 2002 Al#l 5855 2 brainstorming, i LAIRAEZ —FEE1E . 1 HIRE AR
R, FrUAEMER e SRR &R . e, SRS | IE R B3R
M E OREZ, REREAA —RIEA LS, Linda TAREZRFTK.
BANRELRITE, HEBERRBEBRAEER, S EMETEELT.
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R: A A E — FARMIE —H KRG . BT AA—BLIIHTT . RBHEH R R
WHSC, HPRSCHEFHEESR, " ERAEHE T, HEFESEIRELT, #H
EHEARER, ", TCRA. AT LSRR R — N ?

M: g, FRE— FrLA?

R: #f.

M: HERBRENE L., SICHIRE, MEENEE SREE, IR
TIRZHPEH CRER . ISR T HEER, TS BSE A S R PR
GECIRBRIE, U 1

R: A SCAH Z 0@l 5 U RS 2

M: AR !

R: Ayt EEWe ?

M: HE, BB, FRJ&AEER el Fomaf e 1.

R: What did you think about the writing topics?
M: Nothing because I do not like writing and am not good at it.

R: Then how could you finish two letters of job application in Chinese and
English?

M: I spent much time on discussion with my classmates because | had no ideas
at all.

R: Then why did you prefer discussing with classmates rather than looking for
information by yourself? In the discussion, what did you talk about?

M: It is because the teacher emphasised on brainstorming this semester so that |
think it was just like a habit. Moreover, | was really less interested in it and
felt lazy for finding information by myself. In the discussion, everyone talked
about their own perspectives. For example, | talked about the importance of
introducing myself. One of the interesting points in the discussion was that
Linda unexpectedly talked about the issue of the salary. | thought it was so
funny at the very beginning, but I felt it really made sense after a while. So, |
wrote this point in my letter of job application.

R: Let’s take a look at your letters of job application. | found some differences
between them. It is obvious that the length of English is longer than the one
of Chinese, but the demand for salary only appeared in Chinese letter that “As
for salary, there are not many demands of it as long as it complies with
Labour Standards Law.”, but not in English letter. Could you please explain
the differences?

M: Oh, may | have a look, please?
R: Sure.

M: In fact, I did not think about them so much. When writing English letter, |
felt it was very important to introduce myself so that | talked a lot about my
own advantages. As for the omission of the demand for salary in English
letter, I think it was so difficult to translate it from Chinese. So, I left it out.

R: Didn’t you have to talk about your advantages in Chinese letter?
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M: | don’t think so.
R: Why?
M: Uh, Uh, | think | could talk about it in the interview.

The qualitative data analysis provides more in-depth understandings of how Taiwanese
EFL students wrote letters of job application in Chinese and English in reality and may
have two important implications when they are related to the results of textual analysis.
First of all, the organisation of generic moves in their letters of job application in
Chinese and English shows differences from the coding scheme derived from past
research (See discussion in Section 4.1). In the absence of classroom instruction, this is
connected to the influences of a variety of other resources in the small cultures where
letters of job application were written. For example, students could rely on personal
working experiences, seek assistance from experienced people and work with their
peers. Consequently, they tended to organise generic moves in letters of job application
that are notably different from the expected norm of writing conventions of such genre
writing. As evidenced, they sometimes talked about the salary in Chinese letters and
some even forgot to leave either phone number or e-mail addresses for a further contact

in the end of their letters.

Secondly, this qualitative analysis of the interviews may suggest that limited language
proficiency can be a major influencing factor for the selection and organisation of
generic moves. For example, writers writing in English may have difficulties for
translating their ideas from Chinese into English appropriately, therefore discarding or
simplifying what they intended to talk about, such as the deletion of move “stipulating
terms and conditions of employment” in Miranda’s English letter of job application and
the simple version of move “providing arguments for background or experience” in

Grace’s English letter of job application.

4.4.3 Interviewees’ Perspectives on Politeness Strategies

Even though the number of interviewees was quite small, the qualitative data showed
that they could reflect useful on politeness strategies. Doris expressed her perspective in

Excerpt 6.
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Excerpt 6

O X

O o0 U U O X O XU U XD

O o U X

)

U X U X U X

» AT DAEE IR A — T B AR e S e P S SOR I N 2
D WACE ARSI AR o W, BERIIRA RIBRAL S, TRKRBEREA T

PN, ANG?

¥, EEREE B IREENS?
&, R ASRERE & 22 catch others’ attention.
: Catch others’ attention? R$& 1 others /235 ?

DR . BATEMMEAGIERZRHE, FARBIANRZ, FrelfE ]

I8 [ 7 o

BRI —EME R T O .

DR B !

D IBVRTEASHEA T BUEAT I AR B AR B CF BRI R &g ?

: 3% take a look.

: VR AR TR local HE !

BRI A A SR L L PRAE N B A R H RS O, R R B3R

WEfE, M IHT.

L T DARAE Hh S SO AR A 1 312

DHRE|?

s RS i e B TR ATE VR ) B AS 0 ?

DIEARW, fRFE, thIeCIREA IR R " R AT R AR ) B EIE TR H
AT EER. "

CIEAN?

RIS h 2 /DB AR 1) 44

MR, RS ?

D RAFHIEIEEFEATER L b N E R A R e AR,
L R R R E B R B W ?
PRIURBEAAHRCAER, RBEEAES. RFERARMEEHEAGE, Ll

TR 1 GEERBAE T BLAZ ISR A .

DR CAEER —F, BB I HMEREERE, RIRA B MRS 175 3?

D: A 2 ? BUAESRIMAT Bt AT RAR I, SR —3R0at ey 1, RJTH. A7 BRI

R:

{5 2t — S ?

Could you please explain how you organised two letters of job application in
Chinese and English?

D: I spent a lot of time on thinking about the contents. Uh, although | don’t have

R:

any working experiences, | assume that a letter of job application is to get a
job, isn’t it?
Yes. Does it affect the way you write?
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X

O D

O 0 O X

R:
D:

R:
: I 'am not sure if this is a strategy that “I look forward to learning some

R:

D

. Yes, it’s because the letter of job application is to catch others’ attention.

. Catch others’ attention? What do you mean by “others™?

: Employers. | know they don’t spend much time on reading the letters because
there are many applicants. So, | think letters have to be simple and concise.

: No wonder that your letters are quite short in length.

: That’s right!

: Did you use any strategies in the letters to help you have the job vacancy

granted?
. Let me take a look.

: The way you talk is quite local!

. It makes the interview less awkward. In fact, | personally think about the
emphasis of my confidence. The only strategy is to make the employer feel
my confidence.

: S0, in the letters you mentioned?

: Mentioned about what?

: I mean how you show your confidence to the employer in the letters?

: Here it is. Look, in both letters I mentioned that “I think | am qualified for the

job and will try my best to reach your expectation.”
Anything else?

I think it is necessary to mention the reputation of the hiring company in the
letters.

Hm. What’s more?

experiences from you.”

: Why are you not sure about it?
- | just think that politeness is a must for a job seeker. Everyone thinks that we

as strawberry generation are not teachable. So, | need to say that | can put up
with stress.

Can | ask that why you did not talk about the ways for a contact in the end of
the letters?

. Is it a must? Nowadays the forms of job application are available online. It is

convenient to just fill them out. So, is it necessary to do it again in the letter
of job application?

According to Doris’ elucidation for the construction of letters of job application, she

was aware of the need to employ politeness strategies embedded into linguistic features,

but she does not distinguish at a ‘large culture’ level between politeness in English and

Chinese. For example, the positive politeness strategy “showing interest” identified in

Doris’ letters can be shaped by her understanding that the communicative purpose of the
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genre writing was to get the job and therefore to create a communicative bridge between
the reader and the writer. Furthermore, Doris’ awareness of shared reader’s expectation
apparently influenced the lengths and contents of both letters, which tended to be simple
and concise to attract the reader’s attention. This resulted in the use of positive
politeness strategies including “offering a contribution or a benefit”, “being optimistic”
and “glorifying the addressee”. The lack of the positive politeness strategy “showing
directness” at the end of both letters could be attributed to the local influence of
computer technology. Doris’ personal experience leads her to the belief that rapid
development of internet technology may make the on-line applications as an alternative
channel for hunting jobs. The changes of communicative medium within a local small
culture may slowly influence writers’ perceptions about the norms of writing
conventions of job application letters, especially in the absence of normative writing

instruction.

Influenced by personal experiences of studying abroad periodically, Amber said that it
was not her first time to work on an English letter of job application because she had
working experiences in Australia. However, it was quite difficult for her to
independently compose a Chinese letter of job application because she had rarely
practiced Chinese writing since senior high school. Consequently, she sought assistance
from her peers, whose major contribution was to revise the syntactical and semantic
mistakes in her Chinese letter. According to Amber’s writing experience in the
following excerpt, it may be suggested that her previous writing experience of the same
genre (in English) was the main influencing factor for the presentation of politeness
strategies in the letters of job application, including the positive politeness strategies
“showing interest”, “showing directness” and the negative politeness strategy

“formulaic expressions” (in both languages).

Excerpt 7

R: 3RAM A R EE IR AR A — R P SOR S - wT DARH R ] BRI 1R 28 R H 1Y
IRp e, AR SRR AR ideas, VK2 /ERKTER ?

A: BT SER?

R: %, BESER AEMTANEIARAT LLa, s URE 208 H R i AR A4

A: FEORIEIRA T, ERMEIT TR . FEUEIRIRTEF, Al /A

R: AR 4R T SCORBUE R R TIAE 1 HCER AR B [ I8 2
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¥,
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algeRt CEER ST EET 7. HAmPHERAHBERE LS.
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AR T FEREERE, B, BT R A SR .

: JR AT AREARER BH — T SR A 1O RN 2
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CEMIRARRA R, HEFSRERESOPSOREE, MER salary REEL, FrLL
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;BT DAIE & 527 [F) BRI R B 2
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BRI AT RS, B AR AR T A AR 271 you want to know more
information about me, please contact me without hesitation.” R/ & $22]1E 2,
e 2

EREEIE D ARERBIRBEE M TAE, ATt ersia(H.

s HSET LAR A 42 2 2 WAk FERE G 2

¥t

AR Fe4% 2 R EE Thanks for your consideration?

1B EE A
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> D >:U>:U)>;p

>R AR

R: Today we’re going to compare your letters of job application in Chinese and
English. Could you please simply talk about how you organised your ideas
when reading the writing topics and how you finished them?

A: How did I finish them?

R: Yes, the completion of them. You can talk about anything, like what you
thought about the writing topic, etc.

A: I have the experience of writing English letter of job application while taking
part-time jobs in Australia. | finished it quite soon, but spent much time
working on Chinese letter.

R: Do you mean that Chinese letter, on the contrary, cost you longer time to
finish?

A: Yes.

R: Any particular reasons?

A: Perhaps | did not continue Chinese writing in the senior high school. | rarely
practiced Chinese writing since then.
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: Hm. But I think your Chinese letter is as good as English one.

. It’s because | asked my classmates for help. It took them days for revision.

: Could you please explain the function of the letter of job application?

: To get the interview.

. Are there any difference of the purpose of letters between Chinese and
English?

: I am sure for English letter, but know nothing about Chinese letter because |
never write it.

: S0, your Chinese letter is the translation of English letter?

- Yes.

: Okay, let us take a look at your English letter. Could you please explain the
main points in it?

: Okay. I talked about the source of job advertisement and applied for it at the
beginning, then introduced myself in the following paragraph and emphasis
my wish for having this job in the last paragraph. | left my phone number for
a contact and thankfulness in the end of the letter.

: May | know that if you have any experience of receiving formal writing
instruction for English letter of job application?

: No, but I wrote 2 to 3 English letters and asked my teachers for advice.

: Was it in Taiwan or abroad?

. It was during the time | looked for part-time jobs in Australia.

: May | ask that why you talked about salary in the letter?

. 1 did not include it, but when my classmates revised my Chinese letter, they
said it was very important. So, | added it to my English letter later.

: So, it’s the advice from your classmates?

- Yes.

. | am quite curious about the inclusion of “If you want to know more
information about me, please contact me without hesitation.” because nearly
none of your classmates mentioned it.

: This is very important because it shows my strong desire for the job. | wrote
it in my previous English letters as well.

: So, is that the reason you have your phone number for a contact right after it?

- Yes.

: Then, why do you include “Thanks for your consideration.” in the end of the
letter?

: This is the basic manner for politeness in a letter.

The comparison of Doris’ and Amber’s writing experiences revealed that the politeness

strategies

embedded into the linguistic features in the letters of job application may not

be seen as products of traditional large cultures (Chinese versus Western). Rather, the

results of

qualitative data were in a line with Upton & Connor’s study (2001) that

multiple factors can influence the presentation of politeness strategies in the letters of

job application, including the writer’s understanding of the communicative purpose of

the genre, awareness of reader’s expectation, influence of technology and previous

writing experience of the same genre, all of which are construed as small culture factors
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in this study. Moreover, analysis in this study contrasts with Upton & Connor’s study
claim that people from different cultures have distinctive linguistic features for
politeness strategies, because intra-group homogeneity was not identified in the present
study. This may be associated with the lack of formal writing instruction for the letter of
job application in either language. The results of qualitative data alongside with the
textual analysis (see section 4.2) may illustrate writers’ limited knowledge of traditional
politeness strategies in the letter of job application associated with the large culture of
either language. Instead, the participants drew on a range of small culture factors, such
as their perception of the general communicative purpose of the letter of job application,
their past experience with the genre, and advice from peers, to create what they viewed

as polite letters in both languages.

4.4.4 Paragraph Organisation, Textual Features of Good Writing & Individual
Writing Difficulties

In addition to the exploration of interviewees’ perspectives on organisation of generic

moves and politeness strategies in the letters of job application, the interviews also

touched on paragraph organisation, textual features of good writing and individual

writing difficulties in the writing in Chinese and English.

4.4.4.1 Paragraph Organisation

Participants’ comments on Chinese and English writing can be shaped by writing
instructional experiences, but there was a gap between their acknowledgement and
actions, in particular in Chinese writing. In Chinese writing, all the interviewees pointed
out that gi-cheng-zhuan-he (27K #84) sequence is the traditional rhetorical structure in
Chinese writing, but none of them applied it to the writing tasks because of its
inappropriateness for the communicative purpose of the letter of job application.
According to Doris:

Excerpt 8
R: EARE BRIEEMRE H R, IR BE Bk, IR S BUK ER Bt ER
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D: M8, st SCHIfESCH, Rk, 1ENS?

. ﬂlo

LR —EBIEE, SRR AL Z support 1R ER —BLRBAURS,  AMB R L TR
RETEEER, A MEE, R18E, HiRAES L BRGNS, RRIRI—
fE summary.

o T CARER B AR SRR B, Ahaite — (R B A ZE A ?

m

DMBEAIARE N, FRIER T ICORBERE 3 B, AfTER?

L AR I AEER RIB SR A KA E AR EH— B IR I IR,
Pt A& A BB

o @

U X U T

R: When you realised a letter of job application as the assigned writing topic,
how and what did you organise the paragraphs?

D: Hm. In Chinese writing, it refers to gi-cheng-zhuan-he sequence. Do you get
it?
R: Hm.

D: Qi refers to an introduction, then cheng is to support your words in the first
paragraph, then zhuan is to reject what you say in the previous paragraphs,
referring to a turning and then he is to summarise everything aforementioned.

R: So, do you think it is a basic structure for paragraph organisation in Chinese
writing?

D: Yes.

R: Let’s take a look at your writing. There are only 3 paragraphs in your Chinese
letter. Could you explain the reasons?

D: I think it was slightly inappropriate for the letter of job application because
you needed to continue talking about your strengths and would not include a
“zhuan”.

However, influenced by previous writing instructional experiences that English writing
includes an introduction, a body and a conclusion as a basic structure for paragraph
organisation, Amber, Doris and Eileen employed this pattern strictly in English letters.
Amber clearly stated her opinion in the following excerpt.

Excerpt 9

R: AT LA brainstorming 7R 218 5 A2 o e g 45 40 T — R 3 R i 22 FE NS 2
A: ¥t
R: WEx TIBM 24, BHEMEEREESAEE?
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Ar ANEEDE, SUREIZEN, MMEUREEAKIZEN, )& SO .
R: AR AT DLGE ) — T A St e A i 50 {1 SR P 1 2

A GHR L FTRARE AT SO T SCYE S Re %, UREAS & RO R &, W]
FESESCHAREOR . SRR R AE A SO R AR T3, AN A 56— ) B Ry ot
SERE A R B RARERRATE,  RRBIE S SRR, topic sentence BiEE A K
TRWI R R IR AERf AT B, SRR 2225 support fRI H P .

R: So, is brainstorming a big difference between Chinese and English writing for
you?

A Yes.
R: Apart from it, what other differences can you think about?

A: Differences? The writing structure, I think. English has a fixed one, but
Chinese does not.

R: May | please ask that have you ever heard about gi-cheng-zhuan-he sequence?

A: Yes! While writing in Chinese, you wouldn’t stick to it at all. However, it is a
compulsory to have a fixed structure in English. The other difference between
Chinese and English writing is that you do not have make the reader aware of
your intention of writing in the first sentence in Chinese, but it is a
convention in English that the reader can realise your intentions based on
your topic sentences and you have to support them in the following
paragraphs.

Doris and Amber seem to believe that there is a distinctive difference in relation to
paragraph organisation between Chinese and English writing, the former preferring qi-
cheng-zhuan-he as the traditional rhetorical structure and the latter including an
introduction, a body and a conclusion as essential components for the development of
paragraphs within the text. However, the decision on the use of so-called traditional
rhetorical structures may be influenced by at least two factors. One was the writer’s
response to the writing topics as was exemplified in Doris’ rejection of gi-cheng-zhuan-
he on this occasion, and the other one may be associated with the level of familiarity
with languages as was implicitly indicated in Amber’s writing experience as well as in
Miranda’s words that “F& SR B A B AR AT B, SESCHiANAE © TR AR H R IR EHE
AEE IR - (1 can write whatever | want in Chinese writing, but | cannot do it in
English writing, which is associated with the level of familiarity with the two

languages.)”

145



CHIA-HSIUNG CHUANG CHAPTER 4

4.4.4.2 Textual Features of Good Writing

Table 17 below summarises interviewees’ beliefs about textual features of good writing
in Chinese and English. The overall results showed these beliefs may be less based on
their cultural background than on language proficiency and influence of writing
instructional experiences. Use of proverbs in Chinese writing can be seen as cultural
influence (Matalene, 1985). The reason that use of proverbs was not regarded as one of
the textual feature of good writing in English writing was mainly associated with the
interviewees’ limited English proficiency. Grace said that “J5izE i plisEA BLEEAD - 4158
IESar - FREZ g AE” (1tis a little bit difficult to use proverbs in English. If my
English was good enough, | would’ve used it!) Unlike others who suffered from limited
English proficiency, Amber was the only one who suffered from limited Chinese
proficiency, expressing the belief that simple words can be a textual feature of good
Chinese writing. In addition to the use of proverbs, the pursuit of beautiful language
was an important element for good Chinese writing based on Miranda and Eileen’s
opinions. This was seen as an influence of writing instruction, in a line with the results
of the questionnaire (See Section 4.3.4). Doris was the only person who thought that a
clear structure was the most prominent textual feature of good writing and was shared
by Chinese and English writing; this can also be categorised as influence of writing

instructional experiences.
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Table 17 Interviewees' Concepts of Features of Good Writing in Chinese and

English (NKU)

Textual Features of Good Chinese

Textual Features of Good English

Writing Writing
o PR AR EL -
. Language is not too simple. . .
Miranda 2 o The same as Chinese writin
o B I - :
New knowledge in the content
o ZEFEETERT - e Catch my attention in the first
Clear structures. sentences
o REEER - o FEEH BN EE -
Use of proverbs. Language is not too simple.
Doris o SEEMLH ¢ &ham B E B
R -
The structure: correspondence
between the conclusion and the
introduction.
o EEMFEHIEE - « Good Title.
Understanding of the writer’'s e F35RIK0% ©
intentions. No big words.
Eileen o TFEEAVEEK o
The requirement for languages.
o Ideas FYHEEE: -
The connection between ideas.
o Fim M IgEL - o BEHVIERLL -
To avoid colloquialism. As long as it is understandable.
Grace o IEEHIE 2 E -
Appropriate use of proverbs.
Textual Features of Good Chinese Textual Features of Good English
Writing Writing
o NERIEEBLE o THAR S [FRAVE]FHRIAZ
Amber Simple and clear contents. Interesting sentences and contents

o FHIME -
Simple words.

to attraction my attention.

4.4.4.3 Individual Writing Difficulties

The qualitative results showed similarities with the quantitative results (See

Section 4.3.6), referring primarily to insufficient language proficiency while participants

write in English. Grace pointed out that while generating ideas in Chinese first, she had

great difficulties in translating them properly into English so that many ideas were

eliminated. Likewise, Eileen expressed her opinion as follows:

AR BRI EZZFFE T 2R, MEATREE QRIS AR, RIRIRE &

BRAWRE, B BERERIRETEE.
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— LR RAR L ) — L B . (1 think the biggest difficulty is that while having a lot of
ideas in mind, I would suffer from my insufficient English proficiency, being unable to fully
express them in English. Then | think that the content is quite hollow and always have the
feeling that | need to eliminate what | intent to write.)

The insufficient English proficiency may refer to limited knowledge of vocabulary,
sentence structures and grammatical accuracy documented in Table 15 (See
Section 4.3.6). Furthermore, the demonstration of literary style was a difficulty in
Chinese writing in qualitative analysis (See Section 4.3.4). Grace shared her experience
of setbacks because of inability of avoiding colloquialism:
CEIBFN TR AR, e R EMBEEELBIE, ARE ARk
By, WS A hcR Mg R LA, W EEEE R JUR R A BRE
t, BRBERAREREETE R . 7 (When my English writing was slightly
characterised with colloguial language, | attempted to make some changes and to make them
more beautiful. In Chinese writing, | also attempted to modify the colloquial language, but my

efforts did not work efficiently because I still had the feeling that | expressed my ideas
colloquially.)

Such a viewpoint may implicitly suggest interviewees’ ambition for advancing their
current writing proficiency to a higher level, which can be the reflection of Amber’s
opinions. Unlike the rest of the interviewees, Amber who had better English proficiency
and considerably poor Chinese proficiency said that the challenge for her English
writing was to be an expert, like the editors on BBC News. However, Chinese writing
was completely difficult for her, because of her lack of language proficiency and writing
experience. As a result, it may be concluded that language proficiency as well as
individual ambition of developing writing ability can be important influencing factors

for perception of writing difficulties.

4.5 Summary

The overall analyses of qualitative and quantitative results suggest that there are both
similarities and differences in EFL students’ genre-rhetoric construction in the letters of
job application in Chinese and English. It is quite difficult to offer fuller perspectives
because of multiple influencing factors involved. However, there is a strong similarity
in the overall deployment of research moves, as well as in the choice of politeness
strategies, across the two sets of letters. In the absence of formal writing instruction for
this genre, these similarities seem to be primarily shaped by the influence of small
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culture factors, including writers’” awareness of the communicative purpose of the genre,
their assumptions about reader’s expectations and the role of on-line media, their
general intercultural beliefs about good writing, the influence of previous writing
experiences, and consultations with peers. Differences between the two sets of letters

seem largely due to different levels of language proficiency.

The background influence of ‘large cultures’ can be seen nonetheless in some aspects of
the writing. For example the inclusion of formal greetings in both English and Chinese
letters has been interpreted as a trace of Chinese large culture politeness (See Section
4.1.3.1). Similarly, inclusion of details about personality has been interpreted as
reflecting a Chinese large culture wish to build long term relationships (See Section
4.1.3.4). Regarding politeness, somewhat greater use of negative politeness strategies
was noted in the Chinese letters (See Section 4.1.3.3). The participants are able to talk
about other differences between Chinese and English writing styles, even if they have

not implemented these in their letters (see sections 4.4.4.1 and 4.4.4.2).

