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Abstract

The present research is conducted to point out that teaching academic writing should focus on

the salient features that make this type of writing different from the other kinds of writings. It

also attempts to investigate to what extent second year students at the University of

Constantine 1 aware of academic writing features, as well as if they use these features mainly

objectivity, formality, and cautious writing in their academic written productions. In the light

of this, the hypothesis is that if second year students receive explicit instructions about

academic writing conventions, they would be aware of academic writing features and their

writing quality would improve in writing academic papers. To test this hypothesis, two

research tools are used; teachers’ and students’ questionnaires and an experiment (pre-test,

post-test) which were taken by a random sample of students. The results of the present study

show that students lack knowledge about academic writing conventions; as the questionnaires

have revealed. On the other hand, the results of the experiment revealed that the experimental

group showed an improvement in using academic writing features after the treatment

compared to the control group which does not receive any explicit instructions.
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General Introduction

1. Statement of the Problem

Writing is known for the majority of learners as a process of using symbols or

combinations of words about a particular subject matter. However, writing is more than these

combinations since it is governed by certain conventions and rules, especially in academic

writing genres as in essays, research reports, and dissertations. This means that writing an

academic paper involves following particular conventions, as well as different features such

as academic vocabulary, hedging, and objectivity. This makes academic discourse relatively

distinct from other writing genres such as personal writings. As Hinkel (2004) affirms, the

research has shown that English academic writing is characterized by certain conventions at

all the linguistic levels.

As a problematic area in writing, the misunderstandings about the nature of academic

writing lead students to believe that writing emphasizes only the macro features, i.e., the

different types of introduction, thesis statement, developmental paragraphs, and conclusions.

Thus, the majority of learners are unable to end up with academic written productions, since

they focus mainly on content and neglect the other aspects of writing which are accepted by

the academic community.

In terms of teaching academic writing, Hinkel (2004) states that teaching such a type

of writing focuses mainly on how to organize a piece of writing at the discourse level. This

means that teaching academic writing focuses on such features that make academic discourse

different from other writing genres. So, this research investigates the learners’ inability to
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construct academic written papers following such norms. These different norms and features

will be identified later (chapter 2).

2. Research Questions and Hypothesis

In the light of the problems stated above, the present research addresses the following

research questions:

- Are students aware that academic writing is characterized by different features?

- Is the unfamiliarity with academic writing features a result of the lack of explicit teaching and

instructions that academic writing is characterized by different features?

- Does the inclusion of academic writing courses in the curriculum raise students’ awareness

about the nature of academic writing?

Based on the research questions stated above, we hypothesize the following:

If second year students receive explicit teaching and instructions about academic

writing conventions, they would be aware of academic writing features and their writing

quality would be improved in writing academic papers.

3. Aims of the Study

The main concern of the present research is to point out that teaching academic writing

should focus more on the main features that make academic texts different from other kinds of

writing. It also aims at investigating the extent to which students use academic writing

features in their written productions particularly objectivity, formality, and cautious writing,

as well as the degree of their awareness about the nature of academic writing and its main

conventions.
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4. Review of the Literature

Students’ academic writing is viewed as the center of teaching and learning in higher

education. However, the rules and conventions governing what is called academic writing are

not explicitly taught in courses (Coffin, Curry, Goodman, Hewings, Lillis, & Swann, 2003).

Moreover, ‘raising students’ awareness of such features helps them to see how academic

fields are broadly linked and how language both helps construct, and is constructed by,

features of its context” (Hyland, 2006:14). Thus, in the present study, the focus will be on

academic writing features, as well as how to raise students’ awareness about these features.

5. Materials and Procedures

In order to test the hypothesis of the present study, two research instruments are used.

Firstly, a questionnaire is addressed to teachers and students. They are expected to give a clear

picture about their attitudes towards academic writing, and what makes this kind of writing

distinct from other writing genres. Secondly, an experiment (pre-test and a post-test) is carried

out and the population are samples of one control group and one experimental group. In

addition, students of both groups are asked to write five essays about different topics before

teaching them the conventions of academic writing in order to check their ability to construct

academic papers, as well as to evaluate their awareness towards academic writing features.

After that, both the control group and the experimental one write four essays, a post-test, and

it is important to note here that the experimental group receives a teaching treatment, while

the control group will not have any treatment.
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6. Subjects

The subjects of the present study are 60 students of second year at the Department of

English language at the University of Constantine 1, chosen randomly. This means that the

researcher takes the two last groups of second year and each group contains 30 students. This

randomization would increase the validity of the study and help to ensure that the sample is

representative of a population as a whole. The choice of the research’s subjects is motivated

by the following reasons:

- Students have studied grammar courses at least for two years and know certain grammatical

rules such as the active voice that represents one of the features of academic writing.

- They studied in their first year how to write a paragraph, and their second year how to

construct different types of essays such as argumentative and example essay.

7. Structure of the Study

The present research is divided into five chapters. The first three chapters are devoted

to the theoretical part, and the other two chapters include the fieldwork. Chapter one offers a

review of literature on the writing skill in general. It also deals with the stages of the writing

process, the different types of writing; creative writing, scientific writing, collaborative

writing, and academic writing which is the focus of the present research.

Chapter two is about the nature of academic writing, the difference between academic

writing and non-academic one, and the different genres of academic writing such as essays,

research proposals, research reports, and dissertations. The chapter also includes a detailed

explanation of the main features of academic writing such as the use of formality and cautious

writing. It also deals with two important aspects of the written academic discourse which are

cohesion and coherence that help the readers understand the writer’s intention.
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Chapter three tackles building the learners’ language awareness about academic

writing features through following certain procedures and techniques. One of these

procedures is the teacher’s feedback on students ‘production, as well as the explicit

instructions provided by teachers.

Chapter four includes a detailed analysis of the research tool used in this study which

is the teachers’ and students’ questionnaire. Chapter five focuses the description and analysis

of an experiment representing a study of students’ awareness about academic writing features,

particularly formality, cautious writing, and objectivity
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Chapter 1

The Writing Skill: An Overview

Introduction

Writing skill is perceived as an important and difficult language skill compared with

the other skills; speaking, reading, and listening. The reason behind this is that writing

involves a careful attention of planning and thinking about other significant considerations

such as audience-readership, for whom we are writing and the purpose of the text to be

composed. Additionally, writing, unlike the other skills, requires organized and well managed

stages that a writer passes through.

In this chapter, we intend to shed light on the writing skill in general, including its

definitions. Further, it includes a detailed description of the main stages which are involved in

the writing process.

This chapter discusses also the different types of writing; scientific, creative,

collaborative and academic which are perceived differently. It also deals with the different

methods of development in writing such as description, narration, cause and effect.

1.1. Definition of Writing

Writing is known as a productive language skill which has gained a great deal of

interest from scholars and researchers. They worked to understand the nature of writing

ability from different perspectives. Therefore, writing can be defined as “a skill, not an innate

gift or a special talent. Like any advanced skills, writing must be developed through

systematic instruction and practice” (Silvia, 2007, pp. 5- 6). To Byrne (1991) writing is not

just a production of graphic symbols, but these symbols must be arranged according to some

norms and conventions.
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Furthermore, Sharples (1999) views the writing skill as a social and cultural

phenomenon, since the writer is considered as a member of a community who shares ideas

and techniques with other writers. Writing for Mertens (2010) is “a communicative act and

social event between the writer and audience” (p. 130).

However, for other researchers, writing is not simple but it is a complex activity that

requires special training. Swales and Feak (2004) point out that writing is “a complex socio-

cognitive process involving the construction of recorded messages on paper or on some other

material, and more recently on a computer screen” (p. 34). Further, they claim that writing

needs a number of skills. The first skill area is to acquire a writing system which may be

alphabetic like in European countries or no alphabetic as in Asian countries. The second skill

area involves selecting the suitable grammar and vocabulary to construct sentences and

arranging them in coherent paragraphs. The third skill area requires thinking about the

purpose of the written material and its effect on the readership. To Hurst (2004), writing is

“an important part of communicating as well as a tool for thinking and learning” (p.58).

For defining the writing skill, it can be noted that that there is no agreement among

researchers. On this, Weigle (2002) argues that defining writing is not a simple task because

“the uses to which writing is put by different people in different situations are so varied that

no single definition can cover all situations” (p. 3). Nevertheless, many researchers view

writing not just as production of an individual writer but also as “an act that takes place within

a context, that accomplishes a particular purpose, and that is appropriately shaped for its

intended audience” (Hamps-Lyons & Kroll, 1997, p. 8 quoted in Weigle 2002, p. 19).

1.2. The Process of Writing

Regardless of the writing genre, expository, research article, a report, writers tend to

express what they know about a particular topic through certain steps in order to deliver a

coherent message. This is called the writing process (Urquhart & Mclver, 2005). Therefore,
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the writing process comprises the mechanics by which writers create publishable products”

(Sundem, 2006, p. 41).

In general, the stages involved in the writing process are prewriting, drafting, revising,

and editing. According to Richards and Miller (2005), these stages of composing imply that

the writing process is linear, i.e., they occur successively one after the other. Yet, the writing

process could be recursive. This means that it is an overlapping process where the writer may

either return to the first stages, or proceed to the final stages at any time. For example, while

revising the written draft, the writer realizes that his draft lacks information, so he returns to

the prewriting stage to generate more information and details about the topic. The way writers

actually go about the writing process differs for “different writers approach the process in

different ways” (Smalle, Ruetten, and Kozy, 2003, p. 3). Accordingly, one possible division

of the writing process contains prewriting, drafting, revising, and editing, as it will be seen

presently.

1.2.1. Determining the Writing Context

According to Robitaille and Connelly (2007) “determining the writing context means

examining [the] purpose in writing, [and the] audience” (p. 8). Thinking about the audience

and purpose when writing will not only improve the effectiveness of the written material, but

will also shape the content, or what writers write to fulfill “the writer’s intention and meets

the audience’s needs” (Urquhart and Mclver, 2005,  p. 1).

1.2.1.1. Audience

When planning, experienced writers think about an important issue which is their

audience, because this may influence not only the shape of the writing, i.e., how paragraphs

are written, but also the choice of language which may be formal or informal (Harmer, 2004).

According to Crème and Lea (2008), “the audience is assumed to be the actual reader, the
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person who will mark the work” (pp. 184-185). Therefore, understanding the audience whom

the writer is addressing is a critical component of effective writing. In this context, Elbow

(1998) says that “not paying enough attention to your audience is a problem inherent in the

nature of writing itself” (p. 177).

1.2.1.2. Purpose

Writing a piece of work serves multiple purposes. This means that the first step writers

need to consider while writing is to know why they are writing, i.e., what they want to

accomplish. In addition, when writers understand the purpose of their writings, this would

help them know what to include concerning ideas and arguments. Generally, “the purpose of

most college writing is to inform, to persuade, or to entertain” (Robitaille & Connelly, 2007,

p.28). For example, the main purpose of an argumentative paper is to convince the reader

about the writer’s position or attitude about a controversial issue.

1.2.2. Generating Ideas

After thinking about the audience and purpose, writers should come up with ideas

about the intended topic. This stage in the writing process is called generating or gathering

ideas. It is an important step since it helps writers to think of enough ideas and details to

develop a specific topic. Even experienced writers as well as students find that getting started

on a written production is a difficult task. As Creme and Lea (2008) put it, students may

spend long time thinking and cannot transform what they have read into a manageable plan

for a piece of work. Nevertheless, there are techniques that may help writers to come up with

materials or ideas. These techniques include: brainstorming, free writing, concept

mapping/clustering, making an outline, and asking WH questions.
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1.2.2.1. Brainstorming

Brainstorming is one of the prewriting techniques that involve putting down or listing as

much as relevant ideas about a topic in words, phrases, or sentences. The advantage of using

such a technique is that it is easier to describe and get detailed and coherent ideas. In addition,

it helps writers to have a list of ideas from which they can choose, since it is not the time

during the brainstorming process to stop and analyze how relevant the ideas might be. For

example, writing a topic about education requires from writers to list different words and

phrases without caring about organization such as curriculum, high, degree, diploma, etc.

Starkey (2004) says that brainstorming is viewed as a timed exercise which means to

elicit many ideas on a given topic according to different procedures or steps that help the

writer to brainstorm as much as possible ideas. First, the writer should put down every word

or sentence that comes to his mind about the intended topic. Second, brainstorming resembles

free writing technique in the sense that writers should not censor any idea or phrase; they

should ignore the rules of spelling, punctuation, and grammar. Third, when they finish, they

try to look over the list they have made and cross out useless information and organize what is

left.

1.2.2.2. Free writing

Free writing is another way of generating ideas where the writer spends a

predetermined period of time writing without stopping. Belanofe, Elbow, and Fontaine (1991)

define free writing as “a generic term that is attached to any number of activities, including

nonstop writing in which writers follow ideas whenever they lead them” (p. 105). Therefore,

the free writing technique is to get writing without judging or evaluating, because all what is

written on the paper is for the writer only not for readers.

There are some rules that lead to successful free writing and make writers get started

easily. The first procedure that writers may do is to time themselves for five or ten minutes
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writing without stopping. The other important aspect of free writing, like brainstorming, is

that writers do not try to mentally control what they write, no need to plan and change

anything. Besides, they should not be aware of grammar and spelling problems, since it is a

non-editing activity, and permit themselves to use abbreviations. After finishing free writing,

it is possible to highlight and note the most important and strongest ideas (Dunlap, 2007).

Concerning the benefits of free writing in the writing process, Baig (2010) claims that writers

become more comfortable putting their thoughts and words on the paper. Furthermore, it is

considered as a basic writing practice for all writers to become better writers.

1.2.2.3. Concept Mapping/ Clustering

Clustering or concept mapping offers another way to explore writing topics. With this

technique, the writer uses “visual maps of [his] ideas. It frees him from following a strictly

linear sequence, thus it may allow [him] to think more creatively and make new associations”

(Kalandadze, 2007, p. 06). Besides, Scarry and Scarry (2010) agree with this point and say

that clustering is a way of gathering ideas. It is like brainstorming, except with clustering, the

writer uses a visual map rather than a list of ideas.

To use the clustering technique, the writer begins by placing a key word or phrase in the

middle of the page. Then, he jots down other phrases that come to his mind. After that, he

may draw lines and branches which connect the items associated with each main idea (Scarry

and Scarry, 2010). Here is an example which illustrates how the writer might explore a given

topic using the clustering technique.

Why I want to be
a teacher Love kids Summer job as a

camp counselor

Most meaningful
experience of my

life
Figure 1: Sample Concept Map (Starkey, 2004, p. 4)
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1.2.2.4. Making an Outline

The other technique that helps the writer shape his ideas is outlining. It is the most

formal prewriting technique which is used to organize ideas in a logical way. Different writers

agree on the idea that making an outline is more difficult than the other prewriting techniques,

because it usually comes after a considerable organizing and rearranging of ideas. To Leki

(1998) “the outline is […] a check to verify that the paper presents the ideas logically and

covers all aspects of the topic the writer wants to cover” (p. 31). In outlining, students

describe the function and contents of each paragraph of their writing by organizing ideas into

topic sentences and supporting details” (Sundem, 2006, p. 45). In addition, Scarry and Scarry

(2010) point out that in a formal outline, the writer has to distinguish between major headings

and subheadings since organization and order are considered as two important aspects in

making an outline. The following example illustrates how an outline should be.

Thesis-map: Unpredictable hours, poor staffing, and inadequate space make the library’s

reserve facility difficult for students to use.