The letters produced through this mix of influences (small cultures, large culture, L1/
L2 proficiency) do not conform in all respects to the expectations set out in previous
research. For example, the participants did not use some expected moves, and used a
limited range of mostly positive politeness strategies, rather than the full range of
positive and negative strategies described by other researchers. These gaps presumably
reflect their lack of instruction and relative lack of life experience with the genre.
However, the letters show that EFL students can draw on the resources of both large
and small cultures, in varied ways, to create reasonably coherent texts in an unfamiliar

genre.
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Chapter 5 Data Analyses: EFL Students’ Argumentative Writing in
Chinese and English
This chapter presents the results of quantitative and qualitative analyses for Taiwanese
EFL students’ genre-rhetoric construction in argumentative writing in Chinese and
English in the EFL classroom. Sections 5.1 and 5.2 present the results of textual
analysis, including the organisation of generic structure and the large cultural values
embedded in the linguistic features; section 5.3 displays the results of student
questionnaires and section 5.4 discusses Taiwanese EFL students’ perspectives for
dealing with the assigned writing tasks.

5.1 Taiwanese EFL Students’ Organisation of Generic Structure of
Argumentative Writing in Chinese and English

The following section discusses the tripartite rhetorical structures of EFL students’

intercultural argumentative writing according to the results in Table 18 below. The table

presents the number and percentage of texts in which individual generic moves appear,

for each language, within the thesis, argument and conclusion stages.

Table 18 Organisation of Generic Structure in Taiwanese EFL Students' English
and Chinese Argumentative Writing

Chinese Texts with Individual English Texts with Individual

Moves Moves
Frequency % Frequency o

Rhetorical Organisation (N=44) 0 (N=44) 0
Thesis
(Gambit) 0 0.0 0 0.0
(Information) 27 61.0 8. 18.0
Proposition 40 91.0 44 100.0
(Evaluation) 3 7.0 0 0.0
Argument
(Markers) 16 36.0 44 100.0
(Restatement) 4 9.0 0 00
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Chinese Texts with Individual English Texts with Individual

Moves Moves
Frequency 0 Frequency 0

Rhetorical Organisation (N=44) % (N=44) %
Claim 44 100.0 44 100.0
Support 28 64.0 44 100.0
Conclusion
(Marker) 16 36.0 29 66.0
Consolidation 17 39.0 19 43.0
(Affirmation) 14 32.0 15 34.0
(Close) 0 0.0 10 23.0
(Recommendation) 4 9.0 0 0.0

5.1.1 The Thesis Stage

As shown in Table 18, writers used the move “proposition” with similar frequency in
Chinese and English argumentative writing, but showed a remarkable difference
between languages in the use of the move “information” in the thesis stage (27
occurrences in Chinese, 8 in English). They did not employ the move “gambit” in the
introductory section in either language, which may be due to lack of sufficiently
sophisticated writing skills (Hyland, 1990). Likewise, the move “evaluation” was
infrequently used, by only 3 writers in Chinese and none in English. The examples of
evaluation in Chinese writing are as follows:

90 FEBEMAET, BRI HGEE A E R REEN, K AERE G R &
T, IR A SR, 0BT RE R IR R AL E AR K.

(It is important to learn English or other second languages today because without it, you
might not be able to survive in a competitive society.) (Participant 22)

91 FEFEKIBIEL > B sfok R, B g, A s sy At et 7e i
HEL T .
(With the economic prosperity, English has gained its significant position because people

who are unable to use English are doomed to start behind others in the society today.)
(Participant 23)
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92 JEAE AL AR, BARA TR KIGE
(Living in 21% globalization era, everyone has to learn English. English is an international
language as well as a communicative bridge to the world.) (Participant 34)

=
N
(=
I
B
Tl
=
Rt
B
=
SE

The purpose of using evaluation is said to be to consolidate the writer’s propositions
with further comments and directed at eliciting agreement from the reader. While using
evaluation, examples 90 and 91 offered negative comments and only example 92
offered a positive comment, differing slightly from Hyland’s suggestion (1990) that an
evaluation move provides positive comment to strengthen the writer’s propositions.
Overall, the scarcity of evaluation moves in either language may reflect these writers’

general limited experience with argumentative writing

The frequency of using the proposition move in the thesis stage was relatively high,
40/44 occurrences in Chinese and 44/44 in English, indicating that this is an important
move shared in English and Chinese argumentative writing. With their English
instructional writing experiences in the semester, during which the study was carried out,
EFL students started to follow the prototypical features of rhetorical organisation in
English argumentative writing. In one-paragraph English writing, they learned to place
thesis statements (main arguments) in the first sentence, to present supporting
arguments after the location of thesis statements and to make a conclusion in the end.
Examples 93, 94 and 95 below show the first sentences in their English argumentative
writing.

93 There are a number of reasons why someone might help out a stranger in need.

(Participant 15)
94 Most people help other with many reasons. (Participant 21)

95 Everyone needs help. (Participant 11)

Examples 93 and 94 were the most common pattern used by up to nearly 90% of writers.
It may be associated with the underlined linguistic features, the discourse function of
which was to be a signpost for the reader to notice the upcoming arguments/reasons to
support the propositions. The evidence that all writers located a proposition in the thesis
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stage in English writing may be attributed to the influence of English writing
instructional experiences (See Section 5.4.2.2). Moreover, 91% of the writers preferred
including a proposition statement in the thesis stage of their Chinese essays, though a
few of them (4/44) delayed their propositional statements to the argument stage. The
sentence structures in Chinese propositional statements, due to a greater level of
language proficiency, showed a higher level of variation and complexity as illustrated in
the following:

96 FARSE JOC P UMRE 2, 2 PR 4 958 A 1 B 5 AT SR B IE ! (Participant 9)

(I think it is important to learn English because English native countries are powerful
nations.)

07 LB YCCAEIR AR L RN, RSB RIS . (Participant
10)

(Learning English is a culture of fashion and you are old-fashion if you don’t learn it.)

98 FEIAE, T CAMA VT AEFPTATHRDHEES .
(Nowadays, English is a requisite language in life.) (Participant 32)

99 & T RESIELENLRIE A CHRENE, BB EFINERE 00, S E L,

(Learning English as a global language has become more and more important because of
communications and self-expressions.) (Participant 37)

However, none of the discourse features used for signposting in English writing
appeared in Chinese writing. That is, in Chinese writing, writers did not use explicit
linguistic features to inform the reader of the location of the supporting arguments for
the main propositions. This may be associated with the influence of writers’ L1 large
culture, which leads to the claim that Chinese writing is more reader-responsible
oriented than writer-responsible (Hinds, 1987). Based on the evidence above, it is
suggested that the typical location of propositions in the thesis stage in both Chinese
and English was influenced by a small culture factor (writers’ reported writing
instructional experience). Regarding the use of discourse signposts within the
proposition, however, this may be associated with the influence of large cultures in that
English is writer-responsible oriented, while Chinese is reader-responsible. As for the
relative complexity of sentence structure, this was associated with language proficiency
(Mohan & Lo, 1985).
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The most remarkable difference in the thesis stage was exhibited in the use of
information. 61% of writers provided information moves in Chinese writing, with only
21% doing so in English. This might be attributed to Chinese traditional rhetoric; it has
been claimed that Chinese students have a predilection to “cleaning the terrains before
getting to the core” (Leki, 1992, p. 96) and to offering background knowledge for the
reader (Matalene, 1985). For example,

100 7EAEHI ANBC L, SEoCR M A E5 TORGRS . TEAE AR S Jo e o 5 EE
—o NIRRT, SRR EE H A A EAR AL AEE S . (Participant 19)
(English is the second largest language in terms of population and is in the first position in

terms of convenience and popularity in the world. Therefore, English is an extremely
important language in the world.)

101 M ¥HE A R IR, BHEAAIT S H B OB, SRTENGEE . & 1 B
WEIEH QAR SEIAINES S —9, CEABUGREE . (Participant 37)
(In the global era, everyone is required to be able to step out from his/her countries to widen

their knowledge. In order to gain the capability of communicating and expressing ideas in a
global context, learning the worldwide language, English, is getting more and more

important.)

102 FEBLA M ERAY RO IRAAR, ST R A N DR S e . B At R BRI, 1%
HilEAERBUA . ., SENBN. BRNS, SERCATZHEERL R, Fl:
BT SR, W] DA — A 95 BN 7% iE . (Participant 14)

(English is the language that everyone has to learn in the era of global village. United States
has its predominant power over the issues of politics, military technology and economy in
the world. In my opinion, learning English has a lot of advantages. For example, you can
talk to people as travelling to any countries in the world.)

When attempting to argue the importance of learning English in Chinese argumentative
essays, a large number of writers tended to introduce background information first and
state their propositions later, as shown in examples 100, 101 and 102 (with propositions
underlined). In example 102, instead of presenting the proposition at the outset of the
thesis stage, the writer intended to establish a communicative bridge with the reader by
sharing the general information about the importance of English in a global context.
However, the investigation of the construction of information moves in English
appeared to be that writers merely used two arguments as information moves, as

displayed in examples 103 and 104.

103 When we were born, everyone had a sympathy. (Participants 20, 27, 28 and 34)

104 Humans are social creatures in this world, so we rely on others’ help. (Participants 35 and
39)

105 People say “It is better to give than to receive”. (Participants 36 and 41)
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Examples 103, 104 and 105 were regarded not only as information moves, providing
relevant information to the reader in relation to the writing topic, but also as implicit
thesis statements, implying the writers’ propositions corresponding to the writing topic.
As a result, it was suggested that the information move had dual functions in English
writing compared to Chinese writing. However there is no clear evidence that the more
limited use of information moves in the English texts were due to anything more than
differences in language proficiency (apart from the use of a proverb in example 105,

which is a prototypical feature of traditional Chinese writing: Wu & Rubin, 2000).

5.1.2 The Argument Stage

5.1.2.1 Discourse Marker Move

According to Hyland (1990), discourse markers refer to listing signals and transition
signals. In the present study, only 6 out of 44 (16%) writers utilised discourse markers
to facilitate the reader’s understanding of the relationships between the sub-arguments
in Chinese, but the number dramatically soared to 100% in English. Writers
demonstrated similar tactics for using discourse markers in Chinese and English
argumentative writing in spite of the numerical difference. Listing signals were
extensively used in English and also used in Chinese, including first(ly), first of all,
second(ly), next, third(ly), finally, at last in English and i#45, 7 H., &%, f#& (all refer
to “furthermore™), % (finally), % —(first of all) in Chinese, as seen in the underlined

words in the following examples.

106 First of all, you might want people help you if you have the same situation. (Participant 1)

107 The second reason is we have an altruistic behaviour even since we are at a very young age.
(Participant 5)

108 Finally, helping people makes us feel happy. (Participant 29)
109 [...]o HMH., sKFoesCERlr AE BERIAS [R) R 2 i N 30 B REAT LU 47 1) TAERE &

([...]- Furthermore, learning English not only makes you able to communicate with people
from different nations, but also guarantees you for better jobs.) (Participant 16)

110 [...]. F#&, IEHRFERIZERRES SIER AL LRIEIC . (Participant 27)

([-..]- Eurthermore, Chinese and English have become the most popular languages in recent
years.)

111 H3E 7B AR, A i) S ) 5 SO R HL B B I
B, BEEHE LG ER 5 LI
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(Since junior high school, I gradually realised the importance and pragmatic value of
English. First of all, it is easier to learn how to listen, speak and read English in daily life.)
(Participant 29)

The extensive use of listing signals in English was attributed to the influence of English
writing instructional experiences. In order to achieve the requirement of the writing
prompt that the proposition has to be supported by three reasons (See Section 3.3.1.1),
every single piece of English argumentative writing contained three reasons, the
relationships between which were established through discourse markers, as shown in
examples 106, 107 and 108. The discourse markers were presumably used to increase
the reader’s comprehension of the writer’s organisation of supporting sub-arguments for
the propositions, thereby making the listed reasons more convincing. Likewise, this
writing tactic also appeared in Chinese argumentative writing, but with a lesser degree
of frequency. In Chinese, writers had a predilection for using the listing signals, 1 H.
and F# (furthermore), to connect reasons, as can be seen in examples 109 and 110.
(The square brackets in examples 109 and 110 referred to the location of previous
reasons). The writer in example 111 was the only one who might be possibly influenced
by his/her English writing experience to use #— (First of all) for the anticipation of
upcoming reasons. In contrast to listing signals, transitional signals were used in
participants” Chinese and English writing rarely. While indicating the changes of
discussion, they used the transitional signals, “another reason” in English and “{H &”

(however) in Chinese, as demonstrated in the following examples 112 and 113.

112 Another reason we help is because we have responsibility. (Participant 15)
113 {H /2 PEE R AR 8, FE SRR B SOt i BAE AR AL . (Participant 16)
(However, due to the changes of era, English has become part of the curricula for studying.)

The use of the transition signal “another reason” was found to be a common option.
While indicating the second reason in English, the participants used either “second(ly)”
or “another reason” to make the connection to the first reason. This was indicative of the
fact that writers who are inexperienced in L2 writing had a limited knowledge of
English discourse markers and their English writing instructional experiences became
the only important linguistic resource. However, regardless of the greater amount of
writing experiences and linguistic knowledge in Chinese, they infrequently utilised the
power of discourse markers to inform the reader of the flow of supporting reasons. This
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may reflect the claim that the style of Chinese writing can be characterised as reader-

responsible rather than writer-responsible (Hinds, 1987), i.e. a large culture influence.

5.1.2.2 Restatement of Proposition Move
The restatement of the proposition move was not identified in the writers” English
writing, but a few examples occurred in Chinese writing. The following examples 114
and 115 demonstrate the tactics the writers used to restate their propositions before the
presentation of supporting sub-arguments.
114 (a) 930 I BB HBEE S, WA REZ NREIEES . (Participant 11)
(English is the most powerful language and learned by the most populations.)
(b)5E=5 R BIITR S, T BT e i 5% s 52

(Due to the overwhelming power of U.S.A., English has been learned by people all over the
world.)

115 (a)5% 38 Je 3 Db M BT 5 5 . (Participant 10)
(The important of learning English is apparent.)
(0) B FAM At BE BEEE L ?
(Why do we have to learn English?)

Both examples 114 and 115 consisted of (a) and (b) sentences, (a) referring to the
proposition and (b) indicating the restatement of proposition move. In example 114, the
writer used the tactic of simply repeating his/her proposition that learning English is
important because of its power, whereas the writer in example 115 used a rhetorical
question to implicitly restatement his/her proposition that learning English is important
and invite the reader to the discussion. According to Matalene (1985) and Hinkel (1997),
Chinese have the tendency of inviting the reader to interpret their intentions through the
use of rhetorical questions in the writing. However due to its infrequent occurrence, no

general trends can be identified for this move.

5.1.2.3 Claim and Support Moves

According to Hyland (1990), there is an intimate relationship between the proposition
move, the claim move and the support move. The claim move is in relation to the
validity of the proposition move and the support move aims at reinforcing the strength
of the claim move in relation to the proposition move. Consequently, the claim-support

pair is an essential element of the argument stage.
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In the present study, 100% of writers utilised the claim move to increase the validity of
their propositions in both Chinese and English argumentative writing; however, while

100% of them provided support moves in English, only 64% of them did so in Chinese.

In English, the claim moves were always constructed based on shared expectations or

assumptions about the topic, as shown in the following:

116 First of all, we live in human’s society. [For example, there are many neighbours in where
we live. If we barely chat with them that might lead to we aren’t friendly people. So, we
have to help others then can increase our relationships.] (Participant, 34)

117 Finally, it is better to give than to take. [When we give something to the poor, they feel
extremely happy and thankful. Although we give a little, they feel full of happiness.]

(Participant, 23)
118 First of all, we help other people is because we have altruistic behaviours. [According to the

research, biological desire influences us to help people in need. It makes us compassionate
people who need help.] (Participant, 44)

The lines in the square brackets were support moves, further providing concrete
information or evidence relevant to the claims. Without the support of claim-support

pairs, the propositions are likely to become contentious arguments.

In Chinese, 28 out of 44 writers opted for using claim-support pairs to augment their

propositions, but the rest presented claims without any follow-up support moves.

Compare examples 119 and 120.

119 el B, SO RAE F N . BELHA g, B A TR, e R A2
o JERTARRy, ERtEA I MERESCRE T, HAE A A FFE

) I8

(English has its important role for jobs. In an international society, if you can’t speak
English, you will lose many job opportunities. In a job interview, the employer also pays
more attention to the interviewee’s English ability because English is a common language

among people.)  (Participant 14)

120 B¥y b, ZE LK R RGBS Ak E . (Participant 10)
(For jobs, the employers hire the secretaries who can master English.)
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Both writers in examples 119 and 120 talked about the importance of English for jobs.
The underlined words are their claim moves in response to propositions. In example 119,
the writer supported his/her proposition by mentioning the importance of English for
jobs as the claim move, which was reinforced by the support move that English is
international language. Lacking any support moves, the claim move in example 120 can

be more vulnerable in comparison with the claim-support pair in example 119.

In Chinese, writers frequently constructed the claim moves based on shared
expectations, as shown in examples 119 and 120. Nevertheless, one example of using

opposing views was identified in Chinese.

121 7EBER b, R A B S0, 0. VAR BRAFBIF A A & iR A8 i 5
71, SRIFLESE I (Sample 11)

(English is rejected by some countries in the world, such as France. You will not have to
learn English if the status of your nation’s economy is quite powerful.)

The writer who used the opposing view as the claim move may have the intention of
demonstrating to the reader his/her awareness of adopting a balanced view about the
topic. Although this counterargument may not be well framed, it may be seen as a sign

of more sophisticated argumentation (Cheng & Chen, 2009).

To sum up, during the argumentation stage in both English and Chinese, the students
produced claim moves relevant to their propositions, and these were mostly followed by
further supporting moves. In detail the English texts reflected the writing instruction
provided as part of the classroom small culture very closely (as seen in the use of
discourse markers and claim-support pairs). The Chinese texts were a bit more varied,
and local large culture may have influenced these to some extent (especially the lesser

use of discourse markers).
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5.1.3 The Conclusion Stage

The purpose of offering a conclusion is to “consolidate the discourse and retrospectively
affirm what has been communicated” (Hyland, 1990, p. 74). According to Hyland
(1990), four moves are likely to be involved in the conclusion stage, including discourse
markers (again), the affirmation and the close as optional moves and the consolidation
as the central move. The discourse markers inform the reader of the position of the
conclusion. The affirmation move normally appears to restate the proposition. The
consolidation move has a retrospective function, referring back to the previously
mentioned arguments and their relevance to the proposition, whereas the close move has
a prospective function, looking forward to bringing the discussion into a wider context.
The results below present how writers constructed their conclusion in intercultural

argumentative writing.

5.1.3.1 Discourse Marker Move

In English argumentative writing, writers attempted to apply the knowledge of English
writing they have learned in the class and 63% of them therefore used discourse markers
to inform the reader of the location of the conclusion. However, the number dropped to

36% in Chinese argumentative writing.

A variety of discourse markers were identified in both Chinese and English
argumentative writing. In Chinese, “4&1f 5 2 (all in all)”, “[Alt/fr EA (Therefore)”,
“IEUnfA LA ATER ) (According to the aforementioned reasons)” were frequently

preferred, whilst “above all the reasons”, “overall”, “according to these reasons” and “in

short” were commonly used in English.

5.1.3.2 Affirmation Move

A minority of writers used the affirmation move almost equally in both languages, with
32% dong so in Chinese and 30% in English. The following examples show how they
used the tactic for making a conclusion.

122 According to those reasons, there are many factors make us to help each other (Participant 7)
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123 Overall, the factors | mentioned above are just three of many reasons why we help others.
(Participant 16)

124 Overall, we live in the same world. Though we are individuals, there are many problems we
should help for others. (Participant 35).

125 481 5 2, B8 SR B HA i .

(All in all, learning English is important and necessary.) (Participant 9)
126 Fr LRSS 8 S e Mk EL I B 2L

(Therefore, learning English is extremely important.) (Participant 17)

5.1.3.3 Consolidate Move

In comparison to the affirmation move, the consolidate move was more frequently used,
with 39% using it in Chinese and 47% in English. The writers made the conclusion by
confirming relevance of their previously mentioned arguments to the proposition, as
shown in the following examples.

127 Overall, we give a hand to people who need our help, although living separately. We should
be altruistic to offer help because we are family. (Participant 11)

128 Overall, giving others a help is a happy thing. And also when we need help the people who
once received our help will help us. (Participant 20)

129 DAL S RES BB AMBRA R K, AR SO MR, SR AM 145 2 S
e, ANEEERERE OB, SRR EE,

(Therefore, learning English enables people to communicative with people who are from
different nations and cultures, to make us more internationalized as well as to widen their
perspectives. Learning English is so important.) (Participant 13)

5.1.3.4 Close Move & Recommendation Move
In addition to the affirmation move and the consolidation move, an option for making a
conclusion was the close move. 23% of writers employed it in English, but none of

them used it in Chinese. Examples of the close move in English are presented below.

130 Overall, if we could help each other, the world will full of happiness and love. (Participant
4).

131 Overall, helping other people is part of human nature. We help each other because we want
to create a perfect and peaceful world. (Participant 13).

132 1 think although people have different reasons for helping people, the importance of all is it
can let the world full of love. (Participant 18)

Based on examples 130, 131 and 132 above, it may be suggested that the difference of
using the close move in the conclusion stage in Chinese and English might be

associated with the influence of the writing topics. In English, the conclusions which
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consisted of the close move were associated with the possible advantages of helping

people in the world. All the writers emphasised the happiness, love and peace of the

world if people can help others. Concerning the writing topic in Chinese, it may be

more difficult for the writers to have a prospective view of the importance of learning

English in a wider context. However, 9% of writers called for an action to learn English

in the conclusion stage, as shown in the underlined words in the following examples.
133 PrLAER B SO Ay 1 AR IRAM AR T LRI AN B NV IS, A, B AR st

T er . —RER AR B p)

(Consequently, learning English makes us communicate with foreigners fluently as well as
increase the job opportunities. Let’s learn English!) (Participant 30)

134 R —EAF OB, 4 ROBRIGER AR I S 2 0, SROF IR, ARORE 52 ot
o

(If you have a good opportunity and good environment for learning English, seize the
chance. You will be benefited a lot.) (Participant 23)

Such recommendations to the reader can be categorised as a recommendation move, an

additional option to Hyland’s (1990) model of the conclusion stage.

Overall, it seems that the conclusion stage of argumentative writing was created quite
similarly in English and Chinese, where no ‘large culture’ influences were detected, and

the main differences seemed due to topic, a small culture factor.

5.2 Taiwanese EFL Students’ Linguistic Features of Argumentative Writing in
Chinese and English
The results of textual analysis of the eight linguistic features of Taiwanese EFL
students’ Chinese and English argumentative writing judged to reflect cultural values
(Wu & Rubin, 2000) is shown in Table 19 below. According to Table 19, while locating
the thesis statement in the argumentative writing, writers preferred indirectness in
Chinese slightly more than in English. They used first personal pronouns in Chinese
more frequently than in English. Likewise, they extensively used personal anecdotes as
supporting arguments in Chinese, but none in English. Moreover, they produced
proverbs in Chinese more frequently than when writing in English. They preferred the

writing strategy of using rhetorical questions in Chinese more frequently than when
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writing in English. On the other hand, they manifested a stronger attitude for
collectivism in English argumentative writing than in Chinese, including the use of first
personal plural pronouns in English much more frequently than in Chinese; humaneness
that was only produced in English, not in Chinese as well as collective virtues that did

not appear in Chinese, but frequently in English.

Table 19 Mean Frequencies and Standard Deviation of Eight Linguistic Features

Related to Cultural Values

Chinese Argumentative English Argumentative

Writing Writing

N= 44 N=44
Linguistic Features Mean Standard Mean Standard

E;?q#:)rgt(;y Deviation Eg?q#:)?tzy Deviation
Indirectness 1.09 0.291 1.00 0.000
First Personal Singular Pronouns 1.07 1516 0.57 0.728
Personal Anecdotes 22.18 9.176 0.00 0.000
Use of Proverbs 1.45 2.637 3.36 4.813
Use of Rhetorical Questions 3.02 7.645 1.93 4.267
First Personal Plural Pronouns 0.82 1.126 6.61 3.883
Humaneness 0.00 0.00 13.59 7.231
Collective Virtues 0.00 0.00 16.27 6.514

The results of analysis with ANOVA for each variable are summarised in Table 20. The
ANOVA analysis for the effect of the languages on the performance of the eight
linguistic features revealed statistically significant differences, for all except the use of
rhetorical questions. It may thus suggest that Taiwanese EFL students showed
consistent attitudes only toward using questions as a rhetorical strategy in Chinese and

English writing.
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Table 20 Results of Analysis with ANOVA

Linguistic Features F value P value
Indirectness F(1,86) = 4.30 =041
First Personal Singular Pronouns F(1,86) = 4.428 = 042
Personal Anecdotes F(1,86) = 257.13 < 001
Use of Proverbs F(1,86) =5.324 =.023
Use of Rhetorical Questions F(1,86) = .683 > 05
First Personal Plural Pronouns F(1,86) = 90.397 < 001
Humaneness F(1.86) =155.417 < o1
Collective Virtues F(1,86) =274.564 < go1

In summary, apart from the use of rhetorical questions, there is a statistically significant
difference in the use of the rest of linguistic features in intercultural argumentative
writing. The similarities and differences between Chinese and English in the
performance of the eight linguistic features in the argumentative writing are further
explored with detailed examples below.

5.2.1 Differences in Chinese and English: Indirectness, Individualism and

Collectivism & Use of Proverbs

5.2.1.1 Indirectness

The quantitative analysis for indirectness of Taiwanese EFL students' intercultural
argumentative essays suggest that their English texts were influenced by English writing
instruction, stating the topic sentences at the outset. As novice L2 writers, their English
argumentative essays tended to strictly follow the English writing conventions they
were being taught, containing introduction (the thesis stage), body (the argument stage)
and conclusion (the conclusion stage). Furthermore, with limited English proficiency,
they were merely capable of dealing with single-paragraph writing so that the length of

each stage tended to be quite short. As a result, their topic sentences appeared in the
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thesis stage of English argumentative essays even if they were occasionally not located

in the first sentence.

On the other hand, a few writers (4/44) delayed the thesis statement to the argument
stage in Chinese argumentative writing. This may be seen as the influence of large
culture that it reflects writers’ acknowledgement of “clearing the terrains before getting
to the core” as the value of Chinese traditional rhetoric (Leki, 1992, p. 96). For example,
writers may have begun talking about broader contextual issues in Chinese writing, such
as the relationships between languages, global communications, development of
technology and the promotion for future jobs, in the thesis stage and then delayed the
location of thesis statement to the argument stage. Therefore, they, unlike their English
writing, might make the thesis stage more informative and intriguing to the reader with

the use of the informative move (See Section 5.1.1).

In conclusion, concerning the placement of the propositions in their texts, writers’
decisions were found be to connected to a mix of the influence of both large culture and
small culture factors. All writers showed conformity to normative forms in English
argumentative writing, which may be mainly due to the influence of a small culture
factor (the classroom culture). However, in Chinese writing, a few examples of delaying
the propositions were found, which might be associated with the influence of writers’
L1 large culture, though the majority of Chinese argumentative essays were

characterised with English traditional rhetoric.

5.2.1.2 Individualism versus Collectivism

The linguistic features relevant to examining individualism and collectivism are the use
of first person pronouns (singular and plural), and references to humaneness and
collective virtues. Traditionally individualism is associated with western large culture,
and collectivism with Chinese/ Confucian large culture. However, the statistical
information showed that Taiwanese EFL students in this study preferred collectivist
ideation in their English argumentative writing, as evidenced with the frequent use of

first personal plural pronouns and references to humaneness and collective virtues. On
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the other hand, they demonstrated a high level of individualistic features in their
Chinese argumentative writing, with the frequent use of personal singular pronouns and

personal anecdotes.

The results of the present study were partially consistent with Wu & Rubin’s findings
(2000) that their Taiwanese participants frequently use first personal singular pronouns
in Chinese and first personal plural pronouns in English. According to Wu & Rubin,
both intercultural influence and limited L2 proficiency can be the causes of these
writing behaviour of their Taiwanese participants, which were unexpected in terms of
predicted large culture influence. Wu & Rubin also pointed out that their participants
were inclined to heighten the value of humaneness and collective virtues and only rarely
used personal experiences and stories as supporting arguments, in both Chinese and
English argumentative writing, findings which are remarkably different from those of
the present study. The similarities and differences of individualism and collectivism of
Taiwanese participants across studies may illustrate the influence of large cultures and

small cultures on writers’ rhetorical decisions, shown in the following discussion.

In addition to the influence of large cultures, close attention should be paid to the
impact of small culture factors, such as limited L2 proficiency (Wu & Rubin, 2000).
With limited L2 proficiency, Taiwanese participants in Wu & Rubin’s study frequently
used singular and plural first personal pronouns as sentence subjects. Similarly,
Taiwanese participants in the present study had limited ability for managing complex
sentence structures in English, resulting in frequent use of the plural first personal

pronoun (we) as sentence subjects.

135 When we helped in the charity, we can see their smile and feel happy. (Participant 20)
136 We think we have responsibility to help people in need. (Participant 43)

137 For example, we can help someone volunteer when we saw they’re in troubles and save
them immediately (Participant 8)
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Secondly, the choice of writing topics can be another example which mediate the
influence of large cultures in writing (See small cultures in Section 2.3.21.1). The
writing topics can be an important influencing factor concerning the use of personal
anecdotes, humaneness and collective virtues as supporting arguments in writing in
Chinese and English. In Wu & Rubin’s study (2000), participants were required to work
on “Abortion” and “Euthanasia” as writing topics. As freshmen, with limited life
experience, their participants may have felt less connected to. This may explain why the
use of personal anecdotes in both Chinese and English was quite low in Wu & Rubin’s
study. However, the influence of topic was reversed dramatically in the present study
due to the intimate relationship between the writer’s lived experience and the writing
topic “The importance of learning English” in Chinese. As learners of English as an
academic subject, the participants were able to argue for it based on their own

experiences or stories as in the following example:

138 TEBI/NALBA ARS8 930, B QA BANR LA EREIRE /1. S50 HHE A
R IRERINEE S, WRASFISOR LN A HA AT . BIEA S5 R
%, BlngEE, A AR AT R SSCRR BN H M T % . (Participant 43)

(Since primary school, I have started learning English and now am able to have a basic
conversation with foreigners. English is used quite frequently in daily life. Without good
English proficiency, it is inconvenient to travel abroad. Even if we travel to non-English
native speaking countries, like Korea, we can still feel comfortable if English translation is
attached to the signs.)

In example 138, the writer talked about his/her experience of learning English and used
traveling abroad as an example of the advantages of learning English to strengthen the
validity of his argument for the reader. The strategy for using personal anecdotes was
frequently used in Chinese argumentative writing. As a result, it may be suggested that
the use of personal anecdotes in the writing can be associated with the influence of
small culture factors, such as the match of a particular topic and writer’s experience, as

much as the writer’s L1 cultural background.

Nevertheless, some writing topics such as those which involve ethical issues or
interpersonal relationship, may be open to large culture influence, for example in terms

of the use of humaneness and collective virtues as supporting arguments. For example,
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the writing topics “Abortion” and “Euthanasia” in Wu & Rubin’s study (2000) led to a
high level of reference to humaneness and collective virtues as supporting arguments in
their Taiwanese participants’ argumentative writing, in both Chinese and English.
Likewise, the Taiwanese participants in the present study, while responding to the
writing topic concerning the reasons for offering help to others, tended to show a

considerably high level of collectivism in their English writing. For instance:

139 The third reason is we all have a kind heart. Helping others is our natural actions. We are
sympathetic for helping others if we think they need our help. (Participant 5)

140 Second, people might feel responsibility. For instance, if you see someone in front of you
fall down and you are aware of it, you will help the person in need. (Participant 9)

141 Another reason, it’s indeed we can figure out the similar situation that people need help. For
instance, when our classmate who don’t know how to answer the question that teacher asks,
we’ll want to help them up because we had the same experience before. (Participant 20)

142 Another reason we are sympathetic because human brain is designed to be altruistic. For
instance, we want to cheer up someone who is in a sad emotion and help out him or her.
(Participant 32)

Regardless of their limited English proficiency, these writers intended to argue in a way
that people should be caring and kind to others as our collective responsibility. This
manifestation of collectivism in writers’ English argumentative writing was strongly
influenced by the writing topic, which invoked their background awareness of

collectivism.

This analysis shows a range of influencing factors that shape writers’ decisions on
textual form and content, such as differences in large culture, L2 proficiency and the
relationship between the writing topic and the writer. As claimed by Wu & Rubin
(2000), work on demystifying the relationship between large culture factors such as
collectivism or individualism, and intercultural writing practices influenced by small

culture factors, has a long way to go.

5.2.1.3 Use of Proverbs
The use of proverbs in Taiwanese novice EFL students’ intercultural argumentative
writing based on the ANOVA results in Table 20 (p = 0.23) showed a statistically
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significant difference. The use of proverbs occurred more frequently in English (3.36%)
than in Chinese (1.45%) according the numerical information in Table 19, though with a
lower level of variation when compared to that in Chinese. For example, In English,
while arguing the reasons for helping people, writers tended to use the proverb, “It is
more blessed to give than to receive.” (Jii Lt 52 55 #: shi bi shou géng you fi). On the
other hand, they used a wider range of proverbs to strengthen their arguments in

Chinese writing. For example,

143 2V EUH (xué yi zhi yong; to study for practical applications.) (Participant 1)

144 H#r H % (ri xIn yue yi; to make development every day.) (Participant 8)

145 —H; 2 & (y1ji zhi chang; proficiency in a particular field.) (Participant 8)

146 F+524% (zheng qian kong hou; to strive to be first and to fear to be last.) (Participant 19)
147 JEEHOYR (ying dui rd lid; to respond fluently.) (Participant 30)

The use of proverbs in writers’ intercultural argumentative writing could be categorised
as drawing on both Chinese proverbial tradition and the wisdom of other cultures.
Traditional Chinese proverbs are rigidly characterised with four words, as shown in
examples 143 to 147, which can be related to Chinese historical events. For example,
example 143, 2:LL#H (xué yi zhi yong; to study for practical applications.), originates
from the Confucian Analects (##5) in which Confucius taught his students that
knowledge learned from books must be practically applied to daily life. However, the
proverb used in English argumentative writing, consists of more than four words and
comes from the Bible, Acts 20:35. The wisdom of other cultures is shared and
commonly used in Chinese writing, and can be regarded as a type of proverb in the
present study. The reason that writers used two types of proverbs in their writing could
be attributable to their writing experiences and language proficiency. Presumably,
writers who have greater L1 writing experiences and L1 language proficiency were
capable of applying a variety of proverbs in Chinese writing, demonstrating their level
of literariness in Chinese rhetoric. In English, they may lack the English proficiency to
express their intended meanings based on the translation of Chinese proverbs.
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The use of proverbs is encouraged in Chinese rhetoric because of the influence of
Confucian wisdom, though it may conflict with the writing norms in Western rhetoric
where originality and creativity are highlighted. Participants’ general willingness to use
proverbs may reflect the influence of Confucian big culture. However the use of
proverbs in English writing, and their low variation, may also be connected to writers’
response to the writing topic and their L2 language proficiency, which is further verified

by qualitative data (see section 5.4.4).

5.2.2 Similarities in Chinese and English: Use of Rhetorical Questions

The use of rhetorical questions is a pronounced discourse feature in Chinese traditional
rhetoric (Matalene, 1985). According to the quantitative data in Table 20 (p > .05),
Taiwanese novice EFL students used rhetorical questions similarly in Chinese (n = 12)
and in English (n = 10). It seems the writers’ intentions to ask rhetorical questions were
to raise the reader’s interest or to reinforce the proposition. For example,

148 ZyH B BAIE P B A 2 502 S S H JE A 2 5 S B IR W] DU 2 SRS i A
HERJER, 2R AT B RS S . (Participant 25).
(Why do people pay much attention to English? Why is English so important? What are the

benefits of learning English? The importance of English is because it is an international
language.)

149 Do you have an experience about helping other people? Why we will help them? There are
several reasons why we help the people we don’t know. First of all, ...( Participant 10)

The underlined sentences state the proposition in the thesis stage. In example 148, the
writer, instead of arguing his/her proposition firstly, asked three questions consecutively
to the reader in Chinese, inviting the reader to think about the topic from their own
perspective. Asking questions may also be seen as an effective strategy for making the

reader more interested in the topic in English, like example 149.

Occasionally, the use of rhetorical questions appeared in the conclusion stage, aimed at
making the writer’s propositions more persuasive to the reader by revisiting the

supporting arguments, as displayed in examples 150 and 151.
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150 Overall, after help others, we will get the appreciation, happiness and also others’ help. So, |
think “Helping others has so many benefits, so why we don’t help others?” (Participant 41)

151 M E 2, ...IERAE, Ml et FENEE S, B 7RSI 5 s
T o VRERATE A HE HNE?
(All'in all,...However, | believe English is the only language which can be used for global
communications. Do you think learning English is not important?) (Participant 10)

In short, the examples of use of rhetorical questions in Chinese and English, though the
number was quite small, suggest that writers used questions as a rhetorical strategy for
different communicative purposes. Their use may be associated both with the influence
of writers” L1 writing expertise and writers’ intentions of communicating with the
reader to promote interaction with the topic. Therefore, this rhetorical feature may be

seen as the product of the influence of multiple factors.

5.3 Taiwanese EFL Students’ General Writing Instructional Experiences in
Chinese and English (PKU Group)
The investigation of Taiwanese EFL students’ general writing experiences in Chinese
and English included basic information about their academic background, lengths and
abilities of writing, the categories of text types, teaching methods, features of writing,
paragraph organisations and the difficulties for writing. In the case of the PKU students,
the quantitative information on their general writing experiences in Chinese and English
was used to investigate the extent to which their writing instructional experiences

influenced their genre-rhetoric construction in intercultural argumentative writing.

5.3.1 PKU Students’ Academic Background

Sections I and Il in the questionnaire revealed the participants’ academic background.
The 49 participants in the present study, were second-year students in PKU, including
41 girls and 8 boys with the average age between 16 and 17. With reference to their
academic backgrounds, 24.5% of them were majors in English, 38.8% in Japanese and
36.7% in Spanish. All the participants were double majors, accounting for the fact that

those who major in English have to learn another language as their minor, such as
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French, Spanish, German and Japanese, and vice versa. Moreover, due to the
institutional pedagogical policy, their minors were equally proportioned to their majors
in the curricula in the first three years. As a result, the concern that the participants who
are English-minor might be disadvantaged in terms of English learning experiences

compared with those who are English-major was eliminated for purposes of the study.

The average length of learning English as a foreign language for the participants was 10
years. In other words, they had started learning English at the age 6 or 7. Although they
had been learning English for at least 10 years, the majority (93.9%) claimed that their
English proficiency was at the intermediate level, but 4.1% ranked themselves at upper-
intermediate level and surprisingly, 2% considered themselves as just beginners. With
reference to English proficiency, less than half (38.8%) had any certificate, including 8
who passed the Elementary level in General English Proficiency Test (GEPT), 6 who
passed the Intermediate level in GEPT and 5 who passed the College English
Proficiency Test (CEPT) with average scores of 200.

The quantitative information of the participants’ academic background was helpful for
understanding their overall English proficiency; they were capable of manipulating
basic English and still moving towards the higher level. But it provided less information
about their English writing abilities. The following discussions therefore focus on
presenting information in relation to their writing experiences in Chinese and English,
including the categories of text types, teaching methods, features of writing, paragraph

organisation and writing difficulties.

5.3.2 Lengths of Writing Experiences, Writing Levels and Categories of Text
Types (PKU Group)

Regarding the length of learning how to write in English, the participants, despite the

fact they have learned English for at least 10 years, reported that their English writing

experience was 2.5 years on average, which appeared to be strikingly smaller than their

Chinese writing experience that was 8.3 years on average. With reference to the self-

assessment of their writing levels, they reported that their writing ability in Chinese was
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6.7 on average on a 1-10 point scale, slightly better than their ability in English that was

5.1 on average.

The categories of text types students practiced in Chinese and in English, and the

frequency of text types in the classroom are presented in Table 21 below.

Table 21 Text Types and the Frequency of Practice in the Classroom (PKU)

Categories of The Most Common The Least Common
Practiced Practiced
Text Types
Percentage (%) Percentage (%) Percentage (%)

Chinese  English Chinese  English Chinese  English

Story 83.3 79.2 20.4 16.7 4.2 104
Essay Writing 72.9 25.0 32.7 125 8.3 4.2
Argumentative Writing 64.6 22.9 6.1 6.3 14.6 20.8
Reports 91.7 29.2 143 0.0 2.1 16.7
Poems 75.0 8.3 2.0 2.1 18.8 12.5
Journals 18.8 12.5 0.0 0.0 18.8 0.0
Research Paper 35.4 2.1 0.0 0.0 20.8 27.1
Short answers in 100 91.7 24.5 29.2 2.1 4.2
examinations

Summary 83.3 77.1 0.0 33.3 104 2.1
Others 0.0 0.0 0.0 0.0 0.0 0.0

According to Table 21, there were similarities and differences about the categories of
text types PKU students learned in Chinese and English. The text types the majority of
students learned in both Chinese and English included short answers in examinations
(100% in Chinese and 91.7% in English), story (83.3% in Chinese and 79.2% in English)
and summary (83.3% in Chinese and 77.1% in English). Meanwhile, the number of

173



CHIA-HSIUNG CHUANG CHAPTER 5

students who reported that they learned how to write journals in Chinese was 18.8%,
which was as nearly small as the one in English, only 12.5%. For all other categories the
numbers of students in reporting practice in Chinese were much larger than those in
English, for example, argumentative writing (64.6% in Chinese and 22.9% in English).

With reference to the frequency of text types students practiced in the classroom, Essay
writing (32.7%), short answers in examinations (24.5%) and story (20.4%) were ticked
off as the top three in Chinese, while in English, summary (33.3%), short answers in
examinations (29.2%) and story (16.7%) had highest frequency. Regarding the three
least common text types, the results were inconsistent between Chinese and English.
Chinese writing referred to research paper (20.8%), poems (18.8%) and journals
(18.8%), whereas English accounted for research paper (27.1%), argumentative writing
(20.8%) and reports (16.7%).

The results in Table 21 may raise a question about students’ understanding of text types.
During the time the study was carried out, as reported in section 3.2, students had been
taught about how to write argumentative essays in English. However, argumentative
writing was ranked among the three least commonly practiced text types in English. The

inconsistency may reflect students’ lack of familiarity with the names of different text

types.

5.3.3 Writing Instructional Experiences at PKU: Teaching Methods

After the investigation of the PKU participants’ Chinese and English writing
experiences, questions 5 and 6 in the third and the fourth section revealed their reported
writing instructional experiences. Table 22 summarises their Chinese and English
writing instructional experiences, including the most and the least common teaching

methods they experienced in the classroom.
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Table 22 Teaching Methods in the Classroom (PKU)

Teaching Methods The Most Common The Least Common
Teaching Methods Teaching Methods

Percentage (%) Percentage (%) Percentage (%)

Chinese  English Chinese  English Chinese  English

The teacher assigned
writing topics and asked 97.9 100.0 81.6 72.0 0.0 4.1
us to write

The teacher assigned
writing topics with pre- 43.8 100.0 4.1 16.0 13.0 10.2
writing discussion

The teacher corrected

errors on my essays 91.7 97.9 8.2 8.0 8.7 41

The teacher asked
students to revise the
corrected essays by
themselves.

43.8 95.8 4.1 4.0 21.7 14.3

Student groups discussed
and edited each other’s 12.5 58.3 2.0 0.0 56.5 67.3
essays.

The overall results showed that “the teacher assigned the writing topics” and “the
teacher corrected the errors on the essays” were the most prevalent methods in Chinese
and English writing instruction. The former was reported by 97.9% participants in
Chinese and 100% in English and the latter by 91.7% in Chinese and 97.9% in English.
These figures suggest that regardless of language, the role of teachers remains powerful
and dominant in the classroom. Teaching methods differed to some extent between
languages. For example, the percentages of pre-writing discussion between the teacher
and the student and peer-discussion were higher in English than in Chinese, and less
than 50% of participants reported their experiences of revising a corrected essay in
Chinese, but more than 90% did in English. These differences might be attributed to the

discrepancy of the participants’ writing levels (See Section 5.3.2), or to differences in

classroom small cultures.
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Participants’ acceptance of the teacher’s traditional leading role was reflected in their
answers to questions 13 and 14 in the third and the fourth sections in the questionnaire.
Here it was reported that teachers “always” (35.4%) or “usually” (45.8%) corrected
English essays and offered feedback, and none of the participants negatively evaluated
the importance of this teacher’s feedback. Teachers “always” (22.9%) or “usually
(52.1%) did the same laborious work in Chinese writing, which was evaluated by only

6.3% of the participants as not important.

5.3.4 Writing Instructional experiences: Features of Writing (PKU Group)
The results of questions 7 and 8 in the third and the fourth sections presented in Table
23 below show the percentages of PKU students’ reported writing instructional
experiences in Chinese and English for selected features of writing.
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Table 23 Features of Writing in Chinese and English Writing Instruction (PKU)

grammatical correctness
mechanics and spelling
clarity of main idea

topic sentence in each
paragraph

thesis statement
using beautiful language

expressing your true feelings
honestly

persuasiveness
organisation of ideas
length of paper

neatness and beautiful
handwriting

originality and imagination

Chinese proverbs, maxims or
idioms

truth of your ideas

using good examples and
details to illustrate main
ideas

content

coherence at paragraph level

title

others

Features of Writing

Percentage (%)

Chinese

39.6

18.8

83.3

52.1

54.2

91.7

83.3

77.1

83.3

64.6

72.9

81.3

93.8

104

79.2

85.4

85.4

47.9

0.0

English

97.9

85.4

93.8

87.5

52.1

2.1

10.4

20.8

41.7

60.4

22.9

6.3

2.1

6.3

41.7

83.3

62.5

64.6

0.0

Emphasised the

Most

Percentage (%)

Chinese

0.0

0.0

28.0

0.0

0.0

14.0

26.0

2.0

12.0

0.0

0.0

2.0

2.0

0.0

0.0

10.0

4.0

0.0

0.0

English

28.3

3.3

28.3

20.0

0.0

10.0

0.0

0.0

0.0

0.0

0.0

0.0

0.0

0.0

0.0

3.3

1.7

5.0

0.0

Emphasised the

Least

Percentage (%)

Chinese

10.6

25.5

0.0

2.1

4.3

6.4

4.3

2.1

4.3

0.0

6.4

0.0

6.4

14.9

4.3

0.0

0.0

8.5

0.0

English
3.8
9.4

1.9

1.9

0.0

13.2

0.0

3.8
5.7

1.9

7.5

5.7

17.0

11.3

3.8

5.7
3.8
3.8

0.0
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There were considerable differences between the features receiving attention in Chinese
and English, which might be attributed to Taiwanese EFL students’ writing experiences,
writing levels and language proficiency. For example, grammatical correctness (39.6%)
and, mechanics and spelling (18.8%) received less attention in Chinese than in English
(97.9% and 85.4%), due to the fact that they are novice English writers with limited
knowledge of English, and inevitably L2 writing teachers paid much attention to the
language itself. It is also worth noting that the percentage of participants reporting
instruction in using beautiful language was 91.7% in Chinese, and only 2.1% in English,
suggesting that they were taught to pursue the use of Chinese language in an artistic
way after gaining the ability of controlling the language maturely. Regarding using
proverbs, maxims or idioms, 93.8% of students expressed their opinions that i this is an
instructed feature of writing in Chinese, while only 2.1% claimed this for English. This
is consistent with previous rhetoric studies (Matalene, 1985; Wu & Rubin, 2000; Yang
& Cahill, 2008; Cheng & Chen, 2009) that use of proverbs is one of the most salient

features of Chinese texts.