I. Unpredictable hours

A. Hours of operation vary from week to week.

B. Unannounced closures.

C. Closed on some holidays, open on others.

II. Poor staffing

A. Uninformed personnel at reserve desk.

B. Too few on duty at peak times .

III. Inadequate space

A. Room too small for number of users.

B. Too few chairs, tables.

C. Weak lighting. (Wyrick, 2012, p.p. 49-50)
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1.2.2.5. Asking WH/ Questions

One prewriting technique that helps writers generate ideas and has not been yet

mentioned is simply asking WH/questions. WH/questions are questions beginning with WH

‘who, why, what, where, when, How’. According to Aquino and Nocon (2001), asking

WH/questions during the writing process allows the writer to generate materials for his topic.

Furthermore, these questions permit the writer to see the topic from different perspectives. To

succeed in using this technique, writers try to write as many WH/questions as they can. After

that, they may answer the questions as fully as they can. For example, a composition about

‘the difficulties that a student may face when studying in a foreign country’, it is possible to

generate and develop different ideas by asking the following questions:

- Why students prefer to study abroad?

- What are the difficulties that students may face when studying abroad? (Language, culture,

financial problems …).

- What are the appropriate circumstances that may help students to face these difficulties?

1.2.3. Drafting

Once the writer has gathered the required information, he is ready to start writing.

Drafting is known as the stage where writers turn their ideas into a written text. To  Barden

(2003), “the drafting stage is the first attempt at writing” (p. 47). Therefore, we can refer to

the first version of a written text as a draft. The first draft is generally written on the basis that

it will be improved later.

During the drafting stage, writers have to focus on the meaning they want to convey

without being overly concerned with grammatical correctness and word choice, for their

principle concern is to shift the intended message into words on a paper with the framework

they have created in the prewriting stages (Urquhart and Mclver, 2005). Furthermore, the

drafting stage is considered as a crucial step in the writing process, because the ideas may
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change or develop, as well as the writer has an opportunity to produce a number of drafts

since it is rarely to produce an acceptable draft at the first attempt.

While drafting, teachers may play a crucial role in helping student writers to write

effectively and use the appropriate ideas. This step is called responding to students’ drafts or

giving feedback. It could be verbal or non-verbal. Hence, they can communicate their ideas

and thoughts successfully with the intended audience.

1.2.4. Revising

During prewriting and drafting stages, the writer is mostly concerned with finding

ideas and putting them on paper. The revising stage is mainly concerned with the evaluation

of the final draft. According to Gravett, Henning, and Van Rensburg (2005), revising implies

expanding, organizing, and clarifying the content of the written material. It is considered as an

important step in the writing process because writers:

Besides, the writer’s evaluation of his draft, receiving feedback from teachers helps him

make some changes as to add other supporting ideas and materials. Another way that

encourages writers to review their work is that teachers provide them with checklists that

contain points to look for in their writing (Nation, 2009). So, the revising stage is important in

want to improve their work and write the best way they

can, […], to determine     if they need to expand their

ideas, make their writing more precise and interesting,

explain their thoughts in a better way, make sure they

have not left anything out, confirm they have not

included unnecessary information.

(Richards and Miller 2005, p. 130)
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the writing process, because it is the stage where writers go back to their drafts and try to

improve the sentence structure, diction and the quality of English.

1.2.5. Editing

Editing is the final stage in the writing process before submitting the final draft. In most

cases, students confuse between revising and editing, and the two processes are quite different

processes. As Donohue (2009) argues, “revising and editing are very different steps. During

the revising stages, the piece is still being shaped, the ideas are being formed and the

organization of the piece may change; editing is the process of polishing the writing and

making it ready to share with others” (p. 13). Like drafting and revising, receiving feedback

might help writers to edit their work. Furthermore, students can locate and correct their errors

concerning writing mechanics which refer to spelling, grammar, punctuation, and

capitalization.

1.3. Types of Writing

Writers usually have different purposes to achieve, for example, to inform, to persuade,

or to entertain. There are different types of writing that allow writers to achieve these

purposes.

1.3.1. Creative Writing

The term ‘creative’ in writing contexts involves being inventive and original. This

means that there are some writing activities that are written based on imagination. These

activities include writing essays, stories, poems, and plays. Thus, imagination and originality

represent two principle features of creative writing. Neirapev, Marwah, and Pal (2009) say

that imagination is perceived as central to creative writing. This means that imagination is

mainly related to original and new thoughts.
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According to Pope (2005), the concept ‘creative writing’ is widely used particularly in

educational contexts rather than other contexts. It is generally associated with courses in some

kinds of writing as distinct from other educational genres of writing such as ‘academic

writing’, since it is not restricted by any norms.

In addition, creative writing is defined as “the pursuit of originality, especially when

being conceived, theorized and taught in tertiary institutions” (Morley & Neilsen, 2012, p.

37). Such kind of writing plays a crucial role in motivating students in creative writing tasks

and give them the opportunity to display their knowledge and capacity in writing different

products.

However, according to Harmer (2004), creative writing is sometimes considered as

one of the difficult tasks that students may practice, especially when they have nothing to say

‘loss of words’. This means that students sometimes could not find the necessary information

and details to produce a written product. So, the teacher’s role is to get students involved in

creative writing tasks. For example, the teacher could help them have further ideas, give them

suggestions and provide them with discussions to foster their creativity when they start

writing.

1.3.2. Co-operative Writing

It is often agreed that collaborative learning is an indirect approach to teaching where

teachers set a problem and then organize their students to work together in a team work.

Getting involved in collaborative learning/ writing has the merit to help students share ideas

and negotiate what to put and how to organize them.

The term collaborative writing refers to written productions that are created by a group

of people, collaboratively, rather than individually. It is some sort of “the joint production of a

text by two or more writers” (Storch, 2011, p. 278). Collaborative writing encourages students

to increase their perceptions, facilitates their debates and discussions and pushes them to
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assess their own performance. It offers each member of the group the ability to contribute

effectively to achieve the intended goal by adding, revising, and editing the work. Harmer

(2004) posits:

However, a number of studies reveal the potential difficulties or disadvantages of such

team writing technique. One of the disadvantages of collaborative writing is that it is more

time consuming than the work undertaken by individuals due to the numerous meetings of the

group members. Additionally, collaborative writing involves the same writing tasks among

the participants of the group, yet they may have the problem that that only one person has

done the greatest amount of work (Ede & Lunsford, 1992). This means that in collaborative

writing, only one or two members of the group can do all the work as writing an essay or a

research paper. This could be attributed to the fact that the group members do not meet

altogether sufficiently to finish the work.

1.3.3. Academic Writing

Academic writing is a kind of writing which fulfills educational and professional

purposes. In other words, academic writing is any piece of a written product which aims at

presenting ideas and information in a reasonable, clear, and objective way. It usually

addresses a particular audience which belongs to the academic community such as teachers

One way of encouraging drafting, reflection, and

revision is to have students involved in collaborative

writing. A pair or group of students working together

on a piece of writing can respond to each others’

ideas (both in terms of language and content), making

suggestions for changes, and so contributing to the

success of the finished product (p.12).
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and scholars, because the audience affects strongly the content of a paper particularly in terms

of knowledge authors/students are going to give.

Students should know that academic writing is a distinct kind of writing compared to

the other kinds such as, say, personal writing. This is attributed to the fact that academic

writing follows certain conventions which govern it. This means that any academic writing

assignment is supposed to meet certain requirements so that we can call it an academic paper

(further details in Chapter 2). In addition, academic writing papers tackle specific ideas about

a particular topic without digression. To Whitaker (2009), “the goal of academic writing is not

to show off everything that you know about your topic, but rather to show that you understand

and can think critically about your topic” (p. 2).

In academic writing, it is required to use a formal style for informal language is

generally related to conversational writings which do not adhere to the grammatical and

conventional rules of a formal language. In academic writing, it is also recommended to use

impersonal pronouns and passive forms, so that the focus is going to be on the action not on

its doer. Moreover, slangs, abbreviations, and contracted forms as “you know, well, it’s like,

everybody knows”, etc., are not acceptable in academic writing. It is also very important not

to use vague words as “thing, “something” that could create ambiguity to the reader. Besides,

academic writing employs objective language. In other words, writers should avoid

expressions and words that involve personal judgments as “in my opinion, I strongly believe”

and the like, while writing academic assignments since they are based on investigated

literature. The following examples illustrate the conventions of academic writing:

1- I believe that there is a discrepancy between theory and practice.

- Research suggests that there is a discrepancy between theory and practice.

2- I got informed consent in accordance with the procedures specified for research.

- Informed consent was obtained in accordance with the procedures specified for research.
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3- Smith’s (2009) paper made such a remarkable contribution to the field.

- Smith’s (2009) paper made a major contribution to the field.

(Objective Language, 2009, p. 2)

1.3.4. Scientific Writing

Scientific writing is a precise kind of writing because of its clear results and logical

approach in dealing with a particular subject matter. Regan and Pietrobon (2010) claim that

scientific writing is most of the time perceived as a crucial mode of communication across

disciplines, so that scientists can persuade their audience with scientific arguments. Moreover,

scientific writing in written scholarly articles aims at building knowledge about a particular

topic. According to Peat (2002), “scientific writing is the art of presenting research ideas

clearly, documenting results precisely, and drawing implications correctly” (p. 254). This

means that writing a scientific paper involves unambiguous and clear presentation so that it

can be easily understood. Day and Sakaduski (2011) say “its purpose is not to entertain (…)

but to communicate complex information” (p. 11). The scientific papers are published in

professional journals.

Generally, there is a confusion or misunderstanding between the two concepts which are

scientific writing and science writing. According to Day and Sakaduski (2011), scientific

writing and science writing are related because the subject matter of each writing is about

science. However, they differ from each other. Scientific writing differs from science writing

in that the former is written by scientists and addresses mainly scientists (peer-to-peer

writing), whereas the latter is written by scientists and sometimes by non-scientists to reach a

wider audience not only scientists (peer to non-peer writing).

As the term scientific writing implies, there are some significant requirements that

should be taken into account when writing a scientific paper. So, a paper will be referred to as

an effective scientific writing if it adheres to the following requirements and rules:
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- Scientific writing uses an objective style which is obtained by using

appropriate, precise, and accurate vocabulary using passive versus active wording, using

appropriate tenses and avoiding unnecessary and dense language (Goldbort, 2006).

- The writer of a scientific paper should limit himself to writing only significant

information that the target reader needs to know about the reported

results (Peat, 2002).

- Existence of facts and data.

- An important aspect of scientific writing is the organization of a scientific paper in the

sense that it should follow a certain format which known as IMRAD: introduction,

materials and methods, results, and discussion.

- Scientific writing illustrates with graphs, tables, and figures.

-Scientific writing aims to take complex ideas and concepts and simplifies them to the

target audiences, so that they can understand easily the intended information without

ambiguity.

1.4. Methods of Development in Writing

Taking into account the different stages of the writing process that may have an

influence on choosing the appropriate method to develop a given subject into a piece of

writing. This means that when writers plan and draft, they can choose and develop the pattern

that suits the audience and the purpose they want to accomplish. The common methods of

development in writing fall into the following patterns.

1.4.1. Description

Description means to identify the characteristics of a person, a place, or an object.

Thus, the fundamental purpose of describing is not just to describe, but also to make a point

for the audience or readers. To Kane (1989), descriptive writing is of two kinds: objective and

subjective. In objective description, the writer puts aside all the aspects which are related to



24

him and focuses just what he perceives. For example, describing an experiment which

requires clear details without self interference. Yet, in subjective description, he uses his

feelings in what he perceives. For example, describing a person you admire. In other words,

objective description is related to facts; and subjective description is related to feelings.

Descriptive writing can be used as a sole strategy to develop a subject, and it can also be

accompanied with another pattern such as narration.

Concerning the tenses which are used while describing, Evans (1998) says that the

present tenses are recommended when the instructions ask the writer to describe someone

related to the present. Yet, if the writer is asked to describe a person who is no longer alive,

past tense is required. Furthermore, in order to describe a place for a tourist or a magazine

article, the writer should use the present tenses. Past tenses are used when describing a visit to

a place/building. For example, ‘I flew to Madrid last Monday’.

1.4.2. Narration

Another method of development in writing is narration. Narration describes a story or

an experiment where the “logical arrangement of ideas and sentences (…) is chronological-

according to time and order” (Smalle, Ruetten, & Kozytev, 2000, p. 61). Besides, characters,

action which is “presented in the form of a plot” (Kane, 1989, p. 367), and setting represent

the essential elements of narrative writing.

Narrative writing is divided into two types which are personal and fictional. Personal

narrative refers to an event in the writer’s life. It is generally written in the first person

pronoun “I” because the events are narrated by the author himself where he includes his point

of view. The ideas of personal narrative come from a place the writer has visited or

experience that affects the writer’s life. Fictional narratives refer to stories that the writer has

created based on what he has read and observed (Beutel and Spencer, 2012). It is worth
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mentioning that the tense which is used in narrative writing is the simple past, because the

writer talks about events that happened in the past.

1.4.3. Definition

An essay or a paragraph that are developed by definition are basically informational.

This means that the writer clarifies the meaning of a certain word or concept by giving

information to provide for his audience clear explanations. It is essential to note that the

definition method could be combined with other methods of development as the writer can

use a definition that explains a word or an idea with discussing the reasons or effects of a

particular issue. For example, the writer could write an essay about ‘globalization’ in the

different fields of life, he clarifies the word by giving definitions of key words, and after that

he will discuss the effects of this phenomenon on the coming generations.

Using such a method to develop an idea in writing serves multiple purposes.

According to Murray and Hughes (2008), defining terms in writing helps writers to get

started, i.e., writers sometimes find difficulties to start composing a written product, so

defining the key terms at the beginning is a useful strategy to start writing. The other aim of

definition is that the defining terms could help in the structure of a piece of writing.

1.4.4. Argumentation

Argumentation as a method of development in writing presents the readers “with

knowledge in support of a thesis, but this thesis is a matter of opinion” (Soles, 2009, p.6). In

other words, the primary purpose of an argumentative composition is to make a claim and

support this claim by using evidences that support the writer’s position. These arguments

could be facts, examples, or statistics. As Murphy (2010) states, “the writer is expected to be

skilled enough both to defend [his] own claims and to persuade the reader that [his] claims are
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considered reasonable, credible, and valid. The writer will need facts, statistics, scholarly and

authoritative sources of literature [...] to defend [his] arguments” (p.14). Moreover, the writer

should consider the opponents’ views and arguments in order to give more credibility to his

stance.

Concerning the basic structure of an argumentative essay, it is composed of a series of

paragraphs. The first paragraph is an introduction where the writer introduces the topic for his

reader. Within the introduction, the writer should state his claim or position in a thesis

statement. Once the reader states his opinion, he tries to support his views by giving and

developing arguments, examples, or facts. Each argument could be developed in one

developmental paragraph. After that, he mentions the others’ views and presents their

arguments. At the end, the writer concludes his composition by stating what is discussed

before.

1.4.5. Cause and Effect

The cause-and-effect pattern gives a detailed explanation about causal relationships, it

is an attempted answer to the question ‘why this happens and what are the expected results?’.

According to Connelly (2010), “cause and effect writing does more than describe a topic or

tells a story. It analyses why and how something happened. It looks for reasons, for things or

tries to predict what might happen in the future” (p. 147).

Besides, it is worth noting that cause and effect requires to focus on the causes of a

certain issue, i.e., the writer usually discusses briefly the effect in the introduction, and then

he deals with its multiple causes, each cause in one developmental paragraph. But, when he

focuses on the effects, the writer will do the reverse, i.e., he discusses the reasons, but he is

more interested to describe and discuss the effects in the body of the essay. This means that

once the focus of the essay is on the causes, the writer discusses briefly the effect in the

introduction. For example, discussing ‘why students leave their schools at an early age’ the
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writer focuses more on the reasons behind leaving school. Yet, if the focus is on the effects,

the reason will be discussed briefly at the beginning. For example, what are the effects of the

Internet addiction?