Regarding the top three most and least emphasised features of writing, similarities
appeared in Chinese and English that clarity of ideas was an important feature of writing,
accounting for 28.0% in Chinese and 28.3% in English, while less attention was paid to
truth of ideas, chosen by only 14.9% in Chinese and 11.3% in English. As for the
differences, expressing your true feelings (26.0%) and using beautiful language (14.0%)
were two prominent features of writing emphasised in Chinese, whereas English
emphasised grammatical correctness (28.3%) and including a topic sentence in each
paragraph (20.0%). Moreover, less attention was paid to mechanics and spelling (25.5%)
and grammatical correctness (10.6%) in Chinese, while Chinese proverbs, maxims or
idioms (17.0%) and using beautiful language (13.2%) received little attention in English.
The comparison of the features of writing between Chinese and English may suggest
that how to present ideas clearly in the text could be an important feature of writing
shared between Chinese and English regardless of students’ writing experiences and
language proficiency, but the truth of their ideas was not the central point. Furthermore,
students’ language proficiency may have impact on the features of writing emphasised

in writing instruction. For example, the attention to grammatical correctness on the one

hand, and literary style on the other, was different between Chinese and English.

178



CHIA-HSIUNG CHUANG CHAPTER 5

5.3.5 Writing Instructional Experiences: Paragraph Organisation (PKU Group)
Question 9 in the third and the fourth sections was the only open question, aimed at
eliciting the participants’ perception of the ways of organising paragraphs in Chinese
and English writing. 6 out of 48 participants left this blank and the rest gave short
answers. The results showed that participants shared similar views on paragraph
organisation in English writing, whilst there were apparent variations in Chinese writing.
Influenced by their current English writing instructional experiences, the participants
agreed that the sequential order “topic sentence—>supporting examples using
conjunctions—>conclusion” was the prototypical way of organising ideas in an English
paragraph. For example, “Z 5 _F )N E (A TT#HBE), 518, 45E. ” (Go
straightforward to the main ideas without beating around the bushes, then give examples

and a conclusion at the end.) according to participant 41.

By contrast, different opinions appeared when students talked about organising
paragraphs in Chinese writing. 28 out of 42 participants pointed out that itz &4 (qi-
cheng-zhuan-he) is the typical feature of paragraph organisation in Chinese writing, in
line with claims in previous contrastive rhetoric studies (Kaplan, 1972; Matalene, 1985;
Liu, 1989). Perhaps influenced by their current English writing instructional
experiences, 11 out of 42 pointed out that both Chinese and English shared the same
paragraph structure, stating the main point at the beginning, then listing supportive
examples and ending with a conclusion. It might be inferred that the acquisition of L2
writing instructional experiences can infuse influence into the participants’ L1 writing
experience. In addition, 3 out of 42 claimed that Chinese writing was freer than English
writing, in terms of oganising paragraphs. For example, participant 41 expressed his/her
opinion that “ri SCERAFAERE A LRSCHFEEME B, RABZ RS, HE—HEEN
REARBWIEE, EHENERKRENTM. 7 (“In my opinion, Chinese writing is
freer than English writing, referring to there is no excessive limitation to paragraph
organisation. However, the correspondence between first and final paragraphs is the
main criterion for assessment.”) In brief, participants’ opinions on paragraph
organisation in intercultural writing can be influenced by their writing instructional

experiences in both languages, and cross linguistic influence may occur.
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5.3.6 Writing Difficulties (PKU Group)

The last question in the third and the fourth sections investigated the PKU participants’
difficulties in Chinese and English writing, the results of which are presented in Table
24 below.

Table 24 Writing Difficulties in Chinese and English (PKU)

Categories of Percentage (%)
Writing Difficulties Chinese English

A large enough vocabulary 22.9 93.8
An adequate variety of sentence patterns 14.6 64.6
Use of connectors and transitional 16.7 375
phrases

Grammatical accuracy 8.3 60.4
Content: having sufficient ideas to write 72.9 58.3
about

Organisation in composition 35.4 16.7
Punctuation 25.0 104

The overall results illustrated that participants, while writing in Chinese, had more
difficulties in content and organisation rather than language-related issues, but this
reversed in English writing. As English novice writers, they were more concerned with
linguistic features in English writing, such as vocabulary (93.8%), sentence patterns
(64.6%), connectors and transitional phrases (37.5%) and grammar (60.4%). The results
were further supported by the responses to questions 10, 11 and 12 in English writing
experience and questions 10 and 11 in Chinese writing experience. While asked the
reasons for making a pause in writing in English, students pointed out that only few
“never” stopped for translation (4.2%), grammar (6.3%) and vocabulary (4.2%), but
these numbers soared in Chinese writing, including grammar (70.8%) and vocabulary
(33.3%). The result that only 33.3% of the students “never” stopped for vocabulary in
Chinese may be related to the fact that they were instructed to pursue the beauty of
language (91.7%). However, students writing in Chinese were more worried about
content (72.9%) and organisation (35.4%). The discrepancy might be attributed to the
influence of their writing instructional experiences, and/ or to the possibility that their

writing goals in Chinese were more ambitious.
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5.4 An Investigation of Taiwanese EFL Students’ Perceptions of Chinese and
English Argumentative Writing

The qualitative analysis of the PKU interview data revealed how Taiwanese EFL

students’ dealt with argumentative writing in Chinese and English, including their

studying and writing experiences in Chinese and English, the concept of generic

structure, opinions about similarities and differences about structural organisation,

influence of contextual factors and factors that influenced the manifestation of

collectivism and individualism.

Naomi, Nina, Peggy, Tina and Jenny were the five PKU interviewees and the following

initials refer to the researcher and their names in the excerpts in the following discussion.

R: Researcher//Na: Naomi// Ni: Nia// P: Peggy// T: Tina// J: Jenny

5.4.1 Interviewees’ Chinese and English Studying and Writing Experiences
Table 25 Interviewees' Chinese and English Studying and Writing Experiences

(PKU)
English (L2) Chinese (L1)
. Lengths of English Lengths of Chinese
English . 2. . .
2. studying writing studying writing
Proficiency . . . .
English experiences Chinese experiences
Naomi Intermediate 8 years 1.5 years 11 years 7 years
Nina Intermediate 8-9 years 1.5 years 12 years 7 years
Peggy Intermediate 10 years 1.5 years 11 years 7-8 years
Tina Intermediate 10 years 1.5 years 11 years 8 years
Jenny Intermediate 13 years 4.5 years 11 years 8.5 years

Table 25 summarises the interviewees’ Chinese and English studying and writing
experiences. It is worth noting that regardless of the slight difference in the length of
studying, there was a striking gap between Chinese and English writing experiences,
which may indicate that L2 writing ability develops much more slowly than L1 ability.

Jenny had the smallest gap due to her three-year L2 writing experiences in a bilingual
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primary school. In Excerpt 10, Jenny talked about her memaories of English writing

experience in primary school.

Excerpt 10

RABUREEAG VR B4R & FH S SCR VR SR AT BRI 2
J: R BN AR T
R:B/N 25 930 302

J IR VAT 2 22 Bl BV AT Wl RRAE R AR ARG

R LABEAR 1 AR/ NI A FH 9 S A 55 A ST A8 B 2
JME . T ELAA SR i e SRR A

R: When did you start writing in English?
J: Since the mid-term and final examinations in the primary school.
R: You had English Composition examinations since the primary school?

J: Yes, but the teacher did not mention that the examinations would be held in
the writing course.

R: So, you basically had English writing experiences since the primary school,
didn’t you?

J: Hm. And there were some English writing activities at school.

However, in spite of Jenny’s primary school experience, it was frustrating to learn that
the teaching of English in the junior high school normally excludes English writing as
part of the curricula in Taiwan, as none the interviewees reported any English writing
experiences in the junior high school. As a result, the striking gap between the
interviewees’ Chinese and English writing experiences may be attributed at least partly

to the influence of pedagogical policy for L2 learning.

5.4.2 Interviewees’ Concepts of Generic Structure in Chinese and English

While being asked about overall structural organisation in Chinese and English writing,
all the interviewees showed a high level of vagueness about the fundamental structure
Introduction-Body-Conclusion in English writing, but confidently expressed strategies
for organising paragraphs with the use of the rhetorical sequence gi-cheng-zhuan-he in

Chinese.
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5.4.2.1 Chinese Writing

All interviewees reached the agreement that the rhetorical sequence gi-cheng -zhuan-he
Is the predominant structural organisation in Chinese writing. In Excerpt 11, Nina
shared her knowledge about the traditional Chinese rhetorical sequence and offered

explanations for the function of each element.

Excerpt 11

R:AT LR — T, RAT PR IR 4 il ) e R i 5 0 M8 59 1 O A 2
Ni: [N g IRe 2 o

R:B{/N?

Ni: /N2 Rl e 42 2.

R S A R T DA R AR ARE — T Al B0 T P A A TG 2

Ni: Ll A2 56 BRI — BB, SRAZ BRI b e N AR ZL58 1) 32
R DAA % Dy FH Al A2 ik 35 1 5 38 O 1) R T 1 2
Ni: 3 5 3 1

R:IR4% 7K ?

Ni: gt B VR RE I R, SRR N LLBOA «

R L2 i —20 2

Ni:a I .

R:AR g 2

Ni:i# g2, B n —HaEi, 5—(Eimih.

R AT Rt 2 5y — Ml mdh 2

Nizghe, EAMWRAA —HGwmE, TR SCRIIRER M T, Fr U] RE2EAT 7
— Il R o

RO AT EA R ARG ? T2 KSR ?

Ni:Ig i, FBAFIEHR!

Rt LRANSEASLE T KIS, 72 7K R [ 1) 3 At A ] 2
Ni: A~ & 5!

RIEE W ?

Niglie 2 ERE, MRS — Bl i), PP,

R: May I ask that when you learned the sequence gi-cheng-zhuan-he?
Ni: Since the primary school.

R: In the primary school?

Ni: The teacher mentioned it.
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R: Can you explain the function of the sequence gi-cheng-zhuan-he in a general
sense?

Ni: Qi refers to the opening, leading the reader gradually to the discussion you
intend to talk about in the text.

R: So its main function is to bring the reader to your discussion?
Ni: Yes, yes, yes.

R: How about “cheng”?

Ni: Cheng is the connection to qi, providing additional information.
R: So it is further?

Ni: Explanations.

R: How about “zhuan”?

Ni: Zhuan is, it is to give another opinions or perspectives.

R: Why? Why do we need other opinions?

Ni: It, it is because an opinion may not be able to fully support your main ideas.
So, it is possible to include other opinions.

R: So why is it not gi-cheng-cheng-he, but gi-cheng-zhuan-he?
Ni: This, I don’t know it either.

R: So, you don’t think the connection between cheng and zhuan, the connection
between them can be problematic?

Ni: I don’t think so.
R: How about he?
Ni: It is a summary, corresponding to the main ideas.

While describing the function of elemental components in the rhetorical sequence, Nina
was confident of her statements, but struggled for the connection between cheng and
zhuan. Nina showed her confusion about the feasibility of using the sequence gi-cheng-
cheng-he as an alternative for the traditional one. In fact, the same doubt about the use
of zhuan was expressed by other interviewees as well, to a lesser or greater level. Naomi

cleverly provided a re-interpretation of the function of zhuan shown in Excerpt 12.

Excerpt 12

R:FT DAt e 2k 5, /RS RE NI S, AR 2 [ ) B g IR 5l 2

Na: & .

R ? HAREBIFIRRTONG? SR A A i ?

Na:P&, mieEs K EA e EERIT. Hae NF T GesNS NS5 A B
nyud,  py DAER AN AN 2 B A g, w2 de IR B 2 ny oy R kgft, 2
—fEE . LR AR T .
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R: So, thinking about the connection, do you personally think that the
connection between cheng and zhuan is quite strong?

Na: Yes.
R: Yes? So, you don’t think it as an interruption? To indirect the reader suddenly?

Na: Hm. | don’t treat it as an interruption while writing. | think zhuan might be
the term for foreigners, so | don’t understand why it is named in that way.
However, | have my own way to interpret it, a climax of the writing, just
write it down.

Regardless of the difficulty in interpreting the element zhuan literally, in reality, the
traditional rhetorical sequence was seen as a bonus rather than as an obstacle in writing
because of its flexibility. Peggy and Nina claimed that they have gained numerous
Chinese writing experiences by employing it since the primary school, and saw it as
natural and practical to use it without too many difficulties. Jenny and Naomi
emphasised its flexibility and unified the elements cheng and zhuan into a single
paragraph in their Chinese writing. As a result, it may be suggested that the traditional
Chinese rhetorical sequence is an important cultural heritage emphasised in
contemporary schooling in Taiwan. However, writers were aware that they could
change the rhetorical sequence for different communicative purposes in different

contexts.

5.4.2.2 English Writing

As novice English writers, all the PKU interviewees shared their English instructional
experiences, pointing out that they had learned how to write one-paragraph English
writing during the semester. That is, they were formally instructed in English writing
conventions entailing the location and the function of topic sentence, the use of
examples to support their main ideas and a conclusion for summarising previously

mentioned points. For example:

Excerpt 13

RS ATLAGER—F, ARIMBAE 53 9 Sl 2 5 — B i /R e 2
Na:"g, %, #s—Bmc.
RS A& FRRZ AR ERIB S 2L H AT A2 — B E S ?
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Na: %2 A 23— B

REABARENTE S 55 VR A R AR () J A 4 1S Bl R IS 2

Na:Ft /e i a0 A 5 — B para, #i/2& 5 —%)J2 topic sentence, i —E %, B—
FELRBAMER, kRN CENEE, ME7EFIRN topic sentence. A
%, Mt EEN—) . AR ELAH] T AR SRR topic sentence. /1%, &
#% —%], concluding sentence, fthiji /&R topic sentence ZAZ I E . ETE
AR —A), R R HIE R CEAER R

R: Are you writing one-paragraph in English if you don’t mind I ask?
Na: Hm, yes, just one-paragraph.

R: Is it the writing requirement from the teacher or do the sophomores learn one-
paragraph English writing?

Na: It should be that all the sophomores are instructed to do it.

R: Do you know anything about the basic structural organisations in English
writing?

Na: If it is one-paragraph English writing, the first sentence is the topic sentence.
That is a must because it is the gist of the whole writing, the most important
sentence. Then, some examples must be given to support your topic sentence.
Then, the last sentence is the concluding sentence, the function of which is
similar to the topic sentence. That means that sentence has to summarise what
the writing is about.

Naomi’s interpretations of the structural organisation in English writing were echoed by
other interviewees as well. In regard to the placement and function of the topic sentence,
the consensus was reached that it has to be located in the first sentence because it tells
the readers what the writing is about, followed by some supporting examples which
have to be connected by conjunctions. The concluding sentence has to appear at the end
of the writing, aimed at giving the reader a summary of the main points of the whole
writing. However, all the interviewees were confounded and struggled when responding
to the question about their knowledge of the structure Introduction-Body-Conclusion in
English writing. For example, In Excerpt 14, Jenny who claimed to have more English

writing experiences than others expressed her uncertainty about it.

Excerpt 14

RAREIAFIE T LB AEN — L4k i 2 ABSIRE W A HEIE Introduction-Body-
Conclusion?

JAH.
R:ABVRFNIE Introduction FIZHH&Z? /R H CB45We?
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SR, ERZAE, EEE, MENEEEIT!
RA4HREH ?

JHE,

R:7l Body We ?

Joplt A2 AT RE SR N

R:7B Conclusion W ?

J A& o

R: Do you know anything about English writing structures? | am wondering if
you have ever heard about Introduction-Body-Conclusion?

J: Yes.

R: Do you know the function of Introduction? What do you think about it?

J: Hm. It should be, should be, should be the introduction of the writing topic.

R: Introduction of the writing topic?

J:Hm.

R: How about Body?

J: It might be giving some examples.

R: How about Conclusion?

J: Just a conclusion.
While attempting to talk about the structure Introduction-Body-Conclusion, she used
auxiliary verbs, like “should” and “might”, to hedge her discourse, which indicated her
hesitation. In fact, the one-paragraph English writing the interviewees produced in this
semester was the manifestation of the prototypical English writing structure

Introduction-Body-Conclusion, but they seemed not to be aware of it.

5.4.2.3 Similarities and Differences of Generic Structure in Chinese and English
In the interviews, the PKU interviewees were asked about similarities and differences in
overall structures between English and Chinese writing, the results of which are

summarised in Table 26.
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Table 26 Similarities and Differences in Overall Structures between English and
Chinese Writing (PKU)

Similarities

Differences

Naomi  Naomi did not talk about anything relating to them.

Nina ¢ The content of writing has to be consistent
with the writing topics.

¢ Both have Introduction-Body-Conclusion.

Peggy e The content of writing has to be consistent
with the writing topics.

e Examples to support your main ideas.

eConclusion: a summary of the
aforementioned points.

Tina e Examples to support your main ideas.

e Conclusion: a summary of the
aforementioned points.

Similarities
Jenny  eBoth have Introduction-Body-Conclusion.

In the beginning of the writing,

¢ The first sentence is not necessary to be
the topic sentence in Chinese.

e The first sentence cannot talk about
something else, but the main themes in
English.

In the beginning of the writing,

e Chinese likes to beat around the bush
before getting to the main themes.

oEnglish has to be straightforward to the
main points.

In the beginning of the writing,

e It is an option to be direct or indirect in
Chinese.

e It is a must to be direct in English.
Differences
eIn the introduction,

Chinese writers are allowed to talk about
something else before presenting the main
ideas.

Topic sentences have to appear in the first
sentence in English.

Apart from Naomi who had no opinions about this issue, the others shared their own

opinions which frequently overlapped. They shared the view that both English and

Chinese writing consist of an introduction, a body and a conclusion as the basic

structure. Examples to support the main ideas have to be given in the body and a

conclusion aims at summarising the aforementioned points. In addition, it was also

mentioned that the link between the writing topic and content has to be consistently

retained as well. The most striking difference occurred in the comments concerning the

placement of the topic sentences in English and Chinese writing. In Chinese, to be

indirect or direct in the introduction is an option for the writer, although indirectness is
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always encouraged, whereas English is characterised by directness. The recognition of
similarities and differences in overall structure between English and Chinese writing
may be associated with instructional experiences. Their three-month English writing
instructional experiences provided interviewees with knowledge about argumentative
writing in English, in particular the importance and the placement of topic sentences,
the reasons for including supporting examples and the conclusion to signify the end of
the writing. Nevertheless, they reported similar views that indirectness in the
introduction is always advocated in Chinese writing because Chinese writing was far
less taught and practiced than English during the semester the study was carried out.
Hence, it may be suggested that the traditional Chinese rhetorical sequence gi-cheng-
zhuan-he has its prevailing influence on how writers think about paragraph organisation
in Chinese writing, but the sequential order between the first three elemental
components is seen amendable in order to fulfil different writing purposes in the context,
like the combination of cheng and zhuan proposed by Jenny and Naomi in the present

study.

5.4.2.4 Influence of Writing Prompts

In addition to the influence of general writing instructional experiences, the
manifestation of the rhetorical structures in the writing can be influenced by more
immediate contextual factors. In this study, the small culture of the classroom included
the additional requirements in the writing prompts (see section 3.3.1.1) that the teacher
expected students to meet, for example, the inclusion of topic sentences, the use of new
vocabulary, syntactical structures, and conjunctions, and a word limitation as well as a
time limitation. In English writing, all the interviewees pointed out that they were
required to produce one-paragraph English writing within 50 minutes in which they had
to write at least 120 words, to place the main ideas of the whole writing in the first
sentence, to use at least 5 new vocabulary items, new grammar or sentence patterns
learned from the teaching material and to connect the supporting examples by
conjunctions. Although it was demanding and stressful to respond to the pedagogical
demands, some interviewees talked about their reactions positively. For example, Tina

expressed her opinions in Excerpt 15.
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Excerpt 15

RABYRIEATIE (R H BREATARSN 1 ZE R B IR ARG 2 — M A PN 7 BHAMZOR AT
RE & R A PR LE A L 1) S 45 2

TAHH!

R 31 A2 B — J7 TR A5 18 ok A 22 5K 8 B Jm) BRARE 53 1 7 T ) 40 2
Toh B !

R: B2

T, R B, g B AR SR BN 2.

R Bl IR i 56 B — 7 L 2 (R 2

TA, A 5 .

R A SR A T 3] 22 Al 1 R A A R RR 11 A5 SRS 2

Tt & LL B o

ROBMRA A RAIURAE TV EZAT, AR &1 EiE — BTG ? R 226,
PR BARE SRR 2422

T:HE, JEZRAEEIE Wi —Esk.

R: At EE ?

TN AiEtk A B2 2 g A .

R: Do you think it is challenging to deal with the writing topic and the teacher’s
additional requirements? Can your writing performance be constrained by
them?

> Yes!

: Do you think which one of them is the most challenging?
: Vocabulary!

: Vocabulary?

: Yes, | mean the use of new words. | have to think about how to use them in
my writing.

4 310 4 3

: Did the teacher mention the number of new words you have to use?
: Yes, she said five.

: What would be the result if you fail to meet her expectation?

: Get the lower mark.

o -4 X0V H4 2O

. Let’s make a hypothesis that if you were a teacher today, would you make
any changes with it? If you were the teacher, how would you do to your
students?

—

- Ur, I won’t bring any changes to it. | would do the same.
: Why?
T: Because it pushes the students to learn how to use the new vocabulary.

P
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Unlike English, the Chinese writing produced for the study had fewer requirements,
including only a length requirement of 150 words and the completion of the writing task
within 50 minutes due to the fact that the participants had a strictly fixed timetable.
None of the interviewees writing in Chinese claimed any difficulties for dealing with
these requirements although they had rarely produced Chinese writing since studying in
PKU. With reference to the influence of contextual factors, therefore, it can be inferred
that English writing produced under these conditions can be characterised with a high
level of unity, but Chinese writing may be more free to vary, in terms of rhetorical

structure (and therefore perhaps to give greater scope for writer’s agency).

5.4.3 Factors influencing Interviewees’ Collectivism in English and Individualism

in Chinese

5.4.3.1 Cultural Influence: Sharing of Ideas

In an attempt to investigate students perspectives on the appropriateness of collectivism
and individualism in intercultural argumentative writing, all the interviewees were
asked to articulate how they constructed their texts. The interviews showed consistency
with the findings of textual analysis reported above, i.e. a preference for collectivism in
English writing and individualism in Chinese writing, associated with the influence of
both large cultures and small culture factors. The small cultures of text production
accounted for the relationship between the writer and the writing topic. For example,
students typically had group discussions to share their opinions about the writing topics
before working on their own English writing. In Excerpt 16, Tina explained how she

constructed supporting examples via a group discussion.

Excerpt 16
R:ABVREN A $EEIUR T 3 11 reasons. AJ PLEE VR KMEfERE— T /R 55 —1[ reasons i
TR ?

TR BATE B At it & 1 2447

R AAER S — ] 7 7 s @ BRI A2 & 1 AA7 . G A TR B H O/
A RS B R AR AT AR R ] 5

T:AH B AT AR .

RAREE {5115 1 AT/ ?

T, DRAE B AT DU AR PR EE

RABFEBAIFEIE, 18217 B CRIAEEE R KZ AT, B2 AN A ?
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TR HATHR !

RERZKHA? FrbMRE A ?
T

RAVR B AR IS Le 8L We ?
Tl KMESe A — T

R H A SCIE 2 5 S0 ?
T:H* 3L,

o -

O = 20 -

41043431

- You just mentioned you used three reasons. Could you please explain your

first reason?

: We help others for survival.
: So your first reason means we help others for survival. Is it from your own

living experience or the example from the textbook?

: From my group member’s living experience.

: What is it about your second example?

: Hm, it is because helping others makes us very happy.

: The same question to you. Is it your own or everyone’s or some other

people’s experience?

: Everyone has the same experience!
: Does everyone have it? So you have it as well?

Hm,hm.

: How do you organise these ideas?
- Just think about them in mind.

: In Chinese or English?

: Chinese.

Although Tina did not directly talk about the group discussion in detail, it was revealed

in Excerpt 16 that she borrowed the lived experiences from other group members as

collective supporting examples, in her own English writing. Meanwhile, she also talked

about utilising Chinese for generating ideas in English writing, and the rest of the

interviews showed similar views. So it seems that novice L2 writers, while generating

ideas for L2 writing, can be influenced by their L1 cultural background through use of

their L1. As a result, elements of both large cultures and small cultures can significantly

shape and influence writers’ decisions, in terms of processing and generating ideas.
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5.4.3.2 Familiarity with Writing Topic

The manifestation of individualism in Chinese argumentative writing and collectivism
in English argumentative writing produced for this study has already been noted
(section 5.2.1.2). It was suggested this may be accounted for by the ‘small culture’
factor of the choice of writing topic, and its connection with writers’ lived experience.
In Excerpts 17 and 18, Tina and Nina expressed their own perspectives relating to this

issue respectively.

Excerpt 17

TR A L H R 5 I
RARTEAFEERR 0 H SR AR LU 54 2

TR A T A B A B R 1

ROABIREEAFIE RGNS H SRR AR LU 7 5 55442
ToEARZTIC, AT REGIL .

R: Do you think it is quite challenging for you to write 120-word English writing
in 50 minutes?

. It depends on the writing topic.

: Writing topic? What do you mean by that?

. It means that some of the writing topics are easy to deal with.
: What kind of writing topics do you think it is easier for you?
: Those are in relation to my lived experiences.

o 4 0 4 210 -

: Which one is easier for you to write if you compare the writing topics
between English and Chinese writing tasks?

: Of course, Chinese because | need to study English per day.

—

Excerpt 18

ROIBIRFTFCTAF, ARG A VR R R PR AT ?

Ni: JRFEAFHE AT TR, I AA S e SR k], R v aiiA g
Al

R:FT LU RE H ER A8 A B 1218 2
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Ni: PR R

RS AR EEAT VBN PR 2 37 A B o 2 TG 2
N BT, gl e P A B ERAG] 5 PO R o 3t AN T B AT IR 1)1

R: What is the biggest challenge for you to write in English?

Ni: I think it is about the writing topics because some are hard to talk about and |
don’t know a lot of words.

R: So, you mean the relevance between you and the writing topics?
Ni: Hm,hm,hm.
R: Do you think your personal lived experiences influences your English writing?

Ni: Yes, it is because when giving some examples, | don’t know what to talk
about.

Tina and Nina shared a similar opinion that the relationship between the writing topic
and writers’ lived experiences can be an important factor for constructing the text. For
example, Tina stated that the writing topic in Chinese was less difficult to deal with than
the one in English due to its being closely related to her own lived experiences. This
may explain the higher frequency of using first personal singular pronouns and personal
anecdotes in Chinese. The writing topic in English was less concerned with writers’
own stories, but had stronger emphasis on interpersonal relationships. This topic
provided an opportunity for the expression of ‘large culture’ values, and as a result, their
English writing was extensively loaded with collectivism. It seems that writers’
familiarity with the writing topic can moderate the level of influence of large cultures

and small cultures in the text.

5.4.4 Use of Proverbs

As seen in section 5.2.1, the use of proverbs is highlighted as a traditional feature in
Chinese writing. Matalene (1985) viewed the use of proverbs in English writing written
by Chinese native writers as a sign of lack of individuality and originality. However,
according to the data from the interviews, the intercultural writers in this study

suggested that the use of proverbs should be selective and depending on context:

Excerpt 19

Re—MBRER, VRES A S & A g 2

194



CHIA-HSIUNG CHUANG CHAPTER 5

PA MR, WIRSEATH AGE & s R R RR &
R: i LARSE A5 it AR A6 2 — R 5 2 382 —f 2 2
P:IE EE IR BB L.

RABUR — R CEN KRR SGE, REA?

P: At KREACERLE, HEMREE.

R: Generally speaking, do you use proverbs in Chinese writing?

P: Sometimes if I think it is appropriate to use them.

R: So, do you think the use of proverbs is an advantage or a disadvantage?
P: It depends on how you do it.

R: What do you think if proverbs are extensively used in an essay?

P: A disadvantage! It is not good when you extensively use them. You have to
use them appropriately.

Nina in Excerpt 20 shared a similar view to Peggy (Excerpt 19):

Excerpt 20

RoSam R, Athe — N 73 38 29 55 BN R ?

Ni: VRES a2

R, RGEEAEP R AE B2

Ni: 731 !

RN ? Aot EEWE ?

Ni: R 2% il JE B BB AN e IR BE I Ak, iy HL SRS 2R LU B A VR S o
RIBIRTEIE — s iE b, JRIAE MR GEERIEH . 2Rt EE?
Ni: & H A5

RIBUIRA RAGWEH , VRE5 fE Al FH aEs ?

Ni: &I !

R: Is the use of proverbs a plus or a minus for you?

Ni: Do you mean “proverbs”?

R: Hm. I mean the use of proverbs in Chinese writing?

Ni: A virtue.

R: Why is it a virtue?

Ni: It is because of less colloquialism, but a sense of literariness.
R: 1 don’t see any proverbs in your Chinese writing. Why is it?
Ni: The wrong topic.
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R: Would you think about using proverbs if you think the writing topic is
appropriate?

Ni: Yes!

Nina’s opinion was positive towards the use of proverbs in Chinese writing. She pointed
out that the purpose of using proverbs was to decrease colloquialism and to increase
Chinese literariness, indicating her perception of writing as a formal activity where the
use of language should be well considered. More importantly, the writing topic also had
its influence on the use of proverbs.

These interview data confirmed that using proverbs is a salient feature of Chinese
writing, in the view of the participants. Second, writing is perceived as a formal activity
where the writer can make use of proverbs to demonstrate his/her levels of literariness
and avoid being colloquial. Finally, the use of proverbs has to take into consideration

the writers’ response to the writing topics.

The influence of the writing topics was evident in this study, leading to greater use of
proverbs in the English texts rather than the Chinese texts, even though participants did
not know many English proverbs. While responding to the writing topic which focused
on the interaction between the giver and the receiver, the proverb “It is more blessed to
give than to receive.” (J [t 52 & H#7 shi bi shou geng you fit), occurred repeatedly in
writers” English argumentative writing. This may be interpreted as an example of using
proverbs appropriately. IN Excerpt 21, Jenny commented on the appropriacy of
proverbs in both languages, though her limited L2 proficiency meant she used them less

in English:

Excerpt 21

REAEGS I — 1, AR SO B I BUpRE, IR RN ?

Ry
JE.

RFSAE L7 T A o A G 2
ARSI, WAKFIEAG A, HOEEMRD, FiErRAIR.
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R:AMELE% A AR &7 R0 ™ e bb 52 SE A A " B SRR, ARer e At B 2R 95
AR NS ?

JEr,

R: A& ?

Ji R A S E e S I SR BRI A T o

R: May I ask that if you have the opportunity to use proverbs in Chinese writing,
would you do it?

J: Yes.
R: Would you do it in English writing as well?

J: But I don’t know much about the English expressions. I rarely learn them and
have limited knowledge about them.

R: Let’s make a hypothesis that if you knew the English expression of 7/t & &
A #4: shi bi shou géng you fii, would you put it into your English writing.

J: Yes.
R: Why?
J: It’s because it makes my assertions more powerful and persuasive.

It seems that Jenny was unaware of different traditional ‘large culture” expectations of
rhetorical conventions in Chinese and English, based on her opinions that using
proverbs can make her writing persuasive in both languages.

In brief, the interviews showed that for the participants, the use of proverbs is a
prototypical textual feature of Chinese writing, which signifies writers’ level of
literariness and the avoidance of colloquialism. Influenced by L1 large culture, L2
novice writers may hold the perspective that the use of proverbs may be a shared
rhetorical feature in both Chinese and English writing. However, the tendency to use
proverbs in writing was not merely determined by large culture influence, but was
influenced by small culture factors as well, for example, the frequent use of jit: Lb 52 HH
# (shi bi shou géng you f) as a response to the English writing topic “Why do we help
others?”. Moreover, L2 writers’ limited stock of English expressions or English

proficiency was undoubtedly another influencing factor. Again it seems that the use of
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proverbial phrases in texts cannot be predictable based on writers’ L1 cultural

background alone, but results from a mix of large and small culture factors.

5.4.5 Use of Rhetorical Questions

As discussed in section 5.2.2, the use of rhetorical questions in Chinese written
discourse has its multiple functions, attracting reader’s participation and increasing their
understanding of the writer’s stance (Wong, 1990 cited in Hinkel, 1997). Even though
some writers used rhetorical questions in both languages (see Tables 18 and 19), none
of the interviewees talked about them in the interviews. On the other hand, they
mentioned that they frequently translated thoughts from L1 to L2, which may explain
the similar occurrence of rhetorical questions in the intercultural argumentative writing
in both English and Chinese. One of the difficulties Taiwanese novice EFL students had
in writing English was how to translate their thoughts precisely from Chinese into

English as demonstrated in Excerpts 22 and 23.

Excerpt 22

RoE URAEAK T AE ideas FRIIRE£%, (R FH R ST & FH 9SS0 2

Na: F 1 3CHE.

R A3, i AR AR 53 PR R 2 T 9 S 2

Na: ¥, B2 A A2 9SS DR A 3RA AR A 42 P SC LSS, b
Rt ' TR, TR B Cw LR, e A O E R,
SRR PR SGEA WA TR . SESCAT S SCISCIER, BRAPSCAR ik, e
3, FEME A NN . ER R SO — € MGk, B AR S 8 A0 2t

TR

R: Do you use Chinese or English to generate ideas in mind?
Na: Chinese.
R: Chinese for idea generations. So, do you write in English?

Na: Yes, it’s because it’s English writing. I’ve learned Chinese longer than
English and it is natural for me to think in Chinese and translate my ideas into
English. I mean I translate in my way and check if there is something wrong
with my grammar. English has its own grammar that is slightly different from
Chinese. In Chinese, people can understand me no matter how I talk, but
English has certain rules for grammar. If you make any mistakes, the meaning
of the whole sentence sounds awkward.
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Excerpt 23

RIBVREEAS H T A 1b, SESCR VR BMR A iR K PR AT 12 2

P2 BB A T ISR 2. il W ARVEA R 0, Rt 2 2B T
SRR

R 2Ry T (1 A B R A R e 1 A B 2

Pt R A BAE I T SCE AR, I DACRIRE s, MR B T SO
HIISIE 2, ol o Ll

B

R: What is the biggest challenge for you in English writing?

P: How to write English in complete sentences. | mean | usually think in Chinese
and try to translate my thoughts into English.

R: Why is the process of translation challenging for you?

P: 1t’s because we usually think in Chinese, but it is so difficult to translate
because | don’t have a lot of vocabulary.

Translation was a writing strategy for dealing with L2 writing because of novice EFL
students’ insufficient stock of L2 lexical items and syntactical structures. Based on
writers’ opinions in excerpts 22 and 23, L1 is an important resource for generating and
organising ideas in both Chinese and English writing. Presumably, the use of rhetorical
questions in English in this study may reflect the influence of writers’ use of L1 for
generating ideas and had the intentions of attracting reader’s participation and

enhancing writers” arguments, although there was a lack of direct evidence.

5.4.6 Salient Textual Features in Chinese and English

While being asked about the textual features for good Chinese and English writing, with
regard to their instructional experiences, the interviewees showed a high level of
variation concerning Chinese, but persistently emphasised structure and language points
for English (see Table 27).
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Table 27 Concepts of Good Writing in Chinese and English

Chinese English
Naomi e Beautiful language e Topic sentences
e Large Vocabulary
e The numbers of examples
Nina ¢ Modified Language to avoid ¢ Good organisation of structures
colloguialism e Good examples to convince the reader
Peggy e Consistency between the topics and the e Topic sentences
contents e Persuasive examples
o Complexity of syntactical structures
Tina e Simple language o Clear structures
o Clear expressions of the main ideas o Creative main ideas
o Syntactical structures
Jenny e 1 A% (kourénxinxian: thrill and o Clear structures

excitement): to boost the reader’s
interest and attention

e Stunning vocabulary
e Good interactions with the reader

In Chinese writing, there was a discrepancy in the perspective on language usage.

Naomi and Nina shared a similar opinion that written language should be more formal

than spoken language, whereas Tina claimed that the *beautiful’ language usage always

distracted her attention from the comprehension of writer’s intentions. Peggy put her

focus on consistency between the writing topic and the content. Drawing from her

previous writing experiences in the primary school and junior high school, she said that

she enjoyed reading the writing in which the writing topics and the contents consistently

matched. Jenny was the only one who emphasised the importance of readers’ response

to the writing. According to Jenny, her consideration of the reader has been influenced

by her English writing experiences. She also talked about her experience of managing

conflict between previous English writing experience in school and her current English

writing experience in PKU in Excerpt 24.

Excerpt 24

ROBIRER IR AT RAENEZ T, 5K
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JHERIE AT, RABERTCEEIRAS, . AR AENIE A R
AR R ESZ AT AA T A 4> SR IR A, P DAPRER % 18 2 B0 A B ) A

JE

R:PTL 2 FEREE TS ?

B, FEENE O, DTS FASER R RS CAEAE M T RESEBR AR
L

R: Since you have been studying English writing for more than four years, what
is the biggest challenge for you in English writing?

J: Actually, I think my English writing ability was quite nice before entering the
university. However, | don’t know the reason that the teachers here always
gave me lower marks on my English writing. So, | think the biggest challenge
for English writing is to understand what the teachers expect.

R: So, you mean the reader?

J: Yes, the reader’s expectation. My previous English writing experience did not
work in a new environment. I need to learn how to do some adjustments.

Jenny was also influenced by her new instructional experiences in English writing,
pointing out that clear structures and vocabulary are the salient textual features of good
English writing, like other interviewees. In this regard, it was confirmed that
participants’ concept of textual features of good English writing was associated with
their current instructional experiences. All in all, it might be concluded that the small
culture of the learning context can significantly shape the writers’ concepts of good
writing. The more similar the learning experience is, the fewer variations the writers
show. However, if conflict emerges between the previous and the current instructional
experiences, this can be seen as an opportunity for the writer to advance his/her

knowledge in writing if the adaption to a new discourse community is successful.

5.5 Summary

The results of analysis of the quantitative and qualitative data had significant
implications for understanding the influence of large cultures and small cultures on
Taiwanese EFL students’ genre-rhetoric construction in Chinese and English
argumentative writing. In some key respects, their argumentative writing was similar in
both languages, in terms of how they used key moves at all three argument stages
(propositions in the thesis stage, claims in the argument stage, consolidation and

affirmation in the conclusion stage). However, the students tended to be influenced by
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their L1 sociocultural background in some respects, making arguments from a
collectivistic perspective, such as the supporting arguments in their English
argumentative writing. They also favoured the use of proverbs and rhetorical questions,
and when writing in Chinese, used more flexible rhetorical organisation (e.g. more
information moves which sometimes preceded propositions, and claims without support
moves). However the influence of large cultures was found to be bidirectional as
students” Chinese writing had features of English rhetorical conventions, including
directness and individualism. In interview, the students showed awareness of unique
rhetorical conventions which they saw as attaching to each culture (whether or not they

implemented these in their writing for the study).

Nevertheless, the study has also traced the influence of small cultures on argumentative
writing, which appeared to interact with large cultures to affect L2 writers’ genre-
rhetoric construction. The additional requirements in the writing prompts, the
relationship between writing topics and writers, writers’ instructional experiences and
language proficiency have been construed as small culture factors in this study, which
have influenced writers’ decisions, as shown in the analysis of texts and discussion of
the interviews. It seems that large and small cultures can both have significant impact
on L2 writers’ construction of texts. Large cultures, which may be associated with
writers’ L1 cultural background, or introduced through classroom instruction, are
characterised by relatively predictable and less dynamic cultural preferences for
rhetorical conventions, and students are aware of these. On the other hand, small
cultures are more flexible and can evolve when writers travel across different contexts,
as seen in Jenny’s awareness of teachers’ expectations in different writing contexts in
Excerpt 25. We have seen how these influences interact in L2 writers” genre-rhetoric

construction, and this is further discussed in Chapter 6.
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Chapter 6 Discussion: Promotion of Novice EFL Students’ Ability of
Handling Conflict of Rhetorical Expectations between
Previous and New Writing Instructional Experiences and
Their Genre Awareness
Drawing upon the results from Chapters 4 and 5, this Chapter aims at answering all the
research questions and making further comparison and contrast of the two groups of
Taiwanese EFL students dealing with particular genre writing in different social
contexts. Sections 6.1 and 6.2 are organised similarly, providing answers for research
questions 1 and 2 respectively. The former looks at the genre-rhetoric construction of
the group of Taiwanese EFL students writing letters of job application as an assignment
(the NKU Group), whilst the latter investigates that of the other group composing
argumentative writing in the EFL classroom (the PKU Group). The last section 6.3
argues that it is important for L2 writing instructors to sensitise novice EFL writers to
the conflict of rhetorical expectations they will encounter when traversing academic

discipline-specific domains.

6.1 Discussion of Taiwanese EFL Students’ Genre-Rhetoric Construction in

Letters of Job Application in Chinese and English

The main research question consisted of three sub-questions, exploring EFL students’
organisation of component moves and politeness strategies in the letter of job
application in Chinese and English, and how their writing instructional experiences and
other large and small culture factors influenced the ways they dealt with the genre.
Drawing upon the results in Chapter 4, the following sections 6.1.1, 6.1.2 and 6.1.3
present discussion to answer the sub-questions and section 6.1.4 presents a summary to

answer the main research question 1.
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6.1.1 What were the Generic Components Employed by Taiwanese Novice EFL
Students Writing a Letter of Job Application in Chinese and English? How
did Taiwanese Novice EFL Students Articulate Their Intentions of

Deploying Them?

According to overall results presented in section 4.1.3, it is affirmed that Taiwanese
EFL students’ letters of job application in Chinese and English were characterised by
many similarities, but slightly differentiated from each other by the relative frequency
of the moves (see Table 11 in 4.1.3). The overall results are linked to frequent use of
direct translation because the majority of writers included generic moves in their job
application letters in Chinese and English identically or similarly. For example,
participant 31 included identical moves “apply for the position”, “provide argument—
background and experience”, “provide argument— good for the applicant” and “express
politeness or appreciation at the end of the letter” in her Chinese and English letters.
However, some participants varied their letters slightly. For example, participant 24
composed her letters in a similar way overall, but showed a slight difference by

deploying an additional move in her Chinese letter as follows:

With the features mentioned above, | think I will have a great time working as a team with your
esteemed company if | have the honour.

Mt EACE R - Rl AW E A TR LEEEBA - G IEEE ) EER—FE S
Discovery [ AR -
(Translation: With the features mentioned above, | think | will have a great time working as a

team with your esteemed company if | have the honour and create a brighter future for
Discovery.)

The underlined words were interpreted as the additional move “provide argument —
good for the hiring company.” Although the writer’s intention in excluding it from her
English letter remains obscure, this may be attributable to L2 proficiency issues, based
on the qualitative data. Grace’s comment quoted in 4.4.2 that her Chinese letter was
“more informative” than English due to her limited English proficiency may suggest
that similarity of generic structure in intercultural letters of job applications can be
viewed as the result of frequently using L1 linguistic resources as compensation for
insufficient L2 language proficiency (Cumming, 1989). Small variations such as move

omissions can be attributed to the same issue.
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However, it is worth noting that the use of direct translation did not lead to the adoption
of the rhetorical structure “gi-cheng-zhuan-he” associated with Chinese ‘large culture’
for the organisation of paragraphs, in either language. The qualitative data in 4.4.4.1
confirmed that Taiwanese novice EFL students still learned “gi-cheng-zhuan-he” as the
traditional rhetorical structure in Chinese writing instruction, but it was not considered
suitable for every type of writing. At least, it was seen as inappropriate for the letter of
job application because the elemental component “zhuan (turning)” may hinder the
communicative purpose according to Doris’ opinion in 4.4.4.1. Moreover, Amber in
4.4.4.1 compared the flexibility of rhetorical structure in writing in Chinese and English,
concluding that the well-known rhetorical structure “gi-cheng-zhuan-he” in Chinese
writing was much more flexible than the tripartite structure in English writing.
Consequently, individuals’ perceptions about rhetorical structure and communicative
purpose of specific genres could shape their decisions on how to organise their letters,

and led to similar solutions.

Because of their limited life experience and lack of instruction in the genre in either
English or Chinese, these EFL students had limited knowledge about the genre-rhetoric
construction of the letter of job application expected in either large culture. In
comparison to Upton & Connor’s (2001) model for English letters, writers massively
used moves “apply for the position/state desire for consideration” and “provide
argument — background and experience” in the letters of job application in both
languages, but rarely appealed for a further interview or contact, implicitly indicating
their limited knowledge about the promotional genre (Bhatia, 1993). Without formal
writing instruction, the novice EFL students who completed the writing tasks as a take
home assignment employed different writing strategies for coping with the lack of genre
knowledge, such as seeking help from experienced people, depending on previous
writing experience in L1, and working with peers (see section 4.4.2). Their active
agency and ability to utilise different sources within local social contexts may have an
implication for revitalising the role of students in the classroom, which refers to the

increase of their engagement in pedagogical contexts.

As novice L2 writers, EFL students were trained to reproduce what they were taught in

the classroom, but rarely offered opportunities for seeking knowledge on their own feet.
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Nevertheless, the assigned writing task offered them a new experience of writing
without L2 writing instructors’ support and the results were positive in that they applied
a variety of writing strategies arising from the contexts where the writing was produced.
This interaction with contexts construed as the influence of small cultures may have
benefits for students in that they could move slowly from the phase of prescriptive
knowledge to declarative knowledge (Anderson cited in Weijen et al., 2009). For
example, even though Miranda included the move “stipulating terms and conditions of
employment” in her Chinese letter of job application, which can be regarded an atypical
feature (see Excerpt 5 in section 4.4.2) by readers who are Chinese-native speakers, her
interaction with peers had allowed her to develop her understanding of the job

application process.

Notwithstanding that small culture may have a positive influence on EFL students’
writing practice, its negative side has to be carefully addressed as well. Firstly,
regardless of the increasing use of writing strategies, students may have difficulties in
meeting the expectations of particular genres, the knowledge of which is not acquired
through instruction yet. For example, the quantitative data shown in Table 11 (see 4.1.3)
reveal that only two moves “apply for the position/state desire for consideration” and
“provide arguments—background and experience” were considered as essential
components of application letters, and the rest remained as optional. Writing instruction
can expected to empower students, in terms of knowledge about the expected generic
structures of specific genres, which may further enhance students’ interactions with

social contexts.

Secondly, awareness of intercultural variation at the level of large cultures is an
important aspect in L2 writing, which is neglected by L2 writers in this study, as
evidenced in the inclusion of the move “pre-move: greetings” in EFL students’ letters
of job application in both Chinese and English. (See Section 4.1.3). This move implies
EFL students’ general awareness of inequality of social status between the employer
and the employee. However it also shows the lack of intercultural variation in their
genre writing. As we have seen in section 4.1.3.1, the use of pre-move greetings at the
beginning in Chinese letters of job application may have a positive cultural value, that is

to establish a long-term relationship (Zhu, 2000), but can be an extraneous move in
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English letters. It is therefore suggested that EFL students need continuing awareness of

intercultural variations while attempting to transfer linguistically in different cultures.

In brief, there are more similarities than differences in Taiwanese EFL students’ letters
of job application in Chinese and English, in terms of organisation of component moves.
This may be primarily attributable to their limited L2 language proficiency, which
resulted in the frequent use of direct translation from Chinese to English and the
elimination of some component moves in English letters. In addition, it also appears that
EFL students who have limited knowledge of particular genres can broaden their range
of writing strategies through interaction with the social context, i.e. through drawing on
small culture resources. However, not only do small cultures affect students’ choice and
organisation of moves in intercultural letters of job application, but large culture factors
also play a role. For example, while transferring linguistically, students may transfer
norms expected by the large culture underlying the linguistic features, as seen here in

the case of pre-move greetings.

6.1.2 What were the Politeness Strategies Employed by Taiwanese Novice EFL
Students Writing a Letter of Job Application in Chinese and English? How
did Taiwanese Novice EFL Students Interpret the Communicative Purpose

of the Identified Pragmatic Strategies?

The overall results in EFL students’ letters of job application in Chinese and English
show that positive politeness strategies were more frequently adopted than negative
politeness strategies (see section 4.2). The results are in line with Maier’s (1992) study
that non-English native speakers use positive politeness strategies more frequently than
negative politeness strategies in business letters. It is worth noting that the percentages
of politeness strategies were normally less than 10% except for “showing interest” (used
by 90% in both languages) and “offering a contribution or a benefit” (used by 49% in
English and 33% in Chinese), indicating EFL students’ use of only a limited range of
pragmatic strategies to sustain successful communication in different social contexts.
Politeness strategies were sometimes used inappropriately according to large culture

norms, as evidenced in 4.2.1 and 4.2.2.
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Previous researchers have suggested that non-English native speakers use politeness
strategies quite differently than those who are English native (Maier, 1992; Bhatia, 1993;
Upton & Connor, 2001; Hou & Lin, 2011). However, this study has shown that the
influence of large cultures alone did not determine the ways novice EFL students made
use of politeness strategies in their intercultural letters of job application. Without
pedagogical input, the EFL students relied on individual belief, deriving from a mix of

large and small culture factors.