An effective cause-and-effect essay consists of an introduction in which the writer

informs his audience -through a thesis statement- about the subject matter and whether he

focuses on the causes or the effects. Body paragraphs consist of topic sentences which are

related to the thesis statement and specific description and development of the reasons or

results. A conclusion restates the thesis and summarizes the main points in the essay.

1.4.6. Exemplification

Example or illustration is a widely used method of development in writing because it

usually supports the writer’s view. Skwire and Skwire (2013) define the example as “a single

item drawn from a larger group to which it belongs. An example also is often viewed as one

of a number of specific cases in which a generalization turns out to be true” (p. 93).

Furthermore, Skwire and Skwire (2013) say that examples which are used in any kind

of writing clarify the writer’s thought and support his thesis, because they are the heart of

almost all good writing. In addition, examples help to convince the reader of valid statements.

It is worth mentioning that the examples should be chosen carefully in order to have an

effective piece of writing. For example, if the writer wants to generalize a particular idea, he

will use numerous examples; whereas if the aim is to show that these examples have

significant characteristics, the writer will use a specific number of examples, because his

objective is not the number of examples but their significance (Smalle, Ruetten, & Kozyrev,

2000).
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1.4.7. Comparison and Contrast

Another method of development in writing is comparison and contrast. It means to

point the similarities that exist between two objects, persons, places, and terms. Yet, contrast

means to point the differences. The fundamental objective of using the comparison and

contrast pattern is to explain unfamiliar ideas to the reader by comparing or contrasting them

to familiar ones. According to Aquino and Nocon (2001),

This means that the writer in a comparison and contrast development should spend

more time either comparing or contrasting depending on the purpose he wants to accomplish.

In comparing and contrasting method, there are two fundamental patterns of

organization. The first pattern is called point by point. In this pattern, the writer compares or

contrasts two objects or things starting by the first point, then to the second point, and so on.

Wyrick (2012, p. 227) provides the following example by comparing two famous restaurants.

Thesis: Mom’s Hamburger Haven is a better family restaurant than Mc Phony’s because of

its superior food, service, and atmosphere.

In a comparison and contrast essay; the emphasis is usually

on one or the other; that is, you spend more time either

comparing or contrasting, depending on your purpose. If

you are comparing two rather similar things, you should

acknowledge the obvious similarities but focus on the

differences. If you are comparing two obviously dissimilar

things, you should acknowledge the obvious contrasts but

emphasize the less obvious similarities (p. 160).
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Point 1: Food

A. Mom’s

B. Mc Phony’s

Point 2:Service

A. Mom’s

B. Mc Phony’s

Point 3:Atmosphere

A. Mom’s

B. Mc Phony’s

Conclusion

The second pattern is known as the block. In this method, the writer mentions the

similarities or differences between two items and each item discusses point one, point two,

point three and so on. The following example illustrates this pattern:

“Thesis: Mom’s Hamburger Haven is a better family restaurant than because of its superior

food, service, and atmosphere:

A. Mom’s

1. Food

2. Service

3. Atmosphere

B. McPhony's

1. Food

2. Service

3. Atmosphere

Conclusion” (Wyrick, 2012, p. 227)
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Conclusion

This chapter shed light on the important skill of writing. For the sake of knowing how

writers start and plan their writings, a clear discussion was provided about the different stages

that writers may go through in order to have an effective written production. These stages

include determining the writing context, i.e. the writer should consider his audience and

purpose, how to generate ideas, how to draft, revise, and edit.

The chapter also covered the different types of writing, namely scientific, creative, co-

operative, and academic writing, with a special focus on the academic one, because it is the

interest of the present research. Lastly, different methods or patterns that writers may use to

develop a piece of writing are presented, namely description, narration, definition, argument,

cause and effect, example, and comparison and contrast. It is important to point that each

method of development in writing could be combined with the other one such as cause and

effect with the example pattern.
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Chapter 2

The Nature of Academic Writing

Introduction

Academic writing is considered an important language skill needed to write essays,

reports, and dissertations both for graduate and postgraduate students. It is essential to them to

have background information about the standards of academic writing for many students seem

to lack knowledge of academic writing conventions. They think it is a kind of writing that has

the same requirements as other types of writings like the personal ones.

The chapter tries to shed some light on the notion of academic writing, its nature, as

well as the distinctions to be made between academic and non-academic writing. The chapter

evenly tries to tackle the most common forms and genres proper to academic writing that

students will have to abide by in their writings. Last but not least, it also tries to discuss the

main features that govern this type of writing in terms of vocabulary, coherence and cohesion

as two important rhetorical features of academic writing.

2.1. Academic Writing Defined

There is a wide range of writings such as writing diaries and letters. Yet, the type of

academic writing of research articles, books, and dissertations is essentially different from the

previous ones. Academic writing is a writing that students have to produce in their writing

assignments at university level.

Greene (2012) sees that academic writing in the strictest sense “is what scholars do to

communicate with other scholars in their fields of study and their disciplines. It is the research



34

report a biologist writes, the interpretive essay a literary scholar composes” (p.1). In other

words, academic writing is a formal language written by scholars to present their ideas and

arguments objectively to their peers in an academic community.

Moreover, academic writing is what the student is expected to produce at the

university. So, in order to achieve this, students have to be familiar with the characteristics of

academic writing which are quite different from the features of non-academic writing. (Tao

Ng , 2003). Further, Clark (2003) adds that, “academic writing is at an even higher level of

formality and is governed by even stricter conventions; thus, academic writing represents

what we call formal Standard English” (p. 320). To Thaiss and Zawaki (2006), academic

writing is any writing that fulfills the purpose of education in a college or university in

response to an academic assignment, or professional writing. It is what both teachers and

researchers do for publications and conferences attended by other field specialists.

Furthermore, there are other writers -like Ivanic (1998) - who claim that academic

writing is a social practice since it involves an interaction between writers and readers. This

means that the writer has to state a particular point of view relying on providing evidences

and arguments that are expected by the reader. Yet, Al Fadda (2012) states that academic

writing is “a mental and cognitive activity, since it is a product of the mind. The image of an

individual working alone in a quiet environment has furthered the view of working as a

mental and cognitive activity” (p.124).

2.2. The Difference between Academic and Non-academic Writing

Academic writing has its own sets of rules and conventions, and the different

disciplines of academic discourse share common features which make the latter distinct from



35

non-academic writing. In other words, there is a difference between writing in formal contexts

and writing in informal settings.

Firstly, non-academic writing includes personal judgments and emotive expressions;

for example, good, bad, sure, etc. In addition, it is acceptable in non-academic writing to use

slangs, abbreviations, casual expressions, and contracted forms such as don’t, can’t, dad, by

the way, kids. According to Bowker (2007), writing in personal settings is informal, so there is

no need to follow a particular structure and to adhere to grammar and punctuation rules.

Secondly, non-academic writing addresses friends and family which is not the case in

academic writing. This means that the members of the intellectual community which

represents academics are involved. As Gillet, Hammond, and Martala (2009) say, “one of the

main ways that academic writing is different from other forms of writing is in its relationship

with its audience- that is to say the reader” (p.2).

In contrast, academic writing is a special genre of writing which is characterized by its

objective and impersonal tone. The impersonal style in academic writing is achieved by using

the impersonal pronoun ‘it’ and avoiding personal pronouns like ‘I’ and ‘you’. Furthermore,

unlike non-academic writing, writing in formal contexts involves following a specific

structure. This structure of ‘introduction, body, and conclusion’ typical of an essay, as well as

the different written assignments that students are required to produce at the college level.

This “structure of the writing will vary according to the particular type (genre); for example,

essay, report, thesis, etc” (Jordan, 1999, p. 88). Moreover, academic writing uses specialized

and appropriate vocabulary taking into account the different types of academic discourse. This

means that each genre uses its own appropriate vocabulary. For example, words that are used

in legal texts are not the ones used in literary or political texts.
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Similarly, another quality of academic writing is the use of other authors’ ideas. It

contains references to other writers’ publications. Citing the other writers’ work is central to

academic writing, since it demonstrates that the writer has read the required literature and

integrated these issues into the written assignment (Bowker, 2007). So, citing the other

authors’ ideas supports the opinion of the writer by linking it to what he has written about a

particular issue.

Finally, in contrast to any personal writing, academic writing is different because it

adheres to the conventions and rules of punctuation, grammar, and spelling, as well as

providing arguments and explanations for any discussed issues. The following table

summarizes the main differences between academic and non-academic writing.

Academic Non-academic

Reader Academics Family and friends

Content Serious thought Conversational

Style Complex sentences showing
considerable variety in

construction

Mostly simple and compound
sentences joined by conjunctions

such as and or but

Organization Clear and well-planned Likely to be as clear as organized

Grammar Likely to be error free May not always use complete
sentences

Vocabulary Technical and academic
language used accurately

Use of short forms, idioms and slang

Table 1. Different Levels of Formality (Lyons & Heasley, 2006, p. 17)
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2.3. Genres of Academic Writing

Students at the university level are expected to write different types of discourse

genres as essays, research proposals, and dissertations. So, genre can be defined as “a type of

a written (…) text with a recognizable set of relatively stable features” (Yakhontova, 2003, p.

24).  Moreover, Weigle (2002) says that genre means the intended form and function of the

written product. Form means the type of a text; as a letter, an essay, and a report, and function

is the communicative purposes of a piece of written discourse (e.g. arguing, apologizing, and

narrating). It is possible, therefore, to find different genres of academic writing that learners

may encounter during their studies at university. These genres include essays, research papers,

research proposals, abstracts, summaries, and dissertations.

2.3.1. Essays

An essay is a piece of writing which consists of different paragraphs developing one

idea supported by arguments and evidences (Oshima and Hogue, 1999). In addition, an essay

contains an important constituent which is the thesis statement which is the most important

part in the essay, because it introduces the main idea of the essay and informs the reader what

the whole essay is going to be about.

Although essays have different content and purpose, they share the same structure that

is “a structure with an introduction, middle, and an end. The introduction states your case, the

middle justifies it, and the end reflects on the beginning and the middle” (Taylor, 2009, p.

93).

Firstly, an introduction tries to attract the reader’s attention by providing background

information on the topic and explaining what aspects will be covered in the essay. Secondly,

the development section of an essay develops the writer’s ideas in more than one paragraph.
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Each paragraph deals with one aspect of the topic. So, the paragraphs of the body of an essay

play the role of supporting sentences in writing a single paragraph. As Gillet et al (2009) state,

the development section of an essay has the purpose of arguing a particular point, presenting a

position, and defending it by relying on evidences and logical arguments. Thirdly, a

conclusion summarizes the main points of each paragraph, as well as it may include the

writer’s attitudes towards the discussed topic.

2.3.2. Research Papers

A research paper or an article can be defined “as a relatively short piece of research

usually published in a journal or a volume” (Yakhontova, 2003, p. 104). It generally has seven

main sections a: title, abstract, introduction, methods, results, discussion, and conclusion, also

known as IMRAD (Hartley, 2008). IMRAD is an acronym for introduction, methods, results,

and discussion. Both the title and abstract give the reader an idea about the content of the

research. Furthermore, the methods section provides a detailed description of procedures,

materials, and participants involved in the study; whereas the results section describes the data

obtained in a particular study. These data may support the hypothesis and could be presented

in tables and graphs. The presentation of results is usually followed by a discussion section

which provides comments on the findings of the research. Finally, the conclusion consists of

the summary of results, implications, and a call for further research in a particular area

(Yakhontova, 2003).

2.3.3. Research Proposals

University students, both graduates and postgraduates, may be subjected to write a

research proposal for a final year project. So, a research proposal is a brief summary of a

research paper which provides a detailed description of the proposed study, “the purpose of
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the proposal is to show how you intend to tackle the study and whether or not you have

thought through the practicalities” (Yakhontova, 2003, p. 233). Moreover, a research proposal

has its own format as the following:

- A provisional title of the research.

- Description of the research problems.

- The objectives of the study.

- Detailed description of the proposed research questions. These questions should be as specific

as possible.

- An appropriate research methodology to be followed.

- A description of the structure of the research; the most important theoretical and practical

issues of the study.

- A preliminary bibliography.

The figure below illustrates the stages involved in writing a research proposal.
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Figure 2. Typical Stages Involved in a Research Proposal (Gillet et al.2009:224)
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2.3.4. Abstracts

Probably the first important component of writing a research is the abstract. It

is “a ‘screening’ device through which the reader chooses whether to read the full article as a

mechanism for providing an interpretative frame for readers of the article, and as an aid for

indexing for database services” (Hewings, 2001, pp.12-13). This means that readers can

obtain information they need about the study when they read the abstract, and they can take a

decision whether to read the whole research. Biggam (2008) posits:

Generally, the abstract comes after the title of a research. It should include background

information of the study, the objectives of the research, and a summary of the methodology

used by the researcher and the main findings, and finally presenting conclusions that should

include recommendations for further work. It is important to note that an abstract should be

one block unintended paragraph and no more than one page.

2.3.5. Summaries

Students should be familiar with a summary. It represents one of the crucial parts of a

dissertation or a research article. As a shortened version of a text, the summary aims at giving

the most essential points of a piece of writing (Yakhontova, 2003). Swales and Feak (1994)

point out, an academic summary should meet three principle requirements. Firstly, it should

Some institutions differentiate between a descriptive

abstract and an informative abstract: the former

concentrates on the structure of the dissertation and not

its content, whereas the latter provides a condensed

summary of the actual work carried out by the researcher.

(p. 162)
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offer a balanced coverage of the original text. Secondly, it should not evaluate the source text

and is written in a neutral tone. Thirdly, the ideas of the source material should be presented

in the writer’s own words. They further put some preliminary steps that would help in writing

a summary. These steps are the following.

- Reading the source material and highlighting the important information.

- Writing down the main points of the text using the writer’s own terms.

- Adding appropriate logical connectors to show the relationship between ideas.

- Making appropriate changes if necessary.

2.3.6. A Dissertation versus a Thesis

Students are expected to write a dissertation or a thesis for their final year project.

Therefore, it is essential to make the difference between these two academic genres. Murray

and Hughes (2008) indicate that although a dissertation and a thesis do not have significant

differences since they share general principles of academic writing style, structure, and

organization, they differ in their respective levels detail. Since a dissertation is one of the

requirements of a Bachelor or Master’s degree, it is short in length and not detailed.

Conversely, a thesis is the only written requirement for the PhD degree. It is longer and more

detailed than a dissertation. Furthermore, a thesis is characterized by its originality, since it

adds new knowledge to the field of research. A dissertation also involves an original work,

but there is less emphasis on the aspect of originality.

2.4. Features of Academic Writing

Academic writing is a special genre of writing since it is governed by different

conventions and rules. Regardless the types of academic texts students are writing, these texts

share prominent features which make the academic writing a distinct register from other kinds
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of writings (Hyland, 2006). For this, it is important for students to be aware of academic

writing conventions such as the use of objective language, academic vocabulary, and the

achievement of cohesion. At the same time, students lack knowledge about the nature of

academic writing, and this could be attributed to the lack of exposure to these conventions or

to the absence of pure academic writing courses in students’ curriculum. As a matter of fact,

there is no course in the 2nd-year Written Expression module about academic writing, and its

features, together with and the lack of explicit instructions that teachers should provide.

Willams (2003) contends that “the conventions that govern academic writing are relatively

unknown to [students]” (p.179). To remedy to this, Devitt (2004) considers that to raise the

consciousness of some learners about academic writing, there should be particular kinds of

explicit instructions, so that they will notice the linguistic features of a genre being acquired.

It would thus be interesting to consider some important features of academic writing.