For example, Doris in 4.4.3 pointed out that her awareness of communicative purpose,
inferior social status relative to the addressee, bad reputation of the generation she
belongs to and advanced internet technology shaped her belief about the essential
elements in a letter of job application. The rich input of different sources satisfied her
desire of what to write, but did not encourage her to visualise the interaction with the
addressee via the use of linguistic features reflecting politeness strategies. Likewise,
Amber in 4.4.3 not only relied on her personal experience, but also considered the
advice from peers to construct her letters. Doris’s and Amber’s writing experiences may
illustrate a stronger impact of small cultures than large cultures; their resulting
insensitiveness to politeness norms in intercultural letters of job application could lead

to failure in obtaining a job interview.

These findings indicate a need for genre writing instruction, which may not only
instruct EFL students what to write, but also attract their attention to the interplay
between language use and communicative purposes of the genre, across social contexts.
As Al-Ali (2006) noted, “bilingual participants’ cover letters were not constructed in an
appropriate way to articulate the communicative purpose of this particular genre” (p.
133) and therefore “should be instructed to pay attention to the pragmatic strategies in

different social contexts” (p. 134).

All in all, the quantitative data show that EFL students used positive politeness
strategies more frequently than negative politeness in intercultural letters of job
application and the information from interviews indicates that EFL students lack

awareness of pragmatic strategies in business communication. The frequent use of
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positive politeness strategies could be attributable to the influence of small cultures,
such as students’ lack of instructional experiences and their interactions with the
contexts, whereas the influence of large cultures was found to be connected to the
pragmatic strategies underlying the linguistic features, not always appropriately. These
multiple cultural influences on textual forms imply a reflexive thinking about L2
writing pedagogical practice, where the links between the communicative purpose and
the linguistic features of particular genre writing associated with different large cultures
should be emphasised and presented explicitly to EFL students.

6.1.3 To What Extent did Taiwanese Novice EFL Students’ Writing Instructional
Experiences in Chinese and English Influence Their Genre-Rhetoric
Construction when Writing a Letter of Job Application in Chinese and
English?

This question intended to investigate how EFL students dealt with an unfamiliar or
untaught genre based on the influence of their writing instruction. Before answering it,
it is prerequisite to outline the similarities and differences of their writing instructional

experiences in Chinese and English.

There are at least four main considerations according to the overall results of the student
questionnaire for the NKU group (see section 4.3). First, the examination of the
categories of text types students reported in Chinese and English writing instruction
shows overlapping results, which may implicitly indicate that the internalised
knowledge of rhetorical structure in Chinese is interwoven with the acquisition of the
same text types in English. Certain doubts may be cast on this finding, due to the fact
that the research paper is a specific writing genre where sophisticated language skills
are required, which tends to be inappropriate for novice English writers. Secondly, it is
commonly reported for both Chinese and English that teachers still did the laborious
work in the classroom, usually assigning the writing topics and correcting essays.
However, the opportunity for discussing with teachers and peers was offered more
frequently in English writing courses than in Chinese.
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Next, with reference to features of writing, clarity of main ideas in writing was equally
emphasised in both languages, but a discrepancy appeared that English writing
instruction emphasised more the pursuit of basic L2 linguistic features, whilst Chinese
instruction paid attention to exquisiteness of language (see section 4.3.4). Likewise, as
influenced by writing instructional experiences, EFL students showed a high level of
consistency in describing paragraph organisation in English writing, which normally
contains topic sentences with controlling ideas, followed by supporting evidence or
arguments and a conclusion at the end of the whole text. In Chinese writing, students
seemingly agreed that the traditional rhetorical structure “gi-cheng-zhuan-he” still
remains the predominant discourse pattern for paragraph organisation although writing
topics appeared to be an influencing factor. Finally, EFL students’ writing difficulties
can be associated with their writing instructional experiences and language proficiency.
Students have difficulties in generating sufficient ideas to write about, which was the
greatest obstacle for writing in both languages, but the emphasis placed on the pursuit of

basic linguistic features in English was greater than in Chinese.

The aforementioned discussion of EFL students’ writing instructional experiences in
Chinese and English provides two considerable insights into their language use in an
untaught writing genre. First of all, the organisation of paragraphs in the letter of job
application appears to be more predictable in English than in Chinese. A considerable
number of students employed the tripartite structure in their letters in both English and
Chinese, but a few included the notable four-part rhetorical sequence gi-cheng-zhuan-he
in their Chinese letters. It may be that they are more confident of altering what they are
expected to write for topics in Chinese than in English, according to the qualitative data
(see 4.4.4.1). As evidenced in both quantitative data (see section 4.3.2) and qualitative
data (see section 4.4.2), EFL students showed their limited knowledge of this untaught
promotional genre (Bhatia, 1993). As influenced by writing instructional experiences
(see sections 4.3.4 and 4.3.6) and individual writing experience (see section 4.4.2), it
may be affirmed that students paid more attention to the content and the language rather
than the relationship between the language use and the communicative purpose while
dealing with the letter of job application. Likewise, a similar view appeared in the
investigation of politeness strategies in students’ intercultural letters (see section 4.4.3).

Positive politeness strategies were found to be used more frequently than negative
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politeness strategies, in both English and Chinese letters. This may be attributable to the
influence of students’ L1 cultural background where the maintenance of interpersonal
relationships is highly emphasised. This influence was not counteracted by any specific
instruction in the norms of English business letters.

6.1.4 Summary

Drawing upon the discussions in the sections 6.1.1, 6.1.2 and 6.1.3, EFL students
constructed genre-rhetoric conventions quite differently across individuals, but quite
similarly across languages while writing the letter of job application. While writing this
untaught genre, they actively engaged in gathering information from different sources in
different social contexts as compensation for their lack of genre knowledge, which
resulted in notable differences of arranging component moves across individuals. Due
to their limited L2 language proficiency, the majority of EFL students directly translated
their letters from Chinese to English, leading to the similarities of component moves as

well as the decrease of informativeness in English letters.

In addition, EFL students are insensitive to pragmatic perspectives in promotional genre
writing in English (Bhatia, 1993), as evidenced in how they used politeness strategies in
the letters. Positive politeness strategies were preferred over negative politeness

strategies, reflecting local large culture norms.

The examination of EFL students’ genre-rhetoric construction in promotional genre
writing offers useful information about how large cultures and small cultures can affect
students’ genre-rhetoric decisions. When approaching the assigned writing tasks,
students, who are novice L2 writers, were found to inevitably utilise their L1 and their
English writing therefore tended to be characterised by some rhetorical features of
Chinese writing. However, the influence of big cultures was combined with influences
of small cultures, such as, students’ writing instructional experiences, language
proficiency, individuals’ perspectives on genres and interactions with the peer group
and other contextual factors. For example, without genre-specific instructional
experiences, students were unaware that genre writing has its recognisable linguistic

features, which may derive from large culture influence, though these may be flexibly
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changed to serve particular communicative purpose according to the social contexts
(Johns, 2008).

6.2 Discussion of Taiwanese EFL Students’ Genre-Rhetoric Construction in

Argumentative Writing in Chinese and English

Section 6.2 is intended to provide answers to research question 2 according to the
results of data analyses presented in Chapter 5. The following sections 6.2.1, 6.2.2
and 6.2.3 present discussion to answer the sub-questions of research question 2 and

section 6.1.4 presents a summary to answer the main research question 2.

6.2.1 How did the Organisation of Component Moves Vary in Taiwanese Novice
EFL Students’ Argumentative Writing in Chinese and English after They
Gained Three Months of English Writing Instruction? How did Taiwanese

Novice EFL Students Articulate Their Intentions of Deploying Them?

According to the overall results of textual analysis in section 5.1, there are three
considerations in relation to Taiwanese EFL students’ organisation of generic structure
in the argumentative writing in Chinese and English. First, as the examination of
component moves in the thesis stage shows (See Section 5.1.1), all EFL students
included the proposition move in the thesis stage in English, but while the proposition
move in Chinese was found mostly in the thesis stage, a few students placed this in the
argument stage. Moreover, they commonly put an information move ahead of a
proposition move in Chinese, but rarely employed these in English. The generic
structure in the thesis stage in Chinese can be attributable to the influence of writing
instructional experiences and L1 cultural background. Starting the thesis stage in
English with a proposition move conforms with English writing instruction, though the
lack of information moves in English may be due to limited L2 proficiency, rather than

any competing ‘large culture’ influence.

The qualitative data (see section 5.4.2), revealed that participants saw gi-cheng-zhuan-
he (f2&§# =) as the predominant sequence for rhetorical structure in Chinese writing,

whereas English writing was understood to follow the rhetorical sequence
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Introduction 2Body -*Conclusion. Their newly-formed English writing instructional
experiences made EFL students aware of this rhetorical writing convention in English,
supporting the placement of a topic sentence at the outset of their texts. Interestingly,
the deductive reasoning taught for English writing may have conflicted with their
reported knowledge of rhetorical organisation in Chinese (see section 5.4.3.2) and
somewhat influenced their Chinese writing, as evidenced that some stated the
proposition at the beginning of the thesis stage in Chinese. It seems that the newly
introduced L2 writing knowledge can interact intricately with internalised L1 writing

knowledge.

Secondly, listing signals were found in the argument stage in both Chinese and English
argumentative writing, but they occurred much more frequently in English than in
Chinese because of the compliance with the writing requirements of the English task. In
addition, writing in their L2, they were strictly required to construct solid claim-support
pair moves to strengthen their arguments to the readers, but they only sometimes did
this when writing in Chinese. In addition to strictly following the writing requirement
for English (see section 3.3.1.1), this difference may have been influenced by the
rhetorical tradition that Chinese is a reader-responsible style and English is a writer-
responsible-style (Hinds, 1987).

Finally, when moving to the conclusion stage, EFL students tended to use discourse
markers to signify to the reader the position of the conclusion more frequently in
English than in Chinese, again primarily in response to the writing requirements. When
concluding their arguments, participants opted for consolidation or affirmation, with
nearly equal frequency in Chinese and English. Nevertheless, Chinese and English texts
were characterised with unique component moves respectively, the recommendation
move in Chinese and the close move in English. Neither writing instructional
experiences nor cultural influence led to this difference, but the influence of writing
topics did (See Section 5.1.3).

Overall, the analysis of the component moves in EFL students’ argumentative writing in
Chinese and English has again captured the influence of large cultures and small
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cultures, which mutually interacted with each other. For example, after students had
instructional experience of argumentative writing in English, the influence of Western
cultural norms could be seen e.g. in the early use of the proposition move in the thesis
stage in both English and Chinese. On the other hand, in the conclusion stage, writers’
response to the writing topics was a major influencing factor, which is construed as the

influence of small cultures.

6.2.2 How did the Manifestation of Cultural VValues Embedded in the Linguistic
Features in Taiwanese Novice EFL Students’ Argumentative Writing Vary
in Chinese and English after They Gained Three Months of English Writing
Instruction? How did Taiwanese Novice EFL Students Interpret Their
Decisions of Using Linguistic Features Characterised by Culture-Specific

values?

The manifestation of Taiwanese EFL students’ cultural values embedded in linguistic
features has been investigated through textual analysis and student interviews. The
overall results show intriguing findings. First, EFL students tended to use rhetorical
questions similarly in argumentative writing in Chinese and English, not only as an
invitation for the reader to join the discussion in the thesis stage, but also as a positive
force to strengthen the proposition in the conclusion stage (See Section 5.2.2). The
qualitative data (See Section 5.4.5) may suggest that EFL students writing in English
resort to L1 for generating ideas and superficially translating them into English, without
reflecting on the culture-specific value of particular linguistic features. The rhetorical
question is a pronounced textual feature in Chinese writing (Hinds, 1997) and it is

surmised that its occurrence in English is the result of direct translation from L1 to L2.

Secondly, it appears that EFL students” English argumentative writing was apparently
characterised with directness, but their Chinese argumentative writing showed both
directness and indirectness (See Section 5.2.1.1). The appearance of directness in their
Chinese writing was associated with the influence of English writing instruction
according to the qualitative data (See Section 5.4.2.3). Thirdly, it is worth noting that
collectivism was found in their English writing and individualism was captured in their

Chinese writing, which contradicts the ‘large culture’ expectations described in Wu &
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Rubin’s (2000) study (See Section 5.2.1.2). Here, an explanation was found in the small
culture factors of the writer’s life experience and the writing topic (See Section 5.4.3.2).
According to Tina’s and Nina’s comments, they had the feeling that when the degree of
familiarity with the writing topic increased, it was easier to relate it to their lived
experiences, resulting in more individual expression (as here, in the topic assigned for
the Chinese task). Finally, the analysis shows participants’ awareness that using
proverbs is one of the most salient linguistic features in Chinese writing, and an
important index of writer’s repertoire of Chinese literariness. Proverbs were used in
both English and Chinese, but writing topics and writer’s language proficiency were
shown to have considerable impact on the types of proverbs selected (See Sections
5.2.1.3and 5.4.4).

The examination of linguistic features in EFL students’ argumentative writing in
Chinese and English has obtained evidence of bi-directional influence of big cultures
similar to those in Uysal’s (2008) study. EFL students writing English essays are likely
to be influenced by aspects of Chinese rhetorical tradition, exhibiting collectivism and
using rhetorical questions and proverbs. Likewise, their Chinese writing appears to be
characterised with individualism and directness claimed to be features of a Western
rhetorical tradition, although it is not as linear as their English writing. The overall
results go with Wu & Rubin’s suggestion that “writing reflects a complex, contextually
contingent activity” (2000, p. 172).

Based on the previous discussion, it seems that certain linguistic features reflect the
interaction between large cultures and small cultures in discourse formulation. Writing,
as noted by Wu & Rubin (2000), is more than a cultural artefact and is constituted by
different social factors. Consequently, the investigation of EFL students’ rhetorical
conventions in intercultural argumentative writing not only reveals the interplay
between collectivist ideation in English and intrusion of individualism in Chinese, but
also demonstrates the impact of writing instructional experiences, L2 language
proficiency, the translation of ideas directly from L1 into L2, topic familiarity and
contextual factors such as task requirements and peer group influence.
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6.2.3 To What Extent did Taiwanese Novice EFL Students’ Writing Instructional
Experiences in Chinese and English Influence their Genre-Rhetoric
Construction when Composing Argumentative Writing in Chinese and
English?

The investigation of Taiwanese EFL students’ writing instructional experiences was
intended to unveil the influence of writing instructional experiences on EFL students’
composition, in particular the use of generic structures and rhetorical features. The
investigation dealt with categories of text types taught, teaching methods, features of
writing, paragraph organisation and writing difficulties (See Section 5.3). With
reference to categories of text types, the results suggest that EFL students have only
limited concepts of genres, and of their associated rhetorical styles. Regarding teaching
methods, participants generally reported teacher-dominant instruction in both languages.
However, the extent of collaborative learning with peers and individual work on
revision was larger in English than in Chinese writing courses. There are variations of
emphasis in Chinese and English writing instruction, for example, grammatical
accuracy is more frequently emphasised in English. When talking about how to organise
paragraphs, participants reached a consensus on the tripartite structure in English, but
their opinions about Chinese writing slightly varied although more than 60% of them
recognised gi-cheng-zhuan-he as the traditional Chinese rhetorical sequence. As for
writing difficulties, their anxiety with language accuracy was much greater in English
than in Chinese, but their worries about content and paragraph organisation were higher

in Chinese than in English.

The examination of EFL students’ writing instructional experiences reinforces the
findings of textual analysis and interviews. First of all, it shows that Chinese and
English writers have preferred generic structures to present arguments; nonetheless,
they are adaptable according to the situated social contexts. For example, the unity of
tripartite rhetorical structures which appeared in EFL students’ English argumentative
writing reflected their compliance to the writing prompt stipulated by the teacher inside
the classroom. In Chinese writing, however, they were inclined to present the reader
with relevant contextual information before the appearance of the main arguments, and
always eliminated the rhetorical element “zhuan”. Whether or not such a transformation

of rhetorical sequences in Chinese writing is judged acceptable, this was a purposive
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strategy for strengthening the connection between the students’ arguments and the
writing topic (See Section 5.4.2.3). In addition, whilst being introduced English writing
conventions, they showed bi-directional cultural influence on the organisation of
component moves (See Section 5.1). Similar bi-directional cultural influence on
rhetorical features was also captured in Uysal’s (2008) findings that bilingual writers
(Turkish-English) frequently used transition signalling in Turkish writing and had
obscure topic sentences in English writing.

Secondly, EFL students’ reported writing instructional experiences had quite limited
influence on the selection of linguistic features, apart from directness and indirectness.
This may be primarily attributable to the fact that writing instruction does not make
students aware of the influence of big cultures. For example, the students agreed that
proverbial features are beneficial for good scores in writing and would have used them
in English if they had a sufficient stock of English idiomatic expressions (See Section
5.4.4). This assumption about the equal value of proverbial features in writing in
Chinese and English implies a need for L2 writing teachers to consider the influence of
big cultures with students as an important element in the classroom. The comparison of
rhetorical conventions and features of genres in L1 and L2 may allow L2 students to

become sensitised to variations and alternative options in intercultural genre writing.

In brief, students’ reported English writing instructional experiences assisted them to
produce English argumentative writing in adopting the conventionalised formats
appropriately, but has its constraints on the recognition of cultural values embedded in
the linguistic features. With reference to the development of students’ agency and
empowerment of their writing performance, opportunities should be given to L2
students to compare and contrast the generic structures of argumentative writing

preferred by different big cultures in the classroom.

6.2.4 Summary

Findings indicate that EFL students’ English writing instructional experiences may raise
their awareness of intercultural preferences for generic structure in argumentative

writing, but barely influence their attention to the influence of multiple cultural forces
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underlying the selection of linguistic features according to the discussions in

sections 6.2.1, 6.2.2 and 6.2.3. With reference to generic structure, some intercultural
variation is captured in that EFL students showed a high level of consistency for
deductive reasoning in English, whilst they preferred presenting their arguments
somewhat more inductively in Chinese. This finding partly echoes previous studies of
contrastive rhetoric (e.g., Kaplan, 1966) that every culture has its unique rhetorical
structure. However, there is also clear evidence of bi-directional cultural influence on
generic structure, reflecting fluidity as a prominent characteristic of culture in L2
writing. The teaching of English writing therefore can expand students’ writing options

in another culture and language.

Compared to the organisation of generic components, EFL students’ English writing
instructional experiences have limited impact on the micro-level of written discourse,
such as the choice between collectivism versus individualism, in intercultural
argumentative writing. This is associated with the fact that EFL students are typically
instructed on “what” to write rather than “why” the discourse is constructed in a
particular way. Hence, their awareness of the pragmatic functions of linguistic features
tends to be comparatively weak in comparison with that of generic structure. Another
interesting finding in relation to cultural values is the inconsistent results between Wu &
Rubin’s (2000) study and the present study. This has suggested that when arguing their
opinions, EFL students are inevitably influenced by small culture factors, like the
relationship between the writers’ lived experiences and the writing topics. This evidence
responds to Connor’s (2004b) appeal that studies in contrastive rhetoric should consider

the influence of contexts on rhetorical construction.

In brief, the aforementioned discussion has explained the similarities and differences of
EFL students’ genre-rhetoric construction in intercultural argumentative writing in the
EFL classroom, through reference to a diversity of factors, like writing instructional
experiences, L1 cultural background, L2 language proficiency, familiarity with writing
topics, task instructions and peer influences. It has been shown that English L2 writing
instruction enables students to experience how generic moves of argumentative writing
can vary in Chinese and English although it has so far barely attended to the

communicative purpose underlying the choice of linguistic features.
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6.3 An Integrated Overview of the Influence of Taiwanese EFL Students’
Writing Instructional Experiences on Genre-Rhetoric Construction in

Intercultural Genre Writing

Admittedly, the present study is limited in scope, but some significant indications can
be made in relation to the teaching of L2 writing to novice EFL students at tertiary

education.

6.3.1 The Introduction of Writer’ Agency in Academic Settings

As we have discussed in section 2.4, it is the writers who construct meaning of textual
forms based on the intentions and perceptions they bring to the writing activity as well
as on their interactions with contexts. As seen in the discussion in Chapters 4 and 5,
writer’s agency has been captured differently between the NKU and the PKU groups.

While dealing with a letter of job application, participants at NKU have demonstrated
limited knowledge about the generic structure and the politeness strategies of this
particular genre. Influenced by Chinese large culture, many of them tended to be polite
in their letters by using a pre-move “greeting”, which illustrates writers’ inferior social
statues to the reader. Due to the lack of writing instructional experience, individual
writers had to make use of contextual resources, leading to the use of a wider range of
strategies, such as seeking advice from experienced people, working with peers and the
computing technology. These writing strategies construed as small culture factors are
shaped by writers’ intentions and perceptions about this particular genre and their

interactions with contexts.

By contrast, the findings from the PKU group may suggest that writer’s agency has a
weak role in an academic setting. PKU participants who had been instructed how to
write an argumentative essay in English showed similar generic structure in their
English texts. This may be mainly associated with the fact that their English texts had to

be formally assessed. However, the generic structure and the linguistic features of this
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genre varied slightly across individual writers in Chinese. As we have discussed in
Chapter 5, the variations of textual forms may be influenced by a mix of large culture

and small culture factors.

The investigation of writer’s agency in two cases has suggested that writer’s agency
should be introduced to academic settings. While facing unfamiliar or untaught genre,
writers are able to use different strategies to compensate their inability in different
contexts, though they may be unaware of different expectations of rhetorical
conventions and generic structure of particular genre in different large cultures. The
active role of writer’s agency may suggest that writers’ intentions and perceptions about
particular genre continuously be shaped and reshaped by the context where the writing
activity takes place. By the same token, students’ writing ability may be empowered if
they are encouraged to share individuals’ perspectives on the taught genre in academic

settings.

6.3.2 Novice EFL Students’ Purposefulness-Oriented Writing Behaviour:
Effectiveness of L1 Use in L2 writing
The influence of L1 cultural background on L2 writing has been the focal point in
traditional contrastive rhetoric in which culture is viewed as “a set of rules and patterns
shared by a given community” (Connor, 1996, p. 101), indicating that every culture has
its cultural uniqueness of rhetorical features in written communication. For example,
Chinese native speakers have been said to prefer the four-part rhetorical sequence qi-
cheng-zhuan-he (Hinds, 1983), and this has been claimed to conflict with the
acquisition of English writing characterised with deductive reasoning style (e.g., Kaplan,
1966). The status of gi-cheng-zhuan-he as part of traditional Chinese rhetoric was
echoed by the two groups of EFL students in the present study who agreed that this
four-part rhetorical convention has been taught and encouraged in their contemporary
Chinese schooling. Traces of traditional Chinese rhetorical conventions were also found
in the students’ writing. A considerable number of EFL students started their job
application letters with a pre-move greeting, attempting to establish an interpersonal
relationship with the reader (See Section 4.1.3). When writing Chinese argumentative

writing, EFL students had a tendency to present the reader with information relevant to
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the theme they intended to argue later (See Section 5.1.1). However, the stereotyping
Chinese cultural conventions were not necessarily preferred. For example, Doris
claimed that the rhetorical element “zhuan” was inappropriate to her Chinese letter of
job application (See Section 4.4.4.1) and EFL students’ Chinese argumentative writing

was generally characterised with deductiveness (See Section 5.1).

The above discussion illustrates explicitly that the large culture background of EFL
students does not precisely predict the rhetorical construction of their written discourse,
in line with Spack’s (1997) argument against L2 writers as homogenous groups
according to their shared languages and cultures. The extent to which EFL students
resort to L1 rhetorical conventions can be influenced by their perceptions about the
purpose of writing in a specific genre (Kubota, 1997), as evidenced here by the absence
of the rhetorical element “zhuan” in EFL students’ Chinese letters of job application.
The labelling of EFL students as a culturally homogenous group ignores the influence
of individual differences on rhetorical construction and overlooks the multiplicity of
rhetoric (Kubota, 1997). The textual analysis contributes to understanding students’
internalised knowledge of rhetoric in L1 and L2 writing, and suggests that the influence

of large cultures is not the sole determining factor for shaping rhetorical construction

The influence of large cultures in L2 writing can be evaluated negatively or positively.
Examples found in the literature are the potential negative impact of transfer of
internalised meta-knowledge about rhetorical structure in L1 for L2 reading
comprehension (Chu et al., 2002) or the positive transferability of rhetorical structures
in Japanese and English due to the influence of specialised writing instruction
(Kobayashi, 2005). As evidenced in the EFL students’ intercultural letters of job
application, the organisation of generic structure and rhetorical features in L2 writing
were influenced by L1 cultural background, both linguistically and culturally. They
approached L2 writing with similar writing strategies to L1, utilising L1 as a resource
for generating ideas and compensating for insufficient L2 proficiency, which resulted in
the frequent use of direct linguistic transfer (See Section 4.4.2) and variations of generic
structure (See Section 4.1.3). Interestingly, Amber, who is the only one influenced by
L2 rather than L1 due to her family and educational background (See Section 4.4.3),

showed the same writing strategy in reverse, viewing L2 as a resource for her L1 letter.
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In addition to this large cultural influence, however, there are other small culture factors
shaping EFL students’ composition, for example, personal beliefs, peer discussion and
awareness of on-line job application formats (See Sections 4.4.2 and 4.4.3). For some
researchers, this complexity is viewed positively as “multiplicity of rhetoric” (Kubota,
1997), while others view the influence of writers’ L1 cultural background as
interference with their L2 writing due to the lack of awareness of intercultural variations
of generic structure and rhetorical features in a genre such as the letter of job application
(e.g., Upton & Connor, 2001).

Conversely, when EFL students are introduced through instruction to rhetorical
conventions in L2 writing, they may become sensitised to similarities and differences of
preferred rhetorical conventions between L1 and L2. For example, the PKU students
were quite aware of the danger that their L2 writing would be assessed with low scores
if they delayed their topic sentences to the middle or the end of their texts. Such a
prescriptive teaching approach may risk decreasing EFL students’ abilities of
recontextualising their genre awareness (Cheng, 2007), but it clearly raises their
awareness of how rhetorical conventions are preferably constructed in different cultures

and languages, as shown in section 5.4.2.3.

The evidence of bilateral cultural influence captured in EFL students’ intercultural
argumentative writing concurs with Matsuda’s (1997) claim that the nature of culture in
L2 writing is fluid and evolving. For example, their L2 writing was characterised with
proverbs (See Sections 5.2.1.3 and 5.4.4), whereas their L1 writing took the perspective
of individualism (See Sections 5.2.1.2 and 5.4.3.2). Overall we have shown that both
large cultures and small cultures impact on written discourse, (Atkinson, 2004),
increasing the complexity of rhetorical construction in L2 writing. For instance, EFL
students’ reaction to writing topics increased the use of collectivism in L2 writing and
individualism in L1 writing (See Sections 5.2.1.2 and 5.4.3.2), which runs against Wu
& Rubin’s (2000) study. Wu & Rubin suggested that their Taiwanese participants were
influenced by L1 sociocultural values so that their L2 writing was characterised with
indirectness, humaneness, collective virtues and limited use of personal anecdotes, and
the vice versa. The difference of rhetorical construction between Wu & Rubin’s study

and the present study can be associated with writers’ personal responses to the writing
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topics. As argued in section 6.2.2, as the relationship between topic familiarity and
writers’ lived experiences intensifies, bi-directional cultural influence on textual
construction may emerge. In addition, the L2 argumentative writing of the PKU group
rigidly adhered to the taught rhetorical formats reflecting the influence of large culture
mediated through small classroom culture, e.g. task requirements (See Section 5.4.2.4).
The findings of this study concerning the influence of small cultures on EFL students’
intercultural argumentative writing are in line with the concept of multiplicity of
rhetoric (Kubota, 1997).

The examination of how both groups of EFL students fell back on L1 cultural
background to deal with particular genres in different social contexts suggests that the
occurrence of L1 use in L2 writing is a purposeful behaviour regardless of its positive or
negative evaluation. The recognition of multiplicity of rhetoric is important for
understanding EFL students’ world views underlying the rhetorical construction in their
writing and offers substantial reflection to improve the quality of L2 teaching and
learning. As Kobayashi (2005) noted, “it is the students who are empowered to make
rhetorical decisions according to what they believe to be best for their writing” (p. 66).

6.3.3 Equipping Novice EFL Students with Ability of Negotiating with Conflict
between Previous and New Writing Instructional Experiences and
Promoting their Genre Awareness for Their Success in Academic
Discipline-Specific Writing

Findings reviewed in sections 6.1 and 6.2 illustrate the influence of small cultures on

writers’ genre-rhetoric construction of specific genres in Chinese and English. The

small culture factors identified in this study included individual writers’ reported
instructional experiences, language proficiency, and perspectives on genres, and
contextual factors, including the relationship between writers and writing topics, peer
interaction and other resources for generating ideas, and the pre-set writing
requirements. From these findings, it may be suggested that the L2 writing instruction
should equip students with the ability to negotiate any conflict between previous and
new writing instructional experiences and promote their genre awareness in the context

of academic discipline-specific writing. Given that novice EFL writers are capable of
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transforming genre knowledge acquired in one language context and applying it to
another language context (Yasuda, 2011), sensitising them to similarities and
differences of rhetorical expectations of genre writing in different languages should be
an integral part of L2 writing instruction. Participants in this study felt quite
uncomfortable and insecure due to the incompatibility of rhetorical expectations in
English argumentative writing with those in Chinese (See Section 5.4.2). Despite the
fact that their L2 writing instructors did not assist them to negotiate with the invisible
cultural collision (Steinman, 2003), their concepts of genre and their repertoire of genre
knowledge were somewhat reshaped and expanded, as seen in their reflective thoughts
about the similarities and differences of rhetorical conventions in different cultures.
Furthermore, conflict of writing instructional experiences also occurs across institutions,
as seen in the case of Jenny (See Excerpt 25 in Section 5.4.6). Johns (2002b), while co-
teaching with a history instructor in an American public university, pointed out that a
number of university freshmen who are multicultural L2 students shared a belief that the
five paragraph essay was suitable for history essays in both high schools and
universities. This static concept of genre-specific writing needs to be destabilised (Johns,
2002b), and the teaching of L2 writing to novice EFL students should “encourage them
to see every context and task as somehow new” (Johns, 1995, p. 186) when they travel

across academic contexts.

The teaching of general English writing at universities should equip novice EFL
students with ability not only of recognising the “genre-identifying features”, but also
understanding genre as socially constituted (Kay & Dudley-Evans, 1993, p. 311). As
evidenced in the present study, both groups of EFL students heeded the linguistic
aspects of the written discourse excessively, and gave limited consideration to its social
context and its intended communicative purpose. This implies that the teaching of L2
writing at tertiary education remains prescriptive rather than descriptive, as seen here in
the evidence that EFL students at PKU replicated the generic structure learned from the
teaching material because of meeting the writing requirements imposed by the L2
instructor. On the other hand, the NKU evidence shows that students directly
reproduced the information they collected from different sources without paying much
attention to the intended reader and communicative purpose when writing the

intercultural letters of job application. Although these two groups of novice EFL
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students produced their writing in different social contexts, there is a common
prioritisation given to what to say rather than why the discourse is structured the way it

IS in their own writing.

The teaching of language divorced from context strengthens EFL students’ knowledge
of normative rhetorical principles of genre writing, but simultaneously weakens their
awareness of the communicative purpose of genre writing in social contexts. In the case
of intercultural argumentative writing, the frequent use of L1 cultural writing
conventions in L2 writing and the reverse may hamper the reader’s comprehension of
the intention or communicative purpose, in particular those who do not share a cultural
background with the writers. For instance, the use of proverbs and maxims may not be
appreciated by readers who are from a low-context culture (Hall, 1977) where the
creativity of the writing is highlighted. In the case of EFL students’ letters of job
application in L1 and L2, the tendency of frequently using positive face politeness
strategies may not be beneficial for achieving the communicative purpose of the genre.
The lack of consideration for audience and communicative purpose in these EFL
students’ intercultural writing indicates that they are unskilled or novice L2 writers
(Raimes, 1985). However a key question is how such novice EFL students can learn to
transfer their L2 writing experience appropriately across contexts where they would be
using the target language for communication, in particular the context of academic
disciplinary writing where the complexity of rhetorical realisations and disciplinary
variations increase (e.g., Spack,1988; Hyland, 2008). The recognition of “sociological
features of the contexts within which the text is used and the discourse community that
will read and judge the text” could provide significant assistance (Dudley-Evans, 2002,
p. 235).

The arguments above tentatively suggest that L2 writing instruction for novice EFL
students in Taiwan should aim at integrating the development of “genre awareness” into
current L2 teaching approaches that focus on “genre acquisition” (Johns, 2008, p. 238).
According to Johns, genre acquisition is denoted as abilities to reproduce texts with
conventionalised formats in predictable ways, whilst genre awareness refers to the
“rhetorical flexibility necessary for adapting their socio-cognitive genre knowledge to

ever-evolving contexts” (p. 238). The promotion of genre awareness assists them not
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only in viewing L2 writing as socially constituted, but also facilitating their L2 writing
in understanding how to transfer the learned rhetorical conventions and use them
appropriately in new contexts. This may help them succeed in academic disciplinary
writing in universities, where success in academic discipline-specific writing requires a
higher sensitiveness to the rhetorical expectations that are implicitly informed (Johns,
2002b). It may be argued that the development of genre awareness is a burdensome task
for L2 writing teachers, but what is needed is not to teach conventionalised features
required by discipline-specific faculty, but to make novice EFL students become
academic ethnographers (Johns, 1997), who can independently analyse the complexity
of linguistic and rhetorical expectations in academic discipline- and subdiscipline-

specific writing (Spack, 1988).

Traditionally, learning opportunity in the EFL classroom is controlled by L2 writing
teachers who give instruction in what to write and how to write, although teacher-led or
peer-to-peer discussion occasionally occurs (see sections 4.3.3 and 5.3.3). However,
when writing outside the classroom where teachers’ expectations and guidance vanished,
EFL students were more capable of interacting with the writing context actively,
utilising diverse resources for generating ideas for the letter of job application. Despite
the fact that the rhetorical construction in their intercultural genre writing shows
differences from the accepted conventionalised formats of promotional genres (e.g.,
Upton & Connor, 2001), such a writing experience may increase their engagement in

the process of composing, thus reconstructing their current writing experience

accumulated within the classroom and developing individual genre awareness.

A wealth of L2 writing research has been dedicated to how to promote EFL/ESL
students’ genre awareness (Badger & White, 2000; Paltridge, 2001; Yan, 2005; Cheng,
2007; Johns, 2008; Millar, 2011). Cheng (2007) adopted a “discovery-based approach”
to develop L2 graduate students’ ability of recontextualisation (p. 290), whilst Badger &
White (2000) and Yan (2005) promote a process genre approach to teaching writing.
Paltridge (2001) & Millar (2011) offered strategically devised genre and context
awareness activities to foster EFL students’ genre awareness, whereas Johns (2008)
promotes “interdisciplinary learning communities” or “disciplinary grouping of literacy

responses into ‘macro-genres’” to facilitate different groups of L2 students at different
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levels (p. 246 & 248). The proliferation of teaching approaches foregrounds the
significance of acquiring the knowledge of language and context, assisting L2 students
at different levels to map the links between the language, the reader and the
communicative purpose in a social context. For example, Cheng’s (2007) discovery-
based approach is beneficial for developing L2 graduate students’ ability for “writerly”
reading of genre and “readerly”” writing of genre” (p. 304), whereas Millar (2011)
suggested a stage-oriented activity to promote EFL students’ genre awareness in a
general EFL class, introducing them the concepts of text type, audience and purpose
step by step. In Taiwanese universities, the curriculum for freshmen in universities is
always a blend of reading and writing, so that the promotion of novice EFL students’
genre awareness may seem an impracticable plan for L2 teachers who have to teach
skills for reading and writing in the same time. Nonetheless, as Johns (2008) advised,
they can encourage L2 students to ask “WHAT DOES A GOOD RESPONSE TO
YOUR ESSAY QUESTIONS LOOK LIKE?” (P. 247). In doing so, L2 students may
become aware of the similarities and differences of rhetorical expectations of written

essays across teachers and classes, and develop more autonomy.

However, the promotion of novice EFL students’ genre awareness at tertiary education
in Taiwan can pose enormous challenges for L2 writing teachers and students alike. For
example, L2 writing teachers who have limited understanding of genre-based teaching
approaches are likely to be unaware of the pitfalls, implementing them as “rigidity of
formula-type teaching” (Kay & Dudley-Evans, 1998, p. 311). Their difficulty in
effectively integrating genre-based frameworks into their current L2 teaching
approaches can be associated with “departmental demands” and “institutional
constraints” (Hyland, 2002a, p. 392), including time constraints (Firkins et al., 2007).
For L2 students, there may be conflict with their previous learning experience and
personal interest for learning. As evidenced in Liu’s (2008) study, EFL students in
tertiary education experience greater levels of failure in learning academic writing,
which conflicts with their prior writing experience in senior high schools where
“opinion-writing practice” is predominantly practiced (Kobayashi, 2005, p. 43).
Likewise, Jenny’s personal experience in Excerpt 25 (See Section 5.4.6) further
illustrates the need to manage the conflict of writing instructional experiences across

classes and institutions. Furthermore, many writing courses at universities in Taiwan are
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undertaken only to meet formal credit requirements, demotivating EFL students’
learning interest. Unquestionably, it is a long-term goal to put a genre-based conceptual
framework into practice for novice EFL students, but what needs to be urgently clarified
is the idea for avoiding the divorce of language from contexts (Hyland, 2002). Without
being situated in an appropriate context, the use of linguistic conventions is meaningless,

after all.

In brief, the preceding discussion highlights the importance of the influence of small
cultures on novice L2 writers’ genre-rhetoric construction. It is suggested that the
development of novice EFL students’ genre awareness is important, not only helping
them view L2 writing as socially constituted, but also equipping them to notice the
implicit rhetorical expectations of discipline-specific writing when traversing academic
discipline-specific domains. In addition, it is also beneficial for them to cope with genre
writing in the real world, permitting them to transform the learned rhetorical knowledge

of genre writing and transfer it appropriately to different social contexts.
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Chapter 7 Conclusion

7.1 Introduction

The study set out to investigate Taiwanese EFL students’ construction of genre-rhetoric
conventions in intercultural genre writing. The research interest was rooted in Liu’s
(2008) findings that Taiwanese EFL students entering universities were found to have
difficulties for adapting themselves to writing conventions in academic writing due to
the fact that
“In high school English writing, the topics focused on personal experiences and feelings, again
promoting the expression of the self. In contrast, in academic English writing, the student was

expected to speak about subject matter (not the self most of the time) in a somber, objective tone
and to substantiate his or her arguments with clear logical reasoning and evidence” (p. 93).

Liu’s study reveals that EFL students have suffered pain from not only the negative
influence of previous writing experience, but also insensitiveness to rhetorical
expectations of academic discipline-specific writing. In other words, the students
presumed a high level of similarities relating to rhetorical conventions of genre writing
across academic disciplines, thus encountering setbacks from adapting themselves to
new social contexts where their attempt to follow the template from previous writing
experience was not appreciated and devalued. In order to offer significant insights into
EFL students’ genre-rhetoric construction in intercultural genre writing in different
social contexts, the study therefore investigated two groups of Taiwanese EFL students’
writing, including one group for argumentative writing with formal L2 writing
instruction in the classroom, and the other dealing with a letter of job application

outside the classroom, a particular writing genre that had not been taught in L1 or L2,

Two main research questions, each consisting of three sub-questions, were formulated,
paying particular attention to the construction of generic moves, rhetorical conventions
and influence of writing instructional experiences in L1 and L2. A mixed method
approach, including textual analysis, questionnaire and interviews, was adopted for co-
constructing a holistic view of how Taiwanese EFL students’ genre-rhetoric
constructions are shaped by a variety of influences from large and small cultures.
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In following sections the Conclusion also presents the discussion of main issues based
on the empirical findings, implications for pedagogical practice, limitations of the study

and recommendation for further research.

7.2 Empirical Findings

The main empirical results are presented in Chapter 4 Data Analysis: Taiwanese EFL
Students’ Letters of Job Application in Chinese and English, and Chapter 5 Data
Analysis: Taiwanese EFL Students’ Chinese and English Argumentative Writing.
Detailed discussion is available in Chapter 6: Promotion of Novice EFL Students’
Ability of Handling Conflict of Rhetorical Expectations between Previous and New
Writing Instructional Experiences and their Genre Awareness. This section aims at
synthesizing discussions based on the overall empirical findings to answer the two main

research questions in the study.

1. How did Taiwanese novice EFL students’ genre-rhetoric construction vary when

composing a letter of job application in Chinese and English?

The examination of construction of generic moves and politeness strategies in
Taiwanese EFL students’ letters of job application revealed more similarities than
differences in Chinese and English. EFL students paid much attention to lexical and
syntactical correctness resulting from the impact of L2 writing instruction (Kubota,
1998). In addition, they frequently used L1 to compensate for insufficient L2 language
proficiency. The writing strategy of falling back on L1 as a linguistic resource in L2
writing is a typical characteristic of low L2 proficient writers. As noted by Woodall
(2002), a remarkable difference between low and high fluent L2 writers in relation to
language switching is that the former mainly use it for a low-level operation, in
compensation for an insufficient stock of lexical items, whereas the latter switch
languages in more complicated ways, reflecting an integration of low-level and high-
level operations. Consequently, novice EFL students writing a letter of job application

in Chinese and English primarily focused on the surface level of discourse patterns and
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used translation as a major strategy, reflecting their limited L2 language proficiency and

the influence of L2 writing instructional experiences.

Regardless of L2 proficiency and L2 instructional experiences, it is worth noting that
EFL students writing in an unfamiliar or untaught genre attempted to compensate for
their limited knowledge of the genre via actively searching for useful contextual
resources, for example, seeking advice from people who have experience of composing
the genre or discussing with peers for sharing and generating ideas. In spite of the fact
that the genre-rhetoric construction in their intercultural genre writing differed
noticeably from that used by experienced members of the discourse community, writers
actively engaged in social processes of multidimensional negotiation, using small
culture resources. This was different from a routinized writing process, meeting
teachers’ requirements in the classroom (Tardy, 2006) and may allow them to view L2
writing from different perspectives. However, the influence of local large culture was
also apparent in the frequent use of positive face politeness in both L1 and L2, which
may be encouraged by the fact that translation is a frequent writing strategy for learning

new genres (Tardy, 2006).

The answers to research question 1 reveal that EFL students, when encountering
unfamiliar or untaught genres, could benefit by learning how to interact with various
contextual resources actively and expand the scope of their genre knowledge. However,
this encounter could make only a limited contribution to raising their awareness of the
socio-rhetorical expectations of the genre writing expected by different large cultures.
The findings contrast with Tardy’s (2006) perspective that writing in practice-based
settings is beneficial for writers’ socio-rhetorical knowledge. It may be due to the fact
that EFL students regarded the assigned writing task as homework, an informal writing

practice after class rather than an authentic one in the real world.
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2. To what extent did Taiwanese novice EFL students construct genre-rhetoric conventions
in argumentative writing in Chinese and English after gaining three months of English

writing instruction?

The explicit L2 writing instruction experienced by EFL students in this study placed
particular emphasis on the location of topic sentences and the use of discourse markers
to create a “logical” way of reasoning. Due to their limited L2 language proficiency,
students were trained to produce one-paragraph L2 argumentative writing where they
practised the deductive style preferred in Western culture, which apparently contrasts to
their previous writing experience influenced by Eastern large culture. Regardless of the
fact that their L2 teachers did not pay attention to cultural collisions (Steinman, 2003),
their L2 writing instructional experiences not only enhanced their sensitiveness to some
rhetorical preference of argumentative writing in L1 and L2, but also brought about
bidirectional cultural influence, so that their L1 writing showed elements of deductive
style, and the reverse. This finding that the construction of rhetorical conventions was
less predictably dependent on L1 cultural background runs against the finding of Wu &
Rubin’s (2000) study, and may be associated with the small culture factors of topic
interest and topic familiarity (Chu et al., 2002). As a result, it may be concluded that
Taiwanese EFL students’ genre-rhetoric construction in argumentative writing in L1
and L2 in the classroom is a multifaceted activity, involving a complicated interplay
between previous and current writing instructional experiences, including introduction
to L2 rhetorical large culture norms, the influence of L1 cultural background, and their
interest in, and familiarity with, the writing topics assigned.

7.3 Pedagogical Implications for L2 Writing Instructors and Students

in Tertiary Education in Taiwan

The empirical findings relating to research questions 1 and 2 have significant
implications for L2 teachers and students in Taiwanese university pedagogical contexts.
First, the influence of big cultures should be highlighted in L2 writing instruction. The
findings suggest that the two groups of students were unaware of the influence of their
L1 cultural background, which was found to be an important factor for genre-rhetoric

construction in L2 writing. For example, as influenced by their L1 sociocultural values,
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students frequently used positive politeness strategies in their English letters of job
application, and a high level of collectivism appeared in students’ English
argumentative writing. As noted by Al-Ali (2006), L2 writing instruction needs to
enhance bilingual students” awareness of the influence of their L1 socio-cultural values.
However, as shown in this study, L2 writing instruction emphasised the teaching of L2
genre-rhetoric conventions and the development of students’ L2 language proficiency,
but did not provide students with opportunities to discuss the genre-rhetoric conventions
preferred by L1 and L2. A comparative view of the similarities and differences of
genre-rhetoric conventions in L1 and L2 therefore is recommended to be incorporated
into L2 writing instruction, which may not only encourages L2 students to evaluate their
L1 and L2 writing instructional experiences, but also develop their awareness of the
preferred genre-rhetoric conventions of genres in L1 and L2.

Secondly, the investigation of the influence of small cultures on novice L2 students’
genre-rhetoric construction of genres in L1 and L2 also suggests that close attention be
paid to students’ genre awareness and rhetorical flexibility (Johns, 2008). Although
genre traditions can be differentiated from each other based on their focal points,
intellectual basis and pedagogical practice (Hyland, 2004), they share the similarity that
writing is a socially constituted activity, which emphasises the influence of social
contexts construed as small cultures on the written discourse. In academic contexts,
Johns (2008) suggests that the repeated practice of disciplinary macro-genres writing,
such as problem-solving in project reports and proposals in Engineering, can be
beneficial for raising students’ awareness of the influence of small cultures, including
awareness that teachers’ expectations of macro-genres writing can vary in detail
according to disciplines, classrooms and other influencing factors. The development of
novice L2 students’ genre awareness and rhetorical flexibility, including awareness of
small culture factors, is expected to help them mitigate the potential negative impact

resulting from their previous writing experience on any current writing experience.

Finally, novice EFL students should be encouraged to evaluate their writing

instructional experiences across social contexts due to the fact that “it is the students
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who are empowered to make rhetorical decisions according to what they believe to be
best for their writing” (Kobayashi, 2005, p. 66). Students’ writing instructional
experiences are not static, but consistently changing and evolving. For example, Jenny
talked about the difference of her writing instructional experiences across institutions, in
terms of teachers’ expectations (See Excerpt 25 in Section 5.4.6). This experience had
an impact on Jenny’s genre awareness, which may facilitate her learning of L2 writing
in different institutional contexts. Therefore, it is suggested that novice EFL students be
taught to evaluate writing instructional experiences in different learning contexts, to
prepare them better to meet genre-rhetoric expectations of genre writing across classes,
disciplines and workplaces. Parks (2001), for example, noticed students’ failure of
efficiently applying their knowledge of nursing care plans acquired in classroom-based
instruction to their workplace, and argued this was due to the lack of rhetorical and
social awareness of such genre writing. L2 writing instruction in Japan has encountered
a dilemma between the explicit teaching of form or the understanding of writing as
socially constituted (Kobayashi, 2005). This is also a hindrance in Taiwan pedagogical
context, but it is argued that the development of novice EFL students’ ability of self-
evaluation may be the solution, not only increasing their formal knowledge of genre
writing, but also shaping their awareness of transferability.