2.4.1. Formal Style

One of the prominent features of English academic discourse is the use of formal style.

In effect, the level of formality is one of the qualities that distinguish academic writing from

other registers (Murray and Hughes, 2008). The following guidelines show the main

characteristics of an academic style. Therefore, formal writing should avoid the use of:

a. Idiomatic and colloquial vocabulary. For example, instead of using kids, boss, we use

children, manager (Bailey, 2011).

b. Contracted forms are not appropriate in academic writing. Gillet et al (2009) say that

“contracted words such as ‘don’t’, ‘can’t’, ‘shouldn’t’ are informal and should normally not

be used when writing in an academic context (unless they are quotations which cannot be

changed)” (p.96).
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c. Adverbs and adjectives that show personal attitude. For example, surprisingly, best,

personally, etc., interjections and hesitation [conversation] fillers such as: um, well, you know

are not common in academic writing. The following example illustrates this point:

- Well, we will analyze the results of the present research (not accepted).

- We will analyze the results of the present research (accepted) .

2.4.2. Cautious Writing

The other important feature of academic writing is the notion of cautious writing. It is

often called ‘hedging’. It is a general term used to describe “the strategy when a speaker or

writer wishes to avoid coming straight to the point or to avoid speaking directly”

(Nurmukanedov and Kim, 2009, p. 274). Additionally, it is essential in any kind of academic

writing through which writers should show their claims and stance on a particular subject.

However, the evidences that support their claims should not be conclusive, as when to use

probably or possibly. These hedging devices may reduce the writer’s commitment and avoid

too definite claims, but rather serve, “to qualify a writer’s commitment to a proposition”

(Hewings, 2001, p. 206). Besides, according to Bailey (2011), the cautious style in academic

writing could be used in making hypotheses or predictions by using modal verbs, and

commenting on other writers’ work.

Academic prose uses many types of hedges such as adverbs of frequency (frequently,

usually, often, almost, possibly, probably, perhaps, possibly, definitely), and qualifiers (most,

many, some) (Hinkel, 2004). Adjective and adverb hedges are also common in academic

writing. The following two excerpts illustrate how formal hedging, from the teachers’ point of

view, can be added to students’ writings and conversational hedges deleted.
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(1) “Statistics is [perhaps] the newest science of mathematics. In our society, it is

[probably] used in many places/for many purposes”.

(2) “[As everyone knows], [good/careful] judgment is [possibly/probably] the most

important characteristic of a professional engineer” (Hinkel, 2004, p. 318). However, lexical

items like (everywhere, as everybody knows) are not appropriate in writing academic

assignments, because they are vague and have no semantic content in a particular statement,

as well as they express imprecision.

2.4.3. Academic Vocabulary

Academic writing is characterized by its dense use of academic vocabulary that

distinguishes such writing from other types of writings. Thus, to write academic texts

effectively “students need to be familiar with the rather formal vocabulary used in this area”

(Bailey, 2011, p. 179). Moreover, it is important to note that words found in academic

contexts are distinct from those found in daily interactions. For example, words like observe,

illustrate, therefore, although, may often be preferable in academic writing to their casual

counterparts: see, show, so, but (Murray & Hughes, 2008). To ensure this, academic

vocabulary needs to be explicitly taught, most probably through [constant] exposure to

appropriate-level academic texts, as these latter may be considered one of the crucial factors

that contribute in the success of learning academic vocabulary (Hinkel, 2002).

2.4.4. Objective versus Subjective Language

The dependency of academic writing on other genres is clearly demonstrated by its

objectivity rather than subjectivity. Academic writing uses a few words that refer to the writer

or the reader; the emphasis is put on the information rather than on the reader or the writer

(Nga, 2009). This means that, in order to write objectively and to focus more on the

information in an academic writing setting, personal constructions are best avoided as to use,
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for example, in my opinion, I think me, you, and the personal pronoun ‘I’. It would be more

preferable to use impersonal forms instead, as shown in the following examples:

1- You can collect the data from a questionnaire.

The data could be collected from a questionnaire.

2- In my opinion, the present research gives insights on ...

The present research gives insights on …

3- I suggest …

It is suggested that...

In academic writing, the personal pronouns (I, we) are used sparingly, they are

reserved for a few typical situations, although “the word ‘I’ is appearing in course

assignments and research reports” (Murray & Hughes, 2008, p. 95). This is so firstly, when

the writer wants to make clear to the reader that a judgment is his own without confusing with

that of another author. Secondly, when the writer wants to announce to his reader what are the

modes of analysis he is engaging in as to say, for instance, ‘before describing what happened,

I shall explain the background to these events’. Thirdly, the pronoun ‘we’ is used when the

writer wants to guide the reader through what he proposes to do. In this situation, ‘we’

includes ‘I’ and ‘you’ (the reader) but excludes others. It is often used with words like see,

observe, examine, analyze. For example, ‘we analyze the results of the present research’.

Fourthly, it is when an article or an essay is written by more than one author (Taylor, 2009).

2.4.5. The Passive Voice

The passive voice is contrasting with the active voice. In a passive sentence, the object

of the active becomes the subject, and the subject becomes the agent of the passive action.

Moreover, the passive voice is considered as one of the salient features of academic writing.
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According to Hinkel and Fotos (2000), “the uses of passive structures are common in

academic writing, and advanced learners are often expected to produce written texts that

utilize passive forms” (p.233). Furthermore, Hinkel (2004) states that academic writing is

characterized by its pervasive usage of the passive voice that has been associated with

different genres produced in the academic context.

The passive voice is used in academic writing for many reasons. Firstly, the author

wants to avoid the use of the personal pronoun ‘I’ and ‘we’. Secondly, the passive voice

would be more appropriate than the active if the doer of the action is unknown (Sanders,

Tingloo and Verhulst, 2005). The following examples illustrate what is said above.

Active Passive

- I administer a questionnaire to twenty five
students.
We interviewed ten teachers.

- Everybody claims that the reading and writing
skills are complementary.

- A questionnaire is administered to twenty
five students.
Ten teachers were interviewed.

- It is claimed that the reading and writing
skills are complementary.

2.4.6. Citations (Referencing)

A well written academic text is based on the sources which are used to support a claim

or a position. This means that citations represent one of the main qualities of academic writing

and are “central to academic writing because it shows you have read the literature” (Bowker,

2007, p. 2). Thus, “a written text with no references is not an academic one” (Gillet et al.,

2009, p. 99).

Furthermore, the use of citations in an academic assignment may support the claims

and arguments of the writer, as well as it may demonstrate that he reads and understands well
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the literature related to the field of investigation. As a result, the failure to cite the

documentation used in text citation (in writing an academic paper) may lead to an accusation

of plagiarism (Yakhontova, 2003). The latter refers to copying one’s ideas and sentences

without acknowledging the source. There are different techniques used in academic writing to

put the other author’s ideas into our own words, but there should be an acknowledgment of

the source. They include quotations, paraphrasing, and summarizing.

2.4.6.1. Quotations

A quotation is defined as the use of the exact words and sentence structures as an

author has written. These words should be put between quotation marks. Besides, there are

three elements that should be acknowledged when quoting: the author’s surname, the year of

publication, and the page number of the quoted material. Quotations can be effective in some

situations, but must not, as Bailey (2011) puts it, be overused by the writer. First, when the

original words express an idea in a different way. Second, the original material is more

concise than the writer’s summary could be. In addition, quotations should be introduced by a

phrase that explains how the quoted material fits the writer’s argument. The following

example illustrates this.

(Bailey, 2011, p. 65)

Introductory
phrase Author Reference verb Quotation Citation

This view is

widely shared;
as

Friedman
stated:

Inflation is the one
form of taxation that

can be imposed
without legislation’

(1974:93).
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2.4.6.2. Paraphrasing

Paraphrasing refers to the restatement of the information using different words and

sentence structures without destroying the meaning of the original source. Unlike quotations,

paraphrasing includes the author’s surname and year of publication only without the number

of the page. The role of paraphrasing in academic writing is to avoid over quoting in a written

assignment (Gillet et al., 2009).

According to Bailey (2003), there are three key techniques that would help the writer

to paraphrase. These techniques include: firstly, changing vocabulary (studies, research),

secondly, changing the word class (Egypt. n.) /Egyptian.adj.), and thirdly changing the word

order (ancient Egypt collapsed/ the collapse of Egyptian society). The following example

illustrates how the paraphrasing technique aims to restate the relevant information in any

piece of writing.

The Original Sentence The Paraphrased Sentence

There has been much debate about the reasons

for the industrial revolution happening in

eighteenth century Britain, rather than in

France or Germany.

Why the industrial revolution occurred in

Britain in the eighteenth century, instead of on

the continent, has been the subject of

considerable discussion.

(Bailey, 2015, p. 60)

2.4.6.3. Summarizing

Another important skill in academic writing is summarizing which “involves selecting

out some key features and then using those to create a shortened version of the author’s

prose” (Bowker, 2007, p.12). In order to have a successful summary, there should be an

understanding of the original text, as well as a selection the main ideas. Wyrick (2012)
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presents some guidelines that writers should take into account when summarizing a piece of

work. First, writers should read the material different times to understand the author’s main

ideas. Second, they use their own words and present the author’s ideas in a few concise

sentences. If writers want more clarity and emphasis, they do need to include exact words or

phrases from the original material. Finally, they should not include their own interpretations

of the material they are summarizing, because the goal is an objective, accurate, and

condensed overview towards the ideas presented. The following example illustrates the

difference between the original text and the summarized one.

Original version

There are a number of ways of expressing the total amount of water in the oceans.

Seawater covers 361 million square kilometers (361 _ 106 km2) which represents 71% of the

surface of the globe. The total volume of water is enormous: 1.37 thousand million cubic

kilometers (1.37 _ 109 km3). Most of this water is contained in the three great oceans of the

world: the Pacific, Atlantic and Indian Oceans.

Summarized version

The surface of the earth comprises 71% seawater, most of which can be found in the

Indian, Pacific and Atlantic Oceans.

(Gillet, Hammond, and Martala, 2009, p. 186)

2.4.6.4. Writing a List of References

A list of references is a list that contains the materials (books, articles, theses,

dictionaries, and websites) that are used by a writer. It is found at the end of any piece

of academic writing whose aim “is to supply the information needed to allow a reader

to find a source. The authors appear in an alphabetical order in the reference list” (Gillet et al,
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2009, p.194). According to Hartley (2008), in academic writing, there are four styles of

referencing. The first one is the APA* and it is also called the Harvard style. It is about

mentioning the authors’ name followed by the date of publication in parentheses.

Example: Sharples, M (Ed.). (1993). Computer Supported Collaborative Writing.

London: Springer-Verlag.

The second style is the MLA (the Modern Languages Associations). The authors’

surnames appear in the text and the author’s surname comes first in the list of references.

Dates of publications come at the end of the references for books, etc.

Example: Sharples, Michael (Ed.).Computer Supported Collaborative Writing.

London: Springer-Verlag, 1993.

The third style is IEEE (The Institute of Electronic and Electrical Engineers). The

authors are numbered in order of their appearance in the text, and the numbers are put in

brackets. Names are presented with initial(s) first, followed by surnames. Dates of

publications are given at the end of the references for books, etc.

Example:

[1] M. Sharples, Ed., Computer Supported Collaborative Writing. London: Springer-

Verlag, 1993.

*The APA style, the 6th edition which was published in 2010 has been henceforth used in

this dissertation.



52

The fourth style is the Vancouver style which is popular in medical journals. The

authors are listed surnames first, followed by their initials. The following example illustrates

this point:

Sharples M, editor. Computer Supported Collaborative Writing. London: Springer-

Verlag, 1993.

2.4.7. Critical Writing

As an operational definition, critical writing means using the consulted materials i.e.

your readings about a particular subject appropriately which involves careful thought,

analysis, and decision making (Gillet et al., 2009).

Argumentative writing is considered the most important aspect in critical writing. So,

argumentation means to support or weaken a statement, and to strengthen an argument,

writers should anticipate and address counterarguments (Zuniga & Macias, 2006). This means

that critical writing aims at presenting clear evidences for the reader, and complicated

arguments make the audience find difficulties to follow these arguments. So, it is important in

critical writing to use facts and avoid emotional language which sometimes seems obscured to

the reader. According to Wallace and Wray (2011), in academic writing there are some

elements of critical writing that the writer employs while writing an academic text. These

elements include the following:

- He creates a logical structure with suitable evidences so that the reader will be

convinced.

- He avoids making generalizations.

- He defines the key terms and uses them consistently.
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2.4.8. Footnotes and Notes

Footnotes are used in academic writing to explain an unusual phrase or term, or to add

additional information which would be inappropriate to include in the text (White, 2002).

Footnotes are put at the bottom of the page in a dissertation or a book. However, “notes

appear at the end of the paper. They tend to be longer and more detailed than footnotes”

(Yakhontova, 2003, p. 86). This means that when the writer uses a word or expression which

seems difficult to the reader to understand, he uses a note at the end of the paper where he

explains in details the meaning of such words. The same could be done for footnotes taking

into consideration the difference between footnotes and notes. They are usually marked by a

small number written above the item the writer wants to explain. The term at the bottom of

the paper has the same number (White, 2002).

2.4.9. Punctuation Marks

Punctuation marks play an important role in all writing genres. They clarify the

information for the reader and convey the meaning just as words do. Punctuation marks are so

important since “an academic text written without using [punctuation marks] can appear

ungrammatical now matter how well it adheres to the rules of the English sentence structure”

(Hinkel, 2004, p. 300). English punctuation marks include the following:

- The period (.): is used at the end of any sentence that expresses a full meaning, as well as

after abbreviations.

e.g. They have an American accent.

Mr. Smith

- The comma (,): separates parts of a sentence, or separates subordinate clauses where two

separate sentences are not required.



54

e.g. I called my father, but he did not reply.

A paragraph should be coherent, cohesive, and unified.

- The semicolon (;): firstly, it is used to separate two parts of a compound sentence which they

are not joined by a conjunction.

e.g. my research contains up-dated sources; yours contain old sources.

- The colon (:): it is used to indicate the start of listing.

e.g. there are two kinds of vowels in English: short vowels and long vowels.

- The quotation marks (“”): they are used to present sentences as they are taken from other

sources.

- The apostrophe (’): it is used to indicate possession or introduce contracted forms.

e.g. teacher’s book, Marry’s Friend

Don’t, can’t, it’s.

- The hyphen (-): it is used within compound words.

e.g. three-week holidays, student-centered (Al Fadda, 2012)

2.5. Rhetorical Features of Academic Writing

In addition to the prominent features of academic writing discussed above, there are

two rhetorical features that are common in academic writing: coherence and cohesion.

Coherence represents the logical flow of ideas; whereas cohesion, as Hinkel (2004) states,

represents an important characteristic of text and discourse flow in academic writing, as it is

followed presently.

2.5.1. Coherence

Coherence is the most important element in all the writing genres. Yet, it is

particularly crucial in academic writing, since failure or success depends on how the writer
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communicates his/her ideas and lines of argument clearly to the reader (Murray, 2012). This

means that coherence is achieved when the reader can understand clearly the writer’s

intention. Jones (2007) defines coherence as the ideas that “stick together; they flow smoothly

from one sentence to the next in logical order” (p.128); or it is what “refers to the ways in

which your ideas connect together” (Murray, 2012, p. 17).

Coherence can be achieved in academic writing by adopting the following strategies.

Firstly, to arrange sentences in the sequence that will communicate the message to the reader.

This means that the writer uses a special organization of his ideas that can fit together

logically. For example, an introduction which is followed by a thesis statement, a support of

his point of view in different  developmental paragraphs, and a conclusion by restating what is

said before briefly. Secondly, to use of transitional expressions as furthermore, however,

firstly, moreover to guide the reader through the text. Thirdly, to repeat of key words is also

required (Cleary, 2008).

Blanpain (2006) says that the use of parallel sentence structures also helps to achieve

coherence in a piece of writing. For example, “public law consists of those fields of law which

are primarily concerned with the state its self. Thus, constitutional law, which regulates the

functioning of the organs of the central government, and the relationship of the individual to

them, is a branch of public law. […] Private law is that part of the law which is primarily

concerned with the rights and duties of individuals. Thus the branches of the law which

govern private obligations- such the law of contract and of tort- are all aspects of private

law” (p. 29). In this paragraph, the parallelism is between the phrases ‘public law,

constitutional law, and private law’.
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2.5.2. Cohesion

Cohesion refers to the explicit use of linguistic devices in order to mark relationships

between the different elements of a text. Cohesive markers are those words or phrases that

help the reader to understand the intention of the writer (Zuniga & Macias, 2006). Halliday

and Hassan (1976) identify five important ones. These cohesive ties include: reference,

substitution, ellipsis, lexical cohesion, and conjunctions.

2.5.2.1. Reference

Reference means the use of pronouns and demonstratives to show the relation

between parts of a sentence. For example, “students prepare their doctoral thesis. They should

finish it before the end of the year”. In this sentence, there is a cohesive tie of reference

between the pronoun ‘they’ and the word ‘students’, as well as between the expression

‘doctoral thesis’ and the pronoun ‘it’. Moreover, these pronouns (they, it) in the example

above have back or anaphoric reference to “students, thesis”. However, the opposite order

marks an onward/cataphoric reference (e.g. They speak English fluently, father and mother).

2.5.2.2. Substitution

Substitution refers to the replacement of an item by another one. Halliday and Hassan

(1976) identify three kinds of substitution. These kinds are: nominal (one, ones, same), verbal

(do), and clausal (so, not).

eg: There are two kinds of discourse; the written discourse and the spoken one. In this

example, we replace the word ‘discourse’ in the second part of the sentence by the item ‘one’.
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2.5.2.3. Ellipsis

Ellipsis involves the total omission of an item in a sentence. For example, “the

children will carry the small boxes, the adults the large ones” (McCarthy, 1991, p. 43). In this

example, the omitted expression is ‘will carry’. Another example which illustrates ellipsis is

“Penny was introduced to a famous author, but even before she was she had recognized him”

(Harmer, 2004, p. 24). The second clause omits the unnecessary expression ‘introduced to a

famous author’, yet the meaning is still clear.

2.5.2.4. Lexical Cohesion

Lexical cohesion is achieved by the use of different techniques as repetition and

synonymy. Repetition is when key words in a text are repeated, because they reinforce key

ideas and new words. For example, ‘Students will submit their dissertations at the end of the

year. These dissertations should meet the required conventions of an academic paper’. The

word ‘dissertations’ is repeated in the sentence, and the meaning of ‘these dissertations’ is still

related with ‘dissertation’ at the end of the first sentence.

Synonymy is when the writer uses terms that have exactly the same meaning in a

given context. For example, ‘there are different drawbacks of using facebook. The first

disadvantage is that the accounts could be pirated and all the personal details are known for

all users’. In this example, the words ‘drawbacks’ and ‘disadvantage’ have the same

meanings.

2.5.2.5. Conjunctions

Conjunctions “are linking words and phrases which establish the logical relationship

between ideas within a sentence or between sentences. […], logical connectors are thus

guideposts for readers that help them to better flow the text” (Yakhontova, 2003, p. 38).
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Conjunctions in English have four functions. They are additive (and, or, similarly),

adversative (but, yet, however, nevertheless, while…), causative (because, since, so,

therefore, if, so that), and temporal (when, after, then, before).

It is important to mention that in academic writing contexts, students need a large

exposure and explicit instructions on academic writing particularly its conventions that are

discussed above. This helps them to be aware of the main differences between academic

writing and other writing genres. Thonney (2011) suggests some techniques that may

facilitate students’ understanding of the conventions of academic writing. Firstly, students can

read authentic academic texts, i.e., texts which are written by native writers that illustrate the

conventions of academic writing, because most of their readings rely mainly on secondary

sources. Secondly, teachers could help students notice how academic writing varies. One of

the ways to do is to show them resources for writing in different disciplines. Thirdly, students

practice academic writing principles including the universal and the discipline specific. For

example, they might be asked to find examples in how professional writers recognize the use

of hedges, or they analyze passages written in different styles and then infer the principles of

all citation systems. Furthermore, Hyland (2006) points out that “raising students’ awareness

of such features helps them see how academic fields are broadly linked and how language

(…) helps construct features of its context” (p.14).

Conclusion

In this chapter, some academic writing definitions have been presented, as well as

what makes this type of professional writing distinct from other writing registers in terms of

vocabulary, level of formality, and the other aspects of academic writing. Furthermore, the

main genres of academic writing are discussed in details with a special focus on some genres
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such as essays which students, graduates and postgraduates, may encounter in their studies at

the university level.

Furthermore, salient features of academic writing where students should receive

explicit instructions and exposure to these conventions were also discussed. This exposure to

academic writing features plays a crucial role in raising their awareness. Awareness raising is

expected to guide learners to discover the main lexical, grammatical, and rhetorical features

and to use the acquired knowledge to write academic assignments which are accepted by the

academic community.



60

Chapter Three

Language Awareness-raising and the

Teaching of Academic Writing

Introduction…………………………………………………………………………………61

3.1. Language Awareness Defined………………………………………………………….61

3.2. Types of Language Awareness………………………………………………………....63

3.3. Awareness-raising in Academic Writing……………………………………………….64

3.4. Approaches to Teaching Academic Writing…………………………………………...66

3.4.1. Controlled Composition……………………………………………………………67

3.4.2. Current Traditional Rhetoric……………………………………………………….67

3.4.3. The Product Approach……………………………………………………………..68

3.4.4. The Process Approach……………………………………………………………..69

3.4.5. The Genre Approach……………………………………………………………… 72

3.5. Challenges to Teaching Academic Writing……………………………………………74

3.6. Feedback Defined………………………………………………………………………75

3.6.1. Providing Feedback and Academic Writing………………………………………..76

3.6.2. Types of Feedback………………………………………………………………….76

3.6.2.1. Teacher Feedback…………………………………………………………….77

3.6.2.2. Peer Feedback………………………………………………………………...79

Conclusion…………………………………………………………………………………. 80



61

Chapter 3

Language Awareness-raising and the

Teaching of Academic Writing

Introduction

Students’ academic writing has always been given a great attention by many

researchers and academics. They claim that writing a piece of an academic discourse is

challenging because of the nature of academic writing and its conventions. Furthermore,

researchers and teachers claim that these conventions are unknown for students who are not

familiar with the conventions that govern academic writing (Williams, 2003). To introduce

these features to learners, there should be an awareness raising approach provided by teachers

in which students can apply and use such features in each discipline they encounter. For this,

some light is shed on the notion of language awareness and its developments over the recent

years. The different types of language awareness including linguistic, psycholinguistic,

discourse, communicative, sociolinguistic, and strategic awareness have been discussed.

Besides, the relation between awareness raising and the procedures that could be

followed by teachers to make students aware of the conventions of academic writing has been

given, as well as the discussion of some details of the most influential approaches to teaching

academic writing in tertiary education. Finally, the role of feedback mainly of teachers in

academic writing contexts has also been highlighted.

3.1. Language Awareness Defined

The concept of Language Awareness (LA) often used in foreign language teaching

contexts has continued to attract the attention of a large number of researchers (Hawkins,
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1984; Schmidts; 1990). According to Andrews (2007), L A was originally started in the 1970s

in Britain, and flourished in the 1980s, especially with the British Language Awareness

Movement (LAM).

The term ‘Language Awareness’ was first used by Hawkins (1984) who felt that the

approach to teaching language was incoherent. This means that learners who have problems

learning English have problems learning a foreign language as well. This might be attributed

to the lack of co-operation between teachers of English and other language teachers. Thus,

language awareness aims at developing a first awareness of the workings of language besides

languages in different contexts (Hélot, 2008).

Van de Poel (2007) defines language awareness as an approach “to teaching language

which emphasize[s] the value of helping learners to focus attention on specific features of

language in use” (p. 06). This means that language awareness in the context of language

teaching gives much importance to the teacher who has a supportive role in the students’

learning process. Earlier on, James (1996) defined language awareness as “the possession of

metacognition about language in general” (p. 139). In other words, it is when learners are in

an intentional control of their attention to some aspects of input, i.e., the process of

comprehending both listening and reading, as well as of output which represents production in

speaking and writing (Brown, 2007).

The National Council for Language in Education working party on Language

Awareness meeting in 1985 defines the term as “a person’s sensivity to and

conscious[ness] (…) of the nature of language and its role in human life” (In Svalberg, 2007,

p. 288). In this definition, two different terminologies are used which are ‘sensivity’ and

‘consciousness’, but the meaning is the same where the term ‘language awareness’ is related

to have an attention towards the nature of language at all linguistic levels; syntactical,

grammatical, and lexical.
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Language Awareness can be found at different levels. The first level is ‘noticing’

which includes the elements of the surface structures of utterances. The second level

represents a higher level of awareness of rules and regularities which is known as

‘understanding’ (Robinson, 2008). In addition, the majority of language awareness work is to

focus on the noticing of differences. For example, concerning the relation between standard

language and dialect used by a particular speech community, the main aim of language

awareness is to increase awareness of the differences between the two codes without making

one variety superior to the other (Andrews, 2007).

3.2. Types of Language Awareness

Language Awareness can be divided into six types (Garvie in Wray, 1995). First, the

linguistic awareness which refers to the basic components of language such as letters,

morphemes, and words that can be joined together to have meaningful sentences. Second, the

psycholinguistic awareness which means that the competent language user should be aware of

both the components of language as well as the required rules to combine them. This is so

important since language is composed of an interacting set of systems; the phonological

system which claims that certain sounds are more likely to follow others, the lexical system

which emphasizes the possible morphemic combinations to have meaningful words, the

syntactic system which determines the appropriate word order to have meaningful sentences.

Third, the discourse awareness which helps the language user to be aware of the norms for the

combinations of the elements of language beyond the sentence level. This means that how

meaning is conveyed using connectors (and, but, or etc.), or through the cohesive markers as

introduced by Halliday and Hassan (1976). Fourth, the communicative awareness which

enables the language user to be aware of how words and sentences could be changed

depending on the topic, purpose, audience, and situation. Fifth, the sociolinguistic awareness
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which is closely related to how an individual can understand language depending on the

variety of social context and register. For example, the language used among lawyers is likely

to be different from the language used between friends. The sixth type of language awareness

is the strategic awareness which helps the language user to be aware of the different strategies

that can be used between communicators when they encounter problems in understanding one

another. For example, when a person does not understand what is being said, the speaker or

the writer may use alternative language modes such as speaking slowly or using signs. For

example, a student talks about a particular topic in a conference or a seminar, the audience

could not pick up the main points about the subject. The student’s task is to employ some

techniques such as speaking slowly.

3.3. Awareness-raising in Academic Writing

One of the important functions of awareness-raising is to help the learners ‘notice’ the

language feature and ‘notice’ the gap between their production and the appropriate linguistic

features that are used by native speakers (Shahrour and Bell, 2008). In the example: ‘she

bought two loaves of bread’, learners will learn that the correct plural of “loaf” is “loaves” but

not “loafs”. They likewise realize that, for instance, a singular countable noun ending in ‘f’ is

for plural changed into ‘v’ + ‘es’. Thus, raising awareness of language features help learners

to have attention to these features.

Raising students’ awareness about academic writing and its conventions will help

learners become successful communicators in the academic community. For example, writing

a research paper that should consider academic writing conventions as referencing helps

learners convey successfully the message to the readers. Furthermore, awareness-raising is

considered as an approach in teaching foreign language that facilitates learning in different

contexts from literacy development to academic writing (Svalberg, 2007).
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Additionally, Hewings (2001) says that “in recent years, approaches to the teaching of

academic writing have focused increasingly on helping students to become aware of the

particular feature of [the academic writing] genre” (p. 14). In other words, as Sa-ngiamwibool

(2012) advances, it is “a deliberate attempt on the part of a teacher to increase learners’

awareness of the perceived information to the state of being [aware] of the information (p.3).

This means that the teacher’s role is to make his learners conscious of what is related to

language. All these pedagogical procedures help students assimilate the difference between

the language used in academic and non-academic settings. Thus, raising students’ awareness

about academic writing features is achieved by following particular techniques, as we will see

presently.

Firstly, university students should receive explicit teaching of academic writing

features in the form of courses on academic writing in their curriculum, since many

researchers claim that academic writing is often an invisible dimension of the curriculum.

This means that lectures about academic writing are absent in second year students’ program.

In effect, the features of academic writing are often assumed to be unknown knowledge

students have and they are not explicitly presented and given within their courses (Coffin,

Jane Curry, Goodman, Hewings, Lillis, & Swann, 2003). To Fanene (2006), “explicit teaching

and the exploration of rules governing the writing of academic texts [are] not common

practices in (…) universities” (p.18). Moreover, Thonney (2011) points out that introducing

first year composition students to the conventions of academic discourse provides them with

the required knowledge they can use in their formal writings. This seems to be largely true

because “without adequate exposure to the demands of academic writing, students are

essentially left to their own devices” (Hinkel, 2004, p. 25).
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Secondly, teachers of writing should provide their learners with explicit instructions to

write academic assignments. Indeed, awareness-raising through explicit instructions include

providing students with examples of texts that illustrate the conventions of academic writing.

These models provide learners with specific information about the forms of lexical and

syntactical features required by this genre. As Macbeth (2009) supports this idea, much

academic writing instructions include sample texts as examples of the genre students are

dealing with. These sample texts function as model principles (as the Genre Approach claims

it, as we will see further down) where explicit instructions become important activities that

are expected –in the short and the long run to raise students’ awareness towards academic

writing features. Without such “explicit instructions, the conventions remain ‘masked’ and

students do not know why they do poorly in their academic assignments” (Gupta, 2006, p.

206).

Thirdly, other researchers find that extensive practice in writing different academic

texts as essays and research papers is a useful step to make learners aware of academic

writing principles without which many learners will remain “unable to develop a full range of

advanced grammatical features essential in formal and written discourse” (Hinkel, 2004, p.

38). Further, they notice how to cite other authors’ ideas, as well as how academic writers

present their views or arguments relying on hedged structures which represent a salient

feature in academic writing (Thonney, 2011).

3.4. Approaches to Teaching Academic Writing

Teaching academic writing in EFL contexts has seen considerable changes. Since

writing gained a great importance in the 1960s, a range of approaches and methods of

teaching academic writing has come out. There is much debate on the appropriate approach

which results in conflicting views on teaching academic writing. These approaches include
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controlled composition, current traditional rhetoric, product approach, process approach, and

the genre approach.

3.4.1. Controlled Composition

Controlled composition approach, also known as ‘guided composition’ (Silva, 1990),

is based on the principles of the audio-lingual approach where speech is primary and writing

is considered as a reinforcement tool. Furthermore, this approach views writing in a foreign

language as a habit formation and imitation. This means that students are supposed to do

sentence exercises (completion, transformation), then paragraphs to copy grammatically, for

instance, changing plural statements into singular (Raimes, 1983). Therefore, in this approach,

practice is mainly concerned with grammatical accuracy, i.e. it stresses three features:

grammar, syntax, and mechanics (Raimes, 1983). However, The Controlled Composition

Approach is criticized for many reasons. First, there is a “negligible concern for audience or

purpose” (Silva, 1990, p. 13). This means that the Controlled Composition Approach does not

give much importance to the two essential elements of effective writing which are audience

and the purpose that shape the content of a written text. Second, this approach gives much

importance to syntactic and grammatical features, and neglects the organization of ideas.