7.4 Limitations and Suggestions for Further Research

In spite of the tentative suggestions offered by the present study, it has the following
limitations. First, the two groups of Taiwanese EFL students involved in the present
study are novice L2 writers, primarily using L1 as a resource to meet the concerns of
content and language in L2 writing. The study therefore does not offer comparative
insights into how skilled Taiwanese EFL students utilise L1 writing instructional
experiences in L2 writing, and how they develop genre awareness for discipline-specific
writing when being initiated into academic discourse communities. Skilled or fluent L2
writers are claimed to use L1 for a diversity of reasons, such as planning, revising and
editing (Woodall, 2002) or dealing with overloaded cognitive stress (Centeno-Cortés &
Jiménez Jiménez, 2004). In addition to the effectiveness of L1 use in L2 writing, it is
worth studying the strategies adopted by experienced EFL students to develop their

genre awareness, and to overcome the limitations of L2 writing instruction which is
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predominantly characterised with a product approach in the Taiwanese pedagogical
context. The investigation of experienced EFL students’ strategies for the effectiveness
of L1 use in L2 writing and the development of genre awareness can be beneficial in

developing guidance for novice EFL students to succeed in L2 writing.

Secondly, it is necessary to investigate L2 writing instructors’ attitudes and reaction to
the idea of developing novice EFL students’ genre awareness in general English writing
courses. The benefit of developing students’ genre awareness may offer a remedy for
the conflict of rhetorical expectations between previous and current writing instructional
experiences. However, the findings of the present study concur with previous studies
(e.g., Kubota, 1998; Kobayashi, 2005; Hirose, 2006) that L2 writing instruction in EFL
teaching and learning contexts concentrates on vocabulary and grammar exercises. If L2
writing instructors prefer teaching fixed writing formats only in the general English
writing courses, it can be anticipated that novice EFL students will fall on their faces
when attempting to use the learned template to deal with disciplinary writing. It is
therefore worth study how L2 writing instructors conceptualise L2 writing, especially
those who are in charge of teaching general English writing. The understanding of their
opinions is a critical clue to making novice EFL students’ prepared for dealing with
multiple writing tasks in academic discipline-specific faculties later. As a result, the
exploration of L2 writing instructors’ concepts of the teaching of L2 writing is an

important issue, which has not been explored in the present study yet.

Thirdly, although the present study advocates genre-based teaching approaches for
novice EFL students, the gap between theoretical framework and pedagogical practice
has not been studied here. As suggested by Kay & Dudley-Evans (1998), genre-based
teaching brings the danger of being prescriptive, making L2 students incapable of
responding appropriately to the social contexts where texts are used. Therefore, it is also
important to carefully examine how L2 writing instructors make use of genre-based
teaching approaches, how EFL students respond to them and how the knowledge gap

between the theoretical framework and pedagogical practice can be bridged in tertiary
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education in Taiwan. The answers to these questions are critical for the improvement of

the quality of L2 writing teaching and learning at different levels in universities.

Finally, the methodological design of the present study has limitations, in particular
concerning the decisions on the genres which were studied, and the subjectivity of the
data. The present study aimed at investigating the influencing factors on Taiwanese
novice EFL students’ genre-rhetoric construction of particular genres in Chinese and
English through the use of multiple methods. The overall findings suggest that
Taiwanese novice EFL students, in addition to the influence of their Chinese socio-
cultural views, were affected by small culture factors, such as writing instructional
experiences, language proficiency, the context and the task. Meanwhile, they
approached taught and untaught genres quite differently in this study. For example,
when working on the genre taught in the classroom, EFL students can be empowered by
L2 writing instruction, following the expected rhetorical sequences in L2 writing, which
may shape their knowledge of the same genre in L1 and the reverse. When encountering
the untaught genre, they strategically made use of a range of sources in the local context

to compensate for their lack of genre knowledge, with resulting slight variations.

The decision to focus on two different genres has made it possible to provide an outline
picture of the influences of large cultures and small cultures on novice EFL students’
genre-rhetoric construction in intercultural genre writing. At the same time, this meant a
potential limitation on a solid comparative view of the same genre writing. The
comparison of similarities and differences of the same genre written by two groups of
EFL students could have led to greater in-depth discussion of themes within particular
genre writing. For example, when working on the untaught genre, a letter of job
application, two groups of EFL students might have shown greater variation in their
approach to the genre-rhetoric construction, and allowed fuller investigation of the
process of how EFL students lay out their implicit knowledge of a letter of job

application in the written discourse.
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Another potential limitation in relation to methodological design relates to the
subjectivity of the data analysed and interpreted. The researcher, while working
individually on data collection, analyses and interpretations, paid attention to the fact
that the process of analysing and interpreting the whole data was likely to be influenced
by personal bias. However, the triangulation of the results from the use of multiple
methods in this study remedies the influence of personal bias on the data and allows for

a more holistic view of the themes which emerged from different sources of data.

According to the discussion of the results and limitations, the present study is intended
to offer direct suggestions for future research in L2 writing. First of all, it is worth
studying how L2 writing pedagogical practice can help EFL students negotiate the
conflict of rhetorical expectations of genre writing not only associated with large
cultures (Western and Chinese), but also across teachers, classes, disciplines and
institutions. The f influence of small cultures, in particular the writers and the contexts,
must be a focal point in future research. For example, Liu (2008) made use of a
sequenced writing approach to make EFL students aware that a research paper involves
multidimensional aspects of the self, content, community and form and is different from
their high-school essays. Cheng (2007) adopted a discovery-based approach to heighten
his graduate students’ genre awareness. Close attention has been paid to the relationship
between writers and contexts because “it is the students who are empowered to make
rhetorical decisions according to what they believe to be best for their writing”
(Kobayahi, 2005, p. 66).

Secondly, it seems that that the effectiveness of L1 use in L2 writing can be associated
with L2 writers’ language proficiency and writing experience. If unskilled L2 writers
tend to use L1 negatively in L2 writing, primarily associating it with lexical and
grammatical correctness, what do skilled L2 writes do with L1 resources and in what
ways do their strategies for L1 use differentiate from those adopted by unskilled? If any
differences between the two groups are identified, do these include any positive
correlation between the effectiveness of L1 use and L2 writers’ L2 language proficiency

and writing experience? Such questions can be beneficial for rethinking how novice L2
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writers can be empowered by utilising L1, the invaluable resource that is unique to

bilingual and multilingual writers.

Finally, as genre-based approaches have strong implications for pedagogy (e.g., Hyland,
2004), in what ways can they improve L2 writing teaching and learning in tertiary
education in Taiwan? This is a complicated question to be answered, but L2 writing
instructors’ perspectives can be a critical factor due to their dominant role in the EFL
classroom. Consequently, it is important to explore L2 writing instructors’ perceptions
of genre-based approaches in the EFL classroom as well as L2 students’ feedback on

these.

To conclude, the investigation of genre-rhetoric construction in L1 and L2 genre writing
has showed that the influence of large cultures is not the sole influencing factor for the
construction of written discourse as the influences of small cultures are involved as well,
such as students’ writing instructional experiences, L2 language proficiency, the
influence of individual writers’ genre knowledge, and the context of situation. Of
importance is EFL students’ struggle for fulfilling the rhetorical expectations of genre
writing when traversing to different discipline-specific contexts. The study thus calls for
the need of developing novice EFL students’ genre awareness and rhetorical flexibility.
It is difficult to validate with confidence the empirical findings in the present study,
based on a small number of participants, in two different institutions.. It is therefore
strongly recommended for future research to include larger number of participants at
different levels of L2 writing proficiency in different social contexts The more we, as
L2 writing researchers and instructors, know about the influence of big cultures and
small cultures in L2 writing, the more we could do to assist L2 students to face a variety

of genre writing when being initiated into academic disciplinary contexts.
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Appendix I: Participant Information Sheet

Participant Information Sheet

Project Title: An Investigation of Influence of Taiwanese novice EFL Students’
Writing Instructional experiences on the Construction of Intercultural Genre
Writing.

Researcher: Chia-Hsiung Chuang
Ethics number:

RGO Ref: 8340

Please read this information carefully before deciding to take part in this research.
If you are happy to participate you will be asked to sign a consent form.

What is the research about?

I am a research student at the University of Southampton, UK. Based on the integrated
theoretical framework of genre theory and contrastive rhetoric research, the present
research aims at exploring how Taiwanese novice EFL students’ writing instructional
experiences influences the genre-rhetoric construction in intercultural genre writing.

Method

I will include textual analysis, questionnaire and interview as the major methods for
data collection.

Participants

My potential participants are Taiwanese university-level students, including one group
of freshmen in a National Kaohsiung University and the other of sophomores in a
Private Kaohsiung University.

Procedure

Both groups will compose specific genre writing in Chinese and English. Freshmen will
deal with the letter of job application, whilst sophomores will work on argumentative
writing. In addition, they will fill in the questionnaire, which aims at exploring their
writing instructional experiences in Chinese and English. After the completion of genre
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writing and questionnaire, five from each group will be interviewed for talking about
how they deal with the assigned writing tasks.

Why have | been chosen?

You are eligible to take part in this research project because your academic background
(the university level and English major) helps you understand and respond appropriately
to my research questions.

What will happen to me if | take part?

You will need to write short essays in both Chinese and English, to fill in a
questionnaire and to be interviewed for less than 1 hour.

Are there any benefits in my taking part?

The potential significance is to understand the similarities and differences of genre-
rhetoric conventions in English and Chinese writing. It is beneficial for not only gaining
a better understanding of different writing conventions between Chinese and English,
but also raising awareness that writing is not merely a practice of grammar and syntactic
structures, but a socially constructed activity for achieving particular purposes.

Are there any risks involved?
There are no risks in your involvement.

Will my participation be confidential?

| am as a researcher compliant with the Data Protection Act/ University policy. A
pseudonym will be used at any time to protect your information and identity. The
records of questionnaires, interviews and textual analysis will be kept on a password
protected computer and only used by the researcher for the research purpose.

What happens if I change my mind?
You have the right to withdraw freely from my research project at any time.

What happens if something goes wrong?

Contact the chair of the Ethics Committee, the School of Humanities, University of
Southampton, Prof Ros Mitchell (email R.F.Mitchell@soton.ac.uk).

Where can | get more information?

If you want to get more information about this research project, please contact me
(email cc8g08@soton.ac.uk) or email my supervisor, Dr Alasdair Archibald
aa3@soton.ac.uk
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Appendix I1: Consent Form

Consent Form

Project Title: An Investigation of Taiwanese Novice EFL Writers’ Experiences of
the Construction of Intercultural Genre Writing.

Researcher name: Chia-Hsiung Chuang
Study reference:

Ethics reference: 8340

Please initial the box(es) if you agree with the statement(s):

I have read and understood the information sheet

and have had the opportunity to ask questions about the study.

| agree to take part in this research project and agree for my data to

be used for the purpose of this study.

I understand my participation is voluntary and | may withdraw

at any time without my legal rights being affected .

Name of participant (Print NAME).........viri e e e e e e e ee e

Signature of PartiCIPaNt. ........c.o i e e

Name of Researcher (Print NAME) ..........oviie it iie e e ee e eae

Signature 0f RESEAICNEr ... ... e e e e e e
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Appendix 1 : Students Questionnaire

(English Version)

1.

Personal Information
Age:
Gender: Male / Female

School Year: 15t /21 /31d/4th

Your major in the university:

English Language Level:
How many years have you received English language education:

How many years have you been studying in Wenzao Ursuline College of
Languages/National Kaohsiung University of Applied Sciences:

Rate your current English language level: Beginner / Intermediate / Advanced
Do you have any valid English certificate: Yes / No

If YES, what is it?

Experience with English Writing Instruction

Rate your current Writing level in English on a scale of one to ten (one=minimal,
ten=excellent) :

How many years have you received formal writing instruction in English? (Formal
writing instruction in English does not mean the writing activities that are done to
practice new grammar and vocabulary in regular English language course)

Tick off (V) the type(s) of writing you wrote as part of your writing instruction in
English from the following list.

______a)story

____Db)essay

______C) argumentative writing
____d)reports

______e)poems

___ f)journals

_____ Q) research papers

_____h) short answers in examinations
______i)summaries
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j) others (specify: )

Which one from the above list was the most common and which one was the least
common? (fill in the blank with the letter of the choices)

The most common

The least common

Tick off (V) the type(s) of teaching methods you experienced.

______a) The teacher assigned writing topics and asked us to write.

______b) The teacher assigned writing topics with pre-writing discussion.

______C) The teacher corrected my errors on my essay.

______d) The teacher asked students to revise the corrected essays by
themselves.

_____e) Student groups discussed and edited each other’s essays.

Which teaching method from the above list was the most common and which one
was the least common? (fill in the blank with the letter of the choices)

The most common
The least common

During your educational experience, what features of writing did your English
language writing teachers generally emphasize? (Tick off (V) the choices that apply)

______a) grammatical correctness
b)) mechanics and spelling
______c)clarity of main idea
_____d) topic sentence in each paragraph
_____e) thesis statement
___ f) using beautiful language
____ ) expressing your true feelings honestly
_____h) persuasiveness
______i)organization of ideas
J) length of paper
____ k) neatness and beautiful handwriting
_____1)originality and imagination
______m) quoting experts, important names and using other sources
______n) truth of your ideas
______0)using good examples and details to illustrate main ideas
______p)content
______Qq) coherence at paragraph level
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r) title

s) other (specify )
8. Which one from the above list was emphasized the most and which one was
emphasized the least? (fill in the blank with the letter of the choices)
Emphasized the most
Emphasized the least
9. Can you please briefly describe the “Paragraph Organisation” in English writing?
10. Did you stop writing to translate your ideas into English? (Circle one)
Always  Usually Sometimes  Never
11. Did you stop writing because of grammatical accuracy? (Circle one)
Always  Usually Sometimes  Never
12. Did you stop writing because you don’t know the words in English? (Circle one)
Always  Usually Sometimes  Never
13. Did you receive feedback on your essays from your English teacher? (Circle one)
Always  Usually Sometimes  Never
14. How important is teacher’s feedback on your essay for you? (Circle one)

Very important  Important Not important at all
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15. What are your problems in English Writing? (Please tick off (\) the choices that

apply)

_____a) Alarge enough vocabulary

______b) An adequate variety of sentence patterns
_____€) Use of connectors and transitional phrases
_____d) Grammatical accuracy

_____e) Content: having sufficient ideas to write about
_____f) Organization in composition

_____ @) Punctuation

IVV. Experience with Chinese Writing Instruction

1. Rate your current Writing level in Chinese on a scale of one to ten (one=minimal,
ten=excellent) :

2. How many years have you received formal writing instruction in Chinese? (Formal
writing instruction in Chinese does not mean the writing activities that are done to
practice new grammar and vocabulary in regular Chinese courses)

3. Tick off (V) the type(s) of writing you wrote as part of your writing instruction in
Chinese from the following list.

______a)story

__ b)essay

______C) argumentative writing
____d)reports

______e)poems

__ f)journals

_____ Q) research papers

_____h) short answers in examinations
______i)summaries

j) others (specify: )

4. Which types of writing from the above list were the most and the least common?
(fill in the blank with the letter of the choices)

The most common

The least common
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Tick off (V) the type(s) of teaching methods you experienced.

_____a) The teacher assigned writing topics and asked us to write.

______b) The teacher assigned writing topics with pre-writing discussion.
______¢) The teacher corrected my errors on my essay.

_____d) The teacher asked students to revise the corrected essays by themselves.
_____e) Student groups discussed and edited each other’s essays.

Which teaching methods from the above list was the most common and which one
was the least common? (fill in the blank with the letter of the choices)

The most common

The least common

During your educational experience, what features of writing did your Chinese
language writing teachers generally emphasize? (Tick off (V) the choices that apply)

______a) grammatical correctness
___b) mechanics and spelling
______c)clarity of main idea
_____d) topic sentence in each paragraph
_____e) thesis statement
__ 1) using beautiful language
____ ) expressing your true feelings honestly
_____h) persuasiveness
______i)organization of ideas
j) length of paper
___ k) neatness and beautiful handwriting
_____1)originality and imagination
_____m) Chinese proverbs, maxims or slangs
______n) truth of your ideas
______0)using good examples and details to illustrate main ideas
______p) content
_____Qq) coherence at paragraph level
_____ntitle
_____s) other (specify )
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10.

11.

12.

13.

14.

. Which one from the above list was emphasized the most and which one was

emphasized the least? (fill in the blank with the letter of the choices)

Emphasized the most

Emphasized the least

. Can you please briefly describe the “Paragraph Organization” in Chinese writing?

Did you stop writing because of grammatical accuracy? (Circle one)
Always  Usually Sometimes  Never

Did you stop writing because you don’t know the words in Chinese? (Circle one)

Always  Usually Sometimes  Never

Did you receive feedback on your essays from your Chinese teacher? (Circle one)

Always  Usually Sometimes Never

How important is teacher’s feedback on your essay for you? (Circle one)

Very important Important Not important at all

What are your problems in Chinese writing? (Please tick off (V) the choices that
apply)

______a) Alarge enough vocabulary

_____b) An adequate variety of sentence patterns
_____c)sets of connectors and transitional phrases
_____d) Grammatical accuracy

______e) Content: having sufficient ideas to write about
_____f) Organization in composition

_____ @) Punctuation
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Thank you so much for your participation in the questionnaire. The purpose of this
questionnaire is to serve the purpose of the present study only and the information is
kept confidential. If you are interested in sharing your opinions about your own
experience of English and Chinese writing and have willingness to be interviewed,
please leave your name and e-mail address for further contact or you can contact me
through my e-mail address provided below.

Your name:

Your e-mail address:

My e-mail address: cc8g08@soton.ac.uk OR lake js@hotmail.com
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B BFHE (Chinese Version)
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_ C) aam B AE (argumentative writing)
__d) ¥k (reports)
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__ 0) BFEERk (research papers)

_ h) #E:A % (short answers in examinations)

_ i) WESAE (summary)
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k) T R B R

_ ) mEMAER

_ m) 5 4 S BCE BSGRIE IR
_n) PPERAR N BIAEVE
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10.

11.

12.
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Your name:

Your e-mail address:

My e-mail address: cc8g08@soton.ac.uk OR lake js@hotmail.com
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Appendix 1V: Interviewing Protocol

Guiding Questions for English major students

Background Questions

1. Could you tell me something about yourself, like age, education (prior learning
experience and learning experience in National Kaohsiung University/ Private
Kaohsiung University?

2. Could you tell me the level of your English proficiency and your knowledge
about English proficiency testing systems?

Essential Questions: descriptive, structural and contrast questions
1. Could you describe your “English writing experience?”
When did you learn to write English essays?

What are the typical features of an English writing course? For example, the
textbooks, activities, and students’ assessment.

What are your writing strategies for English essays, like those for topic,
paragraph organisation, generations of ideas, and choices of words, grammatical
and sentence structures?

What do you know about the “rules” for English essays?
What are the difficulties you have for English writing?

What are the strategies you employ to deal with the difficulties in English
writing?

2. Could you describe your attitudes or feelings about English writing?
What are the essential features of good English writing?
3. Could you talk about your experience in Chinese writing?
When did you start learning how to write in Chinese?
How do you normally write in Chinese?
What are the difficulties you have in Chinese writing?

According to your own experience, could you give me some examples of the
influence of your English writing experience on your Chinese writing?
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Appendix V: Textual Analysis of Job Application Letters: English and

Chinese Letters

An English Letter of Job application: Participant 5

Component Moves

The Letter of Job Application in English (Participant 5)

Provide arguments —
background
information

My name is Sherry. | am 18 years old.

Identify source of

| just got the information that y our English cram school needs

information a teaching assistant two days ago.
Apply for the . .
position I decide to apply for this job.

Provide arguments —
background and
experience
information

I graduated from Foreign Language Departments of Douliou
Vocational High School. Now I major in English in Kaohsiung
University of Applied Science. | have got some certificates in
English such as High-Intermediate Level of GEPT. I have also
got 845 on TOEIC. On the other side, | have experience to
teach English in a cram school for three months. | really love
teaching very much. 1 would like to make these students be
interested in English and be proficient in it.

Stipulating terms
and conditions of
employment

As for my salary, | expect | can get $ 20,000 per month.

State desire for the
consideration

I can start to work next month. If I can get this job smoothly, I
promise | will try my best to do the job well.

Provide more
information

If you want to know more information about me,

Desire for further
contact

please contact me without hesitation. My number is 0912-345-
678.

Express politeness at
the end of the letter

Thanks for your consideration.
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A Chinese Letter of Job application: Participant 10

Component Moves

The Letter of Job Application in Chinese (Participant 10)

Provide arguments —

4 > BB > BEEAIRI AR ERAINE AR « AV
Hbjj{ﬁ'ﬁ? s NEmiEiE o 57 5E o BT -

_backgrou_nd Hi, my name is Koala, graduating from the Department of

Information Applied Languages. My English proficiency is quite good,
including listening, speaking, reading and writing.
PARFERUS EIFI EE -

Apply for the

position I would like to apply for the job as a manager of the

Department.

Provide arguments —
background
information

G R EHARE ST A AR - WS RAFHYEIERTS
MR B SEEARE ] - FEE T HREUG TIRZ R - ffhd
REH > GEtER > HEEHESE - il L Zpra A
OB RIS

I understand that it requires the ability of leadership,
management, good communication and dealing with tasks. In
this regard, I have had a lot of certificates, including business
management, accounting, International business trade and
commerce, and so on. Furthermore, | have similar working
experience in other companies.

State desire for
consideration

el R BoRE ERS I R N > HE LRSS
KREgHH o

I think I am the best candidate. Hopefully, you can give me an
opportunity to prove my words.

(The translation was made by the researcher, not the original English letter written by

the writer)
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Appendix VI: Textual Analysis of Argumentative Writing: English and

Chinese Argumentative Writing

English Argumentative Writing: Participant 19

&%T/E:nent English Argumentative Writing (Participant 19)
Thesis Stage

Proposition Most people help others for many reasons.

Argument Stage
Discourse First of all, everyone has a sense of compassionate. For example, if
Marker there is a person being anxious that he/she can’t figure out the
Claim & answer, you’ll go to help him/her because you imagine if that person
Support Pair is you, you will need someone to help you.
Discourse Second, when you help others, you also feel happy and confident.
Marker As the proverb goes, “It is more blessed to give than to receive.” For
Claim & example, if you help someone, they smile at your friendly, you also
Support Pair feel very pleasure.
w Finally, you can give other good first impression. For example, if
- you help an elderly pass the road, the elderly might have a theory of
Claim & “you are a good teenager.”

Support Pair

Conclusion Stage

Discourse
Marker

Close

In short, though people have different reasons for helping others, the
important of all is to let the world be warmer and warmer.
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Chinese Argumentative Writing: Participant 19

Component . . . -
Moves Chinese Argumentative Writing (Participant 43)
Thesis Stage
BAE BRI AR - BF S e A T B Nl A\ 2 -
Information It’s an era of global village and it is common to communicate with
foreigners.
B BgiRe—ReEs » 0 MREE -
Proposition At this time, it is important to learn English, the number one
language in the world.
Argument Stage
PR HEAE T E RS S - ARAEHS AR
B A HA LA TTE o BIEAERAFERER » I0EA -
Claim & FHEATR EARE . WM RN EFS -
aim

Support Pair

English is the language used frequently in daily life. If your English
is not fluent, it is inconvenient to go abroad. Even if you go to non-
English speaking countries, such as Japan, there are some signs
written in English, which much facilitates our visit.

Discourse
Marker

Claim &
Support Pair

24 ETAF EAE A AT RERISNE A FIE AL © RIEIRIESC
Al BETRE RS SN —EARERE -

Moreover, it is likely for you to have contact with foreign business
company at work. If your English is fluent, perhaps it is easier to
make business with them successfully.

Discourse
Marker

Restatement

AR EIEEEST - R TRV E R -

According to these examples, learning English is really important.

Conclusion Stage

Consolidation

FEIET SO ST OO A AT EERY A, -

English is an important tool in the era of global village.

(The translation was made by the researcher, not the original English letter written by

the writer)
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