Third, it considers writing as a secondary concern, and restricts its function “a service

activity” rather than a skill of its own (Silva, 1990).

3.4.2. Current Traditional Rhetoric

Rhetoric means “[the necessity of having] a high level of organizational competence

so that ideas and information make sense to the reader” (Murray and Christison, 2011, p.

121). The current traditional rhetoric approach focuses on the teaching of rhetorical functions

such as description, definition, classification and cause and effect. The other focus of the
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current traditional rhetoric approach is essay development and its larger structures

(introduction, developmental paragraphs, and conclusion) which are seen as the appropriate

patterns that university students have to follow when they write an academic paper. In

addition, students are asked to read and analyze models and then apply this knowledge in their

writings. For example, they list facts, derive supporting sentences, construct an outline, and

write their own compositions (Silva, 1990).

However, the current traditional rhetoric approach was criticized because it

discourages creative thinking and writing. Furthermore, it considers writing as filling a

preexisting form, i.e., a certain model of writing which exists before students start writing

with provided or self-generated content. This means that once the students follow a certain

model and apply it in their writings, they become reliant on their teachers and this will

suppress their creativity in writing.

3.4.3. The Product Approach

A product oriented approach, or the ‘text approach’ (Coffin et al., 2003),

is concerned with the students’ final product. It focuses “on the written product

rather than on how the learner should approach the process of writing” (Shahrina &

Norhisham, 2005, p. 76). This means that writing under this approach is much interested in

what the learner produces rather than how he should approach the process of writing. In

addition, in this approach, the teacher presents text models for students and asks them,

through various exercises to produce/imitate similar texts (Millar, 2011; Jordan, 1997);

Furthermore, Shahrina et al (2005) claim that the product approach enhances students’ writing

proficiency, because if students are not exposed to authentic written texts, their errors are

likely to exist. For example, providing students with an essay that consists of five paragraphs;

introduction, three developmental paragraphs, conclusion will help students to construct an



69

academic final product. The product approach, however, has widely been criticized by many

writers. This has led both teachers and researchers to reassess the ways academic writing is

taught. According to Myskow and Gardon (2009), it “constrain[s] the freedom of writers, and

emphasize[s] the surface level features of writing” (p. 284). This means that the product-

oriented approach focuses on the form and neglects the processes that a writer may go through

when writing a particular assignment. In addition, with the product approach, providing

responses on students’ writings either from teachers or peers becomes not possible except on

the final draft. In other words, since the product approach does not give importance to the

different processes that a writer may go through; there will be no feedback on the stages of

writing because the focus is on the final product.

3.4.4. The Process Approach

In recent years, teaching academic writing has shifted from the traditional approach

where writing is considered as a written product to an emphasis on the process that leads to a

final product. According to Murray and Christison (2011), the process approach is sometimes

referred to as expressivity view. It focuses on the steps and stages that writers must go

through in order to create a product. This means that a student writer through the writing

process could express his ideas by relying on generating, organizing, and revising what he

writes, that’s why this approach is known as learner/student centered. Furthermore, this

approach focuses personal and expressive writing and is “highly individualistic and directed

toward expressive rather than transactional writing” (Weese, Fox, & Greene, 1999, p. 36).

According to Bird (2015), transactional writing is a kind of formal writing which involves

caring about audience, whereas expressive writing encourages participants to write paying no

attention to grammar and spelling; personal writing.
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Additionally, the student-centered approach helps student writers build their

repertoires of strategies involved in the writing process (Shih, 1986). This means that the

process approach encourages students to take into account the different stages of the writing

process. The most recursive stages include: prewriting, drafting, and revising. With the last

two that “encourage multiple drafts and revision at both the macro […] and micro levels”

(Murray & Christison, 2011, p. 122). In other words, both drafting and revising give the

student writers the opportunity to rewrite different drafts and revise them at all the linguistic

levels; grammatical rules, structure of sentences, and spelling as well.

The first stage is Prewriting. It is one of the important steps of writing. Prewriting

strategies include brainstorming and free writing. They play a crucial role in helping writers to

find ideas, give them a clear idea about how to start and collect the required information

(Coffin et al., 2003).

The second stage, drafting, is when writers have already collected the information and

are shaping their ideas. To Murray and Hughes (2008), “drafting means writing a rough first

copy of [the] assignment (…) which [to] edit and refine later” (p. 111). Generally, it includes

multiple drafts where the writer revises his piece of work. In addition; students at this stage

receive feedback from their teachers. According to Hyland (2003), probably the most

common type of teacher feedback during the drafting stage is handwritten commentary on the

students’ paper itself. So, using the process approach gives students two important supports:

1. time to rethink their ideas and 2. Response to the content of their drafts (Raimes, 1983). It

is important to note that feedback is considered as one of the fundamentals of the process

approach to teaching academic writing, without which effective learning will never take place

appropriately.



71

The third stage, revising is considered as a common practice among student writers

where they rearrange ideas and eliminate irrelevant structures (Maharsi, 2007). At this stage,

writers discover what to say and how to say it. Yet, many students, through classroom

observations, confuse between revising and editing and/or ‘proofreading’, and they think that

both stages are the same in terms of what and how to revise a piece of writing. In fact,

revising focuses on the surface features of language mechanics such as capitalization,

spelling, grammar, and punctuation. Nation (2009) considers that editing is “going back over

the writing and making changes to its organization, style, grammatical and lexical correctness,

and appropriateness” (p. 120). This means that revising focuses the general examination,

while editing is word by word and sentence by sentence.

Although the process approach has made to the teaching of academic writing

important contributions, it has received critics too. According to Coffin et al. (2003) critics of

process approach have argued that “explicit teaching of the forms and conventions of

academic writing must accompany any focus on process in order for students to gain control

of dominant academic forms” (p. 10). This means that the process approach focuses the

different stages which are used to construct an academic text, but there is no accompanied

focus on other conventions of academic writing. In the same vein, Chokwe (2011) states that

the process approach does not prepare students for the working world and does not consider

the different situations where the writing process could take place. Shahrina & Norhisham

come across this idea and say that the process approach focuses on the skills and processes of

writing inside the classroom, whereas it fails to take into consideration the social and cultural

aspects which have an inflectional impact on the different kinds of writing. For example, the

student could find difficulties in writing a letter or a demand for a job; because the focus was

just on the different stages of writing at the expense of how to write a different genre like a
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demand for a job. Therefore, teaching academic writing shifted from focusing on the process

to genre-based approaches.

3.4.5. The Genre Approach

The concept of genre is developed by Swales (1990) when he explains that the genre

theory is a set of communicative events shared by the speech community to achieve particular

purposes. More recently, genre takes other dimensions in writing; it is used in higher

education contexts to teach academic writing.

Genre-based approach is a reaction to the process writing and its emphasis is on

personal experience. It focuses on teaching particular academic genres that students may

produce such as essays, reports, letter writing, and dissertations. To Bruce (2008), genre

approach “refers to pedagogy that involves examining and deconstructing examples of genres

(categories of texts), learners engage with tasks that focus on the organization and constituent

features of the text” (p. 6). This includes an emphasis on discourse features of the texts, as

well as the social context in which the text is produced. This means that the genre approach in

writing aims to help students master the different conventions of a certain genre, and “genre

based instruction advocates the explicit study of text types with the belief that the analysis of

sample texts can uncover the features or rules for writing in specific disciplines as well as the

context and functions they serve for discourse communities” (Macbeth, 2009, p. 36). In other

words, the genre approach supports the idea of studying and analyzing the different types of

texts explicitly, and this gives some light on the main conventions of each text type. In

addition, Flowerdew and Peacok (2001) point out that a number of studies suggest that the

genre approach to teaching academic writing is useful in helping students to enhance their

written production. For example, Mustafa (1995) reports positive findings at a university in

Jordan. Enrolled in an English writing course, she conducts an experiment where she gives
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formal instructions on the conventions of written-term papers to the experimental group, and

she compares the results (students’ term papers) with the papers of the students who did not

receive any instructions (control group). She says that the former students’ writings have

improved as a result of these instructions related to the tackled genre conventions.

In addition, the genre approach views writing as an activity which occurs

in social contexts, i.e., there is an interaction between writers and readers. According to

Hyland (2003):

This means that composing a piece of writing should go beyond its content and take

into consideration both the wanted purpose and the readers. Moreover, Murray and Christison

(2011) say that the genre approaches to teaching academic writing claim that the language and

the form of a text are determined by the discourse community. Hence, foreign language

writing teachers who adhere to this approach must not only focus on helping students develop

academic writing competencies, but must also help them understand the discourse community

for whom they are writing. For example, if a student writes a linguistic essay for an exam, he

Teachers who take a genre orientation to writing instruction look

beyond subject content, composing process and textual forms to

see writing as attempts to communicate with readers. They are

concerned with teaching learners how to use language patterns

to accomplish coherent purposeful prose. The central belief here

is that we don’t just write, we write something to achieve some

purpose: it is a way of getting something done. (p. 18)



74

will bear in mind that he is writing for teachers who present the academic community and not

for his friends where the language is going to be personal.

Like the other approaches, the genre approach has been criticized. According to

Shahrina and Norhisham (2005), “by attempting explicit teaching of a particular genre,

teachers are in actual fact not helping the learners. The approach may not require students to

express their own ideas or may be too dependent on the teacher finding suitable materials as

models.

3.5. Challenges to Teaching Academic Writing

From the teachers’ point of view, the aim of teaching academic writing is to help

student writers develop different kinds of skills to apply them in their written academic

assignments. Yet, preparing students to write academically is not an easy task, but rather a

challenging one and this is so for many reasons.

First, according to Al Fadda (2012), students, according to teachers, lack knowledge

and certain skills (paraphrasing, summarizing) required in academic writing in the sense that

they do not understand the requirements of writing in academic contexts. This means that

students do not master the main skills and requirements in writing an academic paper. On this,

Lonka (2003) argues that the “central problem in the teaching of academic writing is that

important tacit knowledge, silent and procedural in nature, have generally been left untaught”

(p.113). Through classroom observations and students’ products in exams or even in ordinary

days, this situation exists with learners –as classroom observation shows- since they lack

proficiency in distinguishing between the demands of writing academically, thus, their written

products lack the main conventions of academic writing.



75

Second, the different methodologies for teaching academic writing which emerged

successively such as the product, process, and the genre approach may raise problems. In

effect, teachers may get confused whether to evaluate the students’ writings on the final

product or the process-centered paradigm that focuses on the three steps of writing which are

prewriting, drafting, and revising. The solution for this is that teachers should agree to follow

one particular approach and assess their students accordingly.

Third, one of the challenges of writing in a foreign language is that it is generally

believed to require some mastery of writing skill in the first language (Al Fadda, 2012). This

is to say that since students can write sentences and paragraphs in the first language, they are

able to transfer these skills negatively when they write in a foreign language.

3.6. Feedback Defined

Feedback means “the process whereby the sender of a message obtains a reaction from

the receiver which enables a check to be made on the efficiency of the communication”

(Crystal, 2008, p. 187). More specifically, feedback refers to certain suggestions and

directions provided by teachers and peers, as well as new information about a particular

students’ work. These responses, i.e., teachers’ feedback helps student-writers to evaluate

their work and consider their weaknesses, at the same time feedback could cover the strengths

as well, as Magno and Amarles (2011) say, “teachers respond mainly to weaknesses in

student writing although they know that feedback should cover strengths and weaknesses” (p.

22). Therefore, feedback on students’ written output is helpful in academic writing classes,

because it “can improve the accuracy of the student’s use of rule governed linguistic features,

if they are regularly exposed to oral and written feedback” (Magno and Amarles, 2011, p. 23).
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Moreover, in feedback the focus is to help students become aware of the writing

features, namely the academic ones. One of the techniques that teachers can employ to raise

learners’ awareness is to provide feedback to their writings. Hence, the teacher’s feedback,

written (or oral) should be related to how expert writers follow certain conventions that are

accepted by the academic community. Ferris (2003) says that since the teacher plays the role

of a gatekeeper in academic writing contexts, he should do everything possible through his

written (or spoken) comments to allow the student writer have a clear vision of what an

academic text is. It is worth mentioning that “not providing students with feedback may cause

confusion, leaving them unaware of the aspects of their writing that need to be reconsidered”

(Grami, 2010, p. 31). Thus, feedback remains paramount in teaching and in raising awareness

about academic writing and its manifold conventions.

3.6.1. Feedback and Academic Writing

Feedback is considered as an unavoidable pedagogical task in EFL writing contexts.

Magno and Amarles (2011) consider that feedback plays a crucial role in developing students’

proficiency, in academic writing contexts. In this vein, Morra and Romano (2009) claim that

“the teaching of academic writing acknowledges the usefulness of providing feedback

throughout the process of composing” (p. 19). In addition, providing feedback could support

students’ writing development, indicate strengths and weaknesses of a piece of writing, and

teach particular academic writing conventions (Coffin et al, 2003).

3.6.2. Types of Feedback

As it is mentioned before, feedback is an important pedagogical task that helps

students to improve their writings in academic settings. This task could be found into two

kinds; teacher feedback and peer feedback.
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3.6.2.1. Teacher Feedback

Teachers are basically the primary readers of students’ works. They can correct,

comment, and add new information for further revisions. Thus, teacher feedback is viewed as

one of the most common techniques of responding to writing, in academic writing contexts, as

the case in point. Therefore, teacher feedback could be given in a written or oral form.

According to Brookhart (2008), “some of the best feedback can result in conversations with

students. For example, rather than telling the student all the things [the teacher] notices about

his or her work, [the teacher] might start by asking questions such as these: “what are you

noticing about this?” “Does anything surprise you?”(p. 15). This means that the conversations

between teachers and their students are considered the best way to comment and give

suggestions on students’ productions.

Concerning the teacher written feedback, it could be provided in a variety of ways.

First, the usual form of responding to students’ writing is providing handwritten comments on

the student’s paper. According to Hyland (2003), these responses, i.e., teachers’ feedback can

take the form of marginal and end comments. Furthermore, the teacher could provide specific

feedback that would be more useful, since it could help students develop attribution beliefs.

These comments could include sentences as ‘I know you can do better, good work, needs

work, etc’ (Anderman and Anderman, 2009).

The second form is minimal marking which refers to indicating the location type of

error rather than direct correction. Another form of teacher written feedback which has

become commonly used nowadays is electronic feedback. Teachers can provide comments on

electronic submissions by email which facilitates the work for both teachers and students in

terms of time. The student can receive the necessary feedback while he is staying at home,

without the need of a face-to-face encounter. In this way of providing feedback, the teacher
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could use different colors such as ‘red blue’ and signs to make the student aware of his

mistakes and make him reformulate inappropriate or vague sentences.

The fourth technique of teacher feedback is in-text, form-based feedback. It refers to

indicating the location and the type of error rather than direct correction. This technique helps

self-editing strategies. This could be accomplished by using a sample or a list of ‘correction

codes’ (Hyland, 2003). The following table illustrates these codes or symbols:

Symbol Meaning Example Error

S A spelling error The answer is obvius

WO A mistake in word error I like very much it.

G A grammar mistake I am going to buy some furnitures.

T Wrong verb tense I have seen him yesterday.

C Concord mistake (e.g.

subject and verb agreement)

People is angry.

WW Wrong word I am interested on jazz music.

{ } Something is not necessary. He was not {too} strong enough.

?M The meaning is unclear. That is a very excited photograph.

P A punctuation mistake Do you like London.

F/l Too formal or informal Hi Mr Franklin, thank you for your letter…

Table 2: Correction Symbols (Harmer, 2004, p. 111)

The other type of feedback is the oral feedback. In fact, the decisions about to give

oral or written feedback depend on the students’ reading ability. For example, could students

understand what the teacher would write? So, talking with students is considered the

appropriate way to comment on students’ work. Generally, these comments could be at a

teachable moment (Brookhart, 2008). Chokwe (2011) agrees with this idea by suggesting that
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feedback needs to open more discussions, negotiations, and clarification between teachers and

students regarding academic writing conventions.

Oral feedback could be given individually or in groups. That is to say, the teacher

could give his oral comments and suggestions for every student, or he could talk to the whole

class about a common problem that students have. According to Brookhart (2008), there are

common ways to deliver individual and group oral feedback. Individual feedback could be

given quietly at the student’s desk while the other students are working, or at the teacher’s

desk. Group oral feedback could be provided at the beginning of the lecture where the teacher

summarizes his comments, or during the students’ performances in the class. For example, the

comments could be on how academic writing should be, which is the focus of this research.

In the short and the long run, this can lead students to a better understanding of what is

expected from them in writing academically.

3.6.2.2. Peer Feedback

Peer feedback is the other common used techniques in teaching writing. It is also

known as ‘peer review’, ‘peer editing’, or ‘peer response’. Peer feedback refers to students’

comments on each other drafts in an oral or written form. Serving different purposes, peer

feedback or “peer review can be seen as a formative developmental process that gives

[student] writers the opportunities to discuss their texts and discover others’ interpretations of

them” (Hyland and Hyland, 2006, p. 6). Peer feedback “has not received the same amount of

attention [compared with teacher feedback], especially in English as a Foreign Language

(EFL) academic contexts” (Morra and Romano, 2009, p. 19).

However, peer feedback in academic writing situations might not be effective, because

students who are involved in commenting and correcting each others’ drafts lack experience
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about the principles of academic writing, mainly its features and can provide response just on

superficial errors.  Hyland (2003) argues that “learners are (…) being inexperienced learners

may focus heavily on sentence level problems rather than ideas and organization” (p. 198).

This means that since students lack enough experience and knowledge about writing

academically, their feedback will be just on the surface problems such as capitalization and

leaving a space between paragraphs.

Conclusion

In this chapter, the emphasis is on the importance of raising students’ awareness

towards academic writing and its features. On that, different definitions of language

awareness-raising and its main types have been enumerated. Furthermore, awareness-raising

is reviewed in relation to the activities involved in this approach that could help learners

understand the standards of academic writing, as well as to get them to be familiar with its

conventions. This can be realized in academic contexts adhering to different steps as explicit

teaching and instructions, providing learners with sample texts, and extensive practice.

Additionally, this chapter tries to shed some light on the approaches to teaching

academic writing in addition to awareness-raising exercises. Besides, the tasks of teaching

academic writing have been highlighted which remain largely a challenge for both teachers

and EFL students.

The chapter is terminated by a detailed discussion on feedback and its types. Such an

unavoidable teachers’ pedagogic task has and continues to have an effective influence on

students’ awareness about academic writing particularly teacher’s response. The other

feedback, the peers feedback, has also been highlighted as it plays an important role in the

students’ tertiary tuition It indeed allows them to discover that they make mistakes and that
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they can correct them, of course not without the teacher’s presence, monitoring, and

interference.
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Chapter 4

Research Situation Analysis

Introduction

The present research aims at presenting and analyzing the data obtained from the

teachers’ and students’ pilot and main investigation questionnaires concerning their views and

attitudes about academic writing and its conventions. Besides, it presents and describes the

population and sampling process adopted in the main study.

Questionnaires allow understanding both respondents’ perceptions and views about

academic writing and its conventions. They also help determine the appropriate techniques

teachers should employ to aid students become aware of the nature of academic writing and

its main features.

4.1. The Pilot Study

A pilot study is a miniature study. As an operational definition, it is “a small –scale

trial before the main investigation, intended to assess the adequacy of the research design and

of the instruments to be used for data collection; piloting the data collection instruments is

essential, whether interview schedules or questionnaires are used” ( Sapsford and Jupp, 2006,

p. 103).

For this study, a pilot questionnaire was administered to both teachers and students.

The choice of using such a research instrument for piloting is based on the assumption that

questionnaires save time and are easy to administer. The pilot questionnaire was administered

to assess the questions’ clarity and the participants’ attitudes towards them.
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4.1.1. Teachers’ Pilot Questionnaire

The teachers’ pilot questionnaire was administered to four 2nd-year Written Expression

teachers at the Department of Letters and English Language, University of Constantine1. It

consists of eleven open and multiple-choice questions (see Appendix 01). The pilot

questionnaire was self-administered by the researcher to provide any necessary clarifications

or answers about their questions.

Questions 3, 6, 10 in the pilot questionnaire are open questions. For that the results are

not tabulated, and the results are analyzed based on teachers’ answers in full sentences.

Q. 01. Teachers’ degree

Table 3. Teachers’ Degree

Q. 02. Years of teaching English

Table 4. Years of Teaching English

Q. 03. Students’ academic writing knowledge

The four teachers agree that second year students have poor academic writing

knowledge.

Master/Magister PhD Total
03 01 04

75% 25% 100%

1-5 years 5-10 years 10-20 years 20 years and
more

01 00 01 02

25% 00% 25% 50%
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Q. 04. Students’ Writings are Academic or Not

Table 5. Teachers’ Views about Students’ Writings

Q. 05. Students’ awareness about academic writing features

Table 6. Students’ Awareness

Q. 06.  Definition of academic writing

Academic writing is defined as a conventional writing; it has conventional rules that

should be put into practice at the level of form or content of the written product.

Q. 07.  Explicit instructions in raising  students’ awareness

Table 7.   The Role of Explicit Instructions in Raising
Students’ Awareness

Q. 08.  Academic Writing Courses

Table 8. Academic Writing Courses

Yes No Total

01 03 04

25% 75% 100%

Yes No Total
00 04 04

0% 100% 100%

Yes No Total

02 02 04

50% 50% 100%

Yes No Total

03 01 04

75% 25% 100%
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Q. 09.  Time Allocated to Teach Written Expression

Table 9. Time to Teach Written Expression

Q. 10.  Approaches to Teach Writing

Three teachers say that they use the product approach because there is no enough time

to deal with the process of writing. The other teacher says that he uses both process and

product approach.

Q. 11. The Emphasis on the main Features While Teaching Academic Writing

Table 10. The Focus on the main Features While
Teaching Academic Writing

The results reveal that teachers agreed on the idea that second year students are not

aware of academic writing features; this is why they are unable to write academically. As a

feedback, they should receive explicit instructions concerning the nature of academic writing.

Moreover, the analysis of the pilot questionnaire helps gain better insights into the

plan of the questionnaire of the main study. For example, it was shown that teachers preferred

not to answer open questions. Thus, the number of this type of questions is limited by adding

multiple-choice questions, as well as some changes were brought in the questions to be used

in the questionnaires of the main study (see Appendix 2).

Yes No Total

00 04 04

0% 100% 100%

Yes No Total

03 01 04

75% 25% 100%
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Question 03 ‘What is your opinion of second year students’ academic writing’.

Multiple choices are added so that teachers can tick the appropriate answer. The added items

are ‘limited knowledge’, ‘have knowledge’, ‘they do not have knowledge’ (see Appendix 2).

Question 08 ‘Do you think that the inclusion of academic writing courses within

second year Written Expression course may help them raise their awareness about academic

writing features?’ has been restated to a clearer and a more direct one: ‘Do you think that

academic English to second year students would help them raise their awareness about

academic writing features?’

Question 10 ‘Which approach (es) do you follow when teaching writing?’ For

identifying the approaches, the items ‘Process Approach’, ‘Product Approach’, and ‘Genre

Approach’ were added.

Question 11 ‘How do you evaluate students’ writings that have an acceptable content,

but they are written non-academically?’ has been changed into ‘How do you evaluate your

students’ good but not-academic writings?’ Besides, two answer items are added for the

question; ‘I draw their attention that they are non-academic’ and ‘I do not draw their attention

because I focus more on other aspects of writing’. Furthermore, five (05) more questions were

added in the teachers’ questionnaire (see Appendix 02).

4.1.2. Students’ Pilot Questionnaire

A pilot questionnaire was administered to ten (10) second year students at the

Department of Letters and English Language, University of Constantine 1 in the middle of the

academic year 2012-2013. It consists of nine (09) open and multiple choice questions (see

Appendix 03). The following tables describe the students’ responses in the pilot

questionnaire.
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Q. 1. Years of studying English

Table 11. Years of Studying English

Q. 2. The writing genres students practice most

Table 12. The Most Writing Genres Students’ Write

Q. 3. Whether writing these genres academically

Table 13. Students Write These Genres Academically or Not

Q. 4. Definition of academic writing.

According to 90% of students, academic writing is how your essay should be coherent

and contains punctuation marks.

Q.5. Whether academic writing is characterized by different features

Table 14. Academic Writing has Different Features or Not

7-9 Years 10-11 Years Total

06 04 10

60% 40% 100%

Paragraphs Essays Research
Papers

Summaries

02 08 00 00

20% 80% 0% 0%

Yes No Do not know Total

05 01 04 10

50% 10% 40% 100%

Yes No Total

09 01 10

90% 10% 100%
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Q.6. Knowledge about academic writing features.

Table 15. Knowledge about Academic Writing Features

Q.7. Adequate preparation to write academically

Table 16. Preparing Students to Write Academically

Q.8. The necessity of having courses about academic writing

Table 17. On the Necessity of Having Courses
about Academic Writing

Q. 9. These courses may raise your awareness about academic writing

Table 18. The Role of Academic Writing Courses
in Raising Students’ Awareness

The results of students’ pilot questionnaire show that the respondents have superficial

ideas about the meaning of academic writing, i.e., they think that academic writing is just

caring about coherence, spelling, and punctuation marks. Moreover, 80% of students are not

familiar with the main features of academic writing. They assume that courses about the

Yes No Total

02 08 10

20% 80% 100%

Yes No Total

03 07 10

30% 70% 100%

Yes No Total
05 05 10

50% 50% 100%

Yes No Total

03 01 10

75% 25% 100%
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nature of academic writing raise their awareness about academic writing conventions. The

analysis of students’ pilot questionnaire led to some changes in the number, wording, and

structure of some questions.

Question 3 ‘Do you write these writing genres academically?’ The word ‘writing

genres’ was substituted by the word ‘kinds of writing’, because respondents found the word

‘genre’ difficult to understand.

Question 9 ‘Do you think that such courses may raise your awareness about academic

writing conventions?’ was restated as ‘Do you think that such courses will allow you learn

academic writing conventions?’

4.2. The Main Study

After that the necessary changes have been made, the main study was started.

4.2.1. Population and Sampling

Population and sampling are considered as key terms in research methodology context.

Population means all individuals of interest to the researcher. The research population is a

sample of eight teachers of written expression and sixty students chosen randomly from

second year students at the Department of English Language, the University of Constantine 1

who were chosen randomly. For randomization, we proceeded by taking the first thirty

students in the list from two different groups.

Working with second years was motivated by the fact that these students have already

been introduced to certain writing as well as grammatical rules during their freshman year.

Concerning the writing rules, these students studied in their first year how to write a
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paragraph. In the beginning of the second year, they have been introduced to how to construct

different types of essays such as example and cause and effect essay.

4.2.2. Teachers’ Questionnaire

4.2.2.1. Description of the Questionnaire

The teachers’ questionnaire (see Appendix 2) consists of eighteen questions. These

questions are close-ended and multiple choice questions. This questionnaire is mainly devoted

to teachers to give their opinions about their students’ knowledge concerning academic

writing, as well as the methodology followed to teach this professional kind of writing.

4.2.2.2. Administration of the Questionnaire

The questionnaire was administered to eight (8) teachers of Written Expression of the

second year in the Department of Letters and the English Language, University of

Constantine. It was administered in the middle of second term of the academic year 2012-

2013. Teachers were cooperative with the researcher, and they answered the questions on the

spot.

4.2.2.3. Analysis of the Questionnaire

Q.1. Which degree do you hold?

Magister/Master Ph D Total

07 01 08

87.5% 12.45% 100%

Table 19. Teachers’ Degree

As the above table indicates, the majority of the teachers 87.5% hold Magister/Master

degree; against 12.45% of them who hold the PhD.
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Q.2. Teaching experience

1-5 years 5-10 years 10- 20 years 20 years and
more Total

06 00 01 01 08

75% 0% 12.50% 12.50% 100%

Table 20. Teachers’ Teaching Experience

75% of the total respondents have between 1 to 5 years teaching experience, (0%)

from 5 to 10 years, (12.50%) from 10 to 20 years; against (12.50%) (one teacher) who has

been teaching English for 20 years and more. It is worth mentioning that teachers who hold

Master/Magister degree are involved in Doctorate research projects in Applied Linguistics

and TEFL.

Q.3. Teaching experience with Written Expression

1year 2 years 3 years and
more Total

01 01 06 08

12.50% 12.50% 75% 100%

Table 21. W.E. Teaching Experience

From Table 21, 75% of the total respondents (N=08) have been teaching Written

Expression for 3 years and more; against 12.50% have been teaching this module for 1 and 2

years.

Q.4. What is your opinion of second year students’ academic writing knowledge?

Limited
knowledge Have knowledge Have no

knowledge Total

06 00 02 08

75% 00% 25% 100%

Table 22.  Teachers’ Opinions about Students’
Academic Writing Knowledge
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Of the total respondents (N=08), 75% said that second year students have limited

academic writing knowledge; against 25% who said they do not have knowledge. Responses

to this question confirm to a large extent the results obtained in students’ questionnaire in

which they say that they are not familiar with the nature of academic writing and its

conventions such as cautious writing and objectivity.

Q.5. Do second year students have problems when writing assignments? If yes, what

are they?

Table 23. Problems When Writing Assignments

The results show that all the respondents said that students have problems when

writing assignments. According to teachers, students have problems with grammar rules,

spelling and punctuation, lack of academic vocabulary, and style.

Q.6. Do students write academically?

Table 24. Teachers’ Views about Students’ Academic Writing

In the table above, 75% of teachers see that students do not write academically, against

25% who answered ‘yes’. This means that writing academically is troublesome in the sense

that students are unable to construct academic written productions.

Yes No Total

08 00 08

100% 00% 100%

Yes No Total

02 06 10

25% 75% 100%
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Q.7. What is your definition of academic writing?

All the respondents gave the following definitions of academic writing:

“It is a type of writing that follows certain conventions and organization norms and

which is used in definite situations”.

“It is the type of writing used in particular contexts (university research)”.

“Academic writing is determined by the respect of the process before the product. This

is also related to the fact of training students and making them practice a lot to come to the

product achievement”.

“It is the activity to communicate formal written language respecting certain writing

conventions and rules”.

Q. 8. What do you think should be done to improve students’ use of academic writing

features?

The eight respondents suggested the following procedures:

- “Academic writing features should be taught explicitly”.

- “All teachers particularly of Written Expression should give explicit instructions about

all the aspects of academic writing, so that we can raise their awareness”.

- “One of the solutions is to do a lot of practice because two sessions of Written

Expression per week are not enough”.

- “Expose students to academic writing courses, since they would clarify for them the

prominent conventions of academic writing”.
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Q.9. Do you think that explicit instructions play a major role in raising students’ awareness

about academic writing features? If yes, explain why?

Table 25. The Role of Explicit Instructions in Raising Students’
Awareness about Academic Writing Features

The table above reveals that 100% of the respondents said that explicit instructions

play a major role in raising students’ awareness about academic writing features. The

respondents gave the following explanations:

- “Instructions are important, but students need more practice”.

- “The more we give direct instructions, the more students are going to be aware of the

prominent academic writing features”.

- “Students become more aware of academic writing features if these are explicitly

taught, because the input is clear for them. Besides, if teachers draw their students’

attention to academic writing conventions, they will likely use these features”.

Q.10. Do you think that teaching academic writing per se to second year students   would help

them raise their awareness about academic writing features?

Table 26. Teaching Academic English

100% of the respondents agreed that teaching academic writing would help students

become aware of academic writing features. Such an objective can be achieved if teachers

Yes No Total

08 00 10

100% 00% 100%

Yes No Total

08 00 10

100% 00% 100%
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review their writing courses, taking into account academic writing features to cover all the

aspects of academic writing.

Q.11. What do you think of the effective constituents of teaching academic writing?

Responding to this question reveals that teachers agree that 2nd year students should be

exposed to academic writing conventions and that these latter should be taught explicitly.

Furthermore, they insisted that they should draw their attention to the significant differences

between academic and non-academic writing.

Q.12. Do you think that two sessions per week of Written Expression/Academic writing

would help students to write academically? Please, say why?

Table 27. Time Allocated to Teach Written Expression and Academic Writing

The results indicate that 75% of the respondents said that two sessions per week are

not sufficient to help students write academically; against 25% who answered ‘yes’. The

teachers who answered ‘no’ in this question provided the following justifications:

- “Students do not have enough time to practice under the supervision of the teacher. In

addition, the number of students per group is huge, so we cannot do a good job”.

- “Three hours are not sufficient for effective practice and feedback.

- “There are different academic writing features that students need to learn. In other

words, if we take two sessions per week: one for theory, i.e., giving background

information for students and one for practice. Of course, one session is not enough, and

Yes No Total

02 06 08

25% 75% 100%
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without forgetting that writing is a process where students start from gathering ideas

until the submission of the final product.

Q.13. In your opinion, what makes students not write (if they do not write)   academically?

Lack of explicit
instructions

Lack of
practice

No exposure to
academic texts

Lack of explicit
instruction

+ lack of practice
Total

01 02 01 04 08

12,50% 25% 12,50% 50% 100%

Table 28. Reasons for not Writing Academically

The table above reveals that 50% of respondents claim that lack of explicit instructions

and practice lead students not to write academically, 25% of them said lack of practice,

12.50% lack of explicit instructions, and other 12.50% said that no exposure to academic texts

is the reason behind not writing academically. This indicates that providing explicit

instructions may raise students’ awareness to write academically.

Q.14. Which approach (es) do you follow in teaching writing?

Process
approach

Product
approach

Genre
Approach

Process
+

Product approach
Total

02 04 00 02 08

25% 50% 00% 25% 100%

Table 29. Approaches Used by Teachers in Writing

The results indicate that 50% of respondents use the product approach to teach

writing; 25% use the process approach, and other 25% use both Process and Product

Approach. These findings imply that the majority of teachers emphasize the final product that

students produce.
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Q.15. Please, explain the reasons for your choice?

The respondents justified their choices concerning the approach as follows:

- The four teachers (50%) who said that they used the Product Approach claim “because

of the size of groups and the limited time for practice”.

- The two teachers (25%) said “we use the Process Approach, so that students can know

the different steps they may go through in order to write an organized piece of writing”.

- “The Process Approach helps students to become aware of the problems they face

particularly generating ideas, the more they rewrite and revise their writings, the more

they improve their writing level”.

- The two teachers (25%) said “we use the Product and the Process Approach, because

students should first know the rules before producing”.

- “Using the two approaches allow students to know how to write effectively, as well as

to test their understanding of the different aspects of writing through their product”.

Q.16. How do you evaluate your students’ good but non-academic writing?

I draw their
attention

I do not draw their
attention Total

02 06 08

25% 75% 100%

Table 30.Teachers’ Evaluation of Students’ Good
but Non-academic Writing

Responses to this question show that 75% of the respondents do not draw their

students’ attention when their writings are good but non-academic because they focus on

other superficial aspects of writing; against 25% who draw their students’ attention that their

writings are not academic.
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Q.17. How would you consider an assignment which contains the different features of

academic writing?

All of the respondents (N=08), 100% claimed that any assignment which contains the

different features of academic writing is an effective piece of writing and appropriate in the

language teaching/ learning contexts,  because these features such as objectivity and cautious

writing make students’ production more academic.

Q.18. Do you think that teaching academic writing should focus on the main features that

make this genre distinct from the other genres? Please, explain why?

Table  31. Teaching Academic Writing Should
Focus on the Main Features

Of the total respondents (N=08), 75% answered ‘yes’; against 25% who said ‘no’. The

teachers who said that teaching academic writing should focus on the main features of

academic writing, claim that it may contribute in raising awareness about the specificities of

academic writing which is the teachers’ task. Moreover, they claim that writing in academic

contexts requires following certain rules and conventions. However, 25% who answered ‘no’

claim that practice should come first over a period of time, and then we should have to focus

on the main features. The other teacher said “it is just a matter of selected writing curriculum

(teachers together decide on the content of their writing program). It stands to reason, then,

that the focus of writing teachers varies according to chosen genre(s). Again, this is a matter

of teaching objectives which dictate the teaching approach to be appropriately adopted and

focused on. At the other extreme, teachers may decide on a multidimensional writing

Yes No Total

06 02 08

75% 25% 100%
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curriculum including academic writing that would be the main objective behind teaching

other writing genres.

4.2.3. Students’ Questionnaire

4.2.3.1. Description of the Questionnaire

The students’ questionnaire consists of fifteen open-ended and multiple choice

questions (see Appendix 4). The aim of this questionnaire is to get some information about

the students’ views and attitudes concerning the nature of academic writing.

More importantly, it seeks to know whether they are aware of the prominent features

of academic writing. The results of the questionnaire will help gain some information

regarding the difficulties while writing in academic writing contexts.

4.2.3.2. Administration of the Questionnaire

The questionnaire was handed out to sixty students which represent the research

sample. It was administered in the middle of the academic year in the classroom during a

Written Expression session in order to eliminate to the maximum the unwanted variables such

as not handing back the copies or not finishing answering all the questions. Moreover,

respondents were not allowed to talk to each other to guarantee personal answers and the

reliability of the results. The researcher self-administered the students’ questionnaire. In

addition, before collecting the questionnaires, students were asked to make sure that they

answered all the questions.
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4.2.3.3. Analysis of the Questionnaire

Q.1. How many years have you been studying English?

7-9 10- 11 Total

51 09 60

85% 15% 100%

Table 32. Years of Studying English

The results in Table 32 reveal that 85% of students have studied English for seven to

nine years; against 15% who have studied English for ten to eleven years. This implies that

they have nearly the same background of the English language. It is important to note that the

years of studying English language are counted from the middle school until the university

level.

Q.2. What kind of writing assignment do you practice most at the university?

Paragraphs Essays Research papers Summaries Total

26 32 1 1 60

43.33% 53.33% 1.66% 1.66% 100%

Table 33.  Kind of Writing Assignment Students Practice Most

Of the total respondents, (N=60), 53.33% who said that the essay is the kind of writing

assignment they write most, 43.33% who said that they write paragraphs, 1.66% said that they

write research papers, the same proportion 1.66% represents students who practice

summaries.
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Q.3. Do you write these academically?

Table 34. On Students’ Writing Academically

Table 34 shows that 46.66% said they do not know if they write academically or not,

41.66% said that they write academically; against 7% of the respondents said that they do not

write the four kinds of writing assignments academically.

Q.4. In your opinion, what is academic writing?

Analyzing the informants’ attitudes towards the nature of academic writing reveals

that 60% of the respondents said that academic writing is based on rules, correct grammar and

vocabulary, as well as the use of transitional markers. This implies that such a proportion of

students have superficial ideas concerning the nature of academic writing; against 40% said

that they do not have any idea regarding the definition of academic writing.

Q.5. Do you know that academic writing is characterized by different features?

Table 35. Academic Writing is Characterized by Different Features

The table show that 63.33% of the total respondents (N=60) answered by ‘no’; against

36.66% who answered by ‘yes’. Such results prove that many of second year students are not

aware of that academic writing is governed by certain features/conventions that should be

respected.

Yes No Don’t know Total

25 07 28 60

41.66% 11.66% 46.66% 100%

Yes No Total

22 38 60

36.66% 63.33% 100%
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Q.6. Do you know the main features of academic writing? If yes, name them.

Table 36. The Main Features of Academic Writing

This table reveals that 95% of the respondents have no idea about the main features of

academic writing; against 5% of the participants answered ‘yes’. This implies that our

students are not familiar with academic writing features. Concerning the students who

answered ‘yes’, there was only one student who named some of the features of academic

writing which are form and citation.

Q.7. Do you think that your teachers prepared you adequately to write academically at the

university?

Table 37. Teachers’ Preparation to Write Academically

The results show that 58.33% of the total respondents answered ‘no’; against 41.66%

who said ‘yes’.

Q.8. Do you think that there should be courses in you curriculum about the nature of

academic writing and its conventions?

Table 38. Courses on Academic Writing and Its Conventions

Yes No Total

03 57 08

05% 95% 100%

Yes No Total

25 35 60

41.66% 58.33% 100%

Yes No Not
necessary Total

43 05 12 60

71.66% 8.33% 20% 100%
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Out of 60 respondents, 71.66% answered that courses about the nature of academic

writing should be present in the curriculum in order to get the required knowledge; 20% who

said these courses are not necessary; against 8.33% of the respondents answered ‘no’.

Q.9. Do you think such courses may let you know/learn academic writing conventions?

Give reasons to your answers.

Table 39. The Role of Academic Writing Courses

Responses to this question show that the majority of participants 91.66% said ‘yes’;

against 8.33% who said ‘no’. Therefore, it is advisable to include such courses in the Written

Expression curriculum. As a matter of fact, the respondents’ arguments were:

- Academic writing courses help us to pay attention to the different features of academic

writing.

- We need to learn how to write academically in all modules, not only in Written

Expression module.

- Most of the students do not know how to write academically, and such courses will help

us to be more aware about academic writing.

Q.10. Do you receive explicit instructions and sample texts about how academic writing

should be?

Table  40. Explicit Instructions and Sample Texts
about Academic Writing

Yes No Total

55 05 60

91.66% 8.33% 100%

Yes No Total

19 41 60

31.66% 68.33% 100%
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The results reveal that 68.33% of the respondents said they have not received explicit

instructions and model texts about the nature of academic writing; against   31.66% who said

they have received explicit instructions about academic writing. This implies that students are

not aware of academic writing features due to the lack of explicit teaching.

Q.11. Do you think that explicit teaching and instructions about academic writing may make

you aware of academic writing features? Explain

Table 41. The Role of Explicit Instructions about Academic Writing

80% of the total respondents said that ‘yes’ regarding explicit instructions would make

them aware of academic writing features; against 20% who answered by ‘no’. It is worth

noting that out of the 60 respondents, 65% did not give explanations. The explanation of the

other 35% of respondents can be summarized in the following:

- “The more our teachers give us explicit instructions, the more we become aware of

academic writing features”.

- “Explicit instructions would help us to write better”.

- “It is important that our teachers should provide us with enough knowledge about

academic writing features, since we just write without following rules”.

Yes No Total

48 12 60

80% 20% 100%



106

Q.12. What do your teachers focus on when they evaluate your writing? You may   choose

more than one answer.

Content Grammar Academic features Total

10 48 02 60

16,66% 80 3,33% 100%

Table 42.   On the Writing Aspects Teachers  Focus on
for Evaluating Students’ Writings

The results obtained reveal that 80% of the total respondents said that teachers focus

on grammar when they evaluate their writings; 16.33% said they focus on content; against

3.33% who said that teachers focus on academic features.

Q.13. Do you think that two sessions per week of Written Expression help you to learn to

write academically? What do you suggest?

Table 43.  On Time Allocated to Teaching Written Expression

60% of the total respondents said that two sessions per week of Written Expression are

enough to learn to write academically; against 40% of them answered ‘no’, where they

suggested that they need more than two sessions to cover all the writing aspects including

academic writing.

Q.14. Do you receive written or oral feedback about academic writing?

Table 44. On Teachers’ Feedback on Students’ Writings
Concerning Academic Writing

Yes No Total

36 24 60

60% 40% 100%

Yes No Rarely Total

14 38 05 60

23.33% 68.33% 8.33% 100%
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The results indicate that 68.33% of the respondents answered that they do not receive

feedback concerning academic writing; 23.33% of them said that they do; against 8.33% who

said that they rarely receive feedback from their tutors about academic writing including

spelling, grammar mistakes, and indentation.

Q.15. What makes you aware that academic writing is characterized by different features?

A b C D a+b a+c b+c b+d Total

04 12 08 03 16 07 07 03 60

6,66% 20% 13,66% 5% 26,66% 11,66% 11,66% 5% 100%

a. extensive practice  b- explicit instructions   c- giving model texts   d-providing feedback

Table 45. On Students’ Awareness of Academic Writing Features

The results in Table 45 show that 26.66% of the informants said that the best way

which may make them aware that academic writing is characterized by different features is

extensive practice and explicit instructions about academic writing, 20% said explicit

instructions, 13.33% said giving model texts which illustrate how academic writing should be,

11.66% said that they need extensive practice with model texts, other 11.66% said that

explicit instructions and model texts, 6.66% said that they need a lot of practice, against 5%

who said providing feedback, and other 5% who also said that feedback should be

accompanied with explicit instructions.

4.2.4. Discussion of the Results

The analysis of teachers’ questionnaires reveals that 75% say that their students’

writings are not written according to academic standards as it is shown on Table 24.

Moreover, 50% of the total respondents (N=08)stated that providing students with appropriate
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guidance and explicit instructions about the nature of academic writing during Written

Expression courses with adequate and intensive practice is expected to help them acquire the

necessary and efficient knowledge regarding academic writing discipline. These obtained

results are explained by the fact that the emphasis should be on academic writing knowledge

which might be brought by the writing demands of the academic contexts. In other words,

academic writing knowledge might be a matter of selected writing curriculum, i.e., teachers

decide together on a multidimensional writing program including detailed academic writing

courses that would be the main objective of teaching writing at the university.

The second finding is related to students’ attitudes towards academic writing and its

main conventions where the majority of second-year students have a limited knowledge about

academic writing. This appeared from their answers on the nature of academic writing, i.e.,

the definition of academic writing, the salient features of academic writing where (95%) of

the total respondents (N=60) said that they do not know the conventions of academic writing;

as shown on Table35. Yet, there was only one student who answered that “citations and form

are important rules of academic writing”. At the same time, students (61.33%) think that

writing is caring just about grammar, the different paragraphs in a composition, and the

amount of information about a particular topic. These results might be an outcome of the lack

of explicit instructions about academic writing knowledge in Written Expression courses.

Moreover, the lack of extensive practice and exposure to authentic academic texts that are

considered essential to help students write academically. One possible interpretation to this

could be the insufficient time devoted to teach writing. This means that because second-years

have only two sessions (three hours) per week of Written Expression, thus teachers could not

provide them with all the necessary aspects and details about academic writing. To explain

more, if we take the two sessions of Written Expression: one for giving background

knowledge and the other for practice, of course, one session will not be enough to cover all
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sides of writing, and without forgetting that writing is a process where students start from

gathering ideas until to arrive to the final product.

Conclusion

Before conducting the main study, a pilot study was carried out through administering

pilot questionnaires for both teachers and students. The aim is to assess the research design

followed in the present research to know the participants views about the concept of academic

writing and what makes this kind of professional writing distinct from the other types of

writing, two questionnaires have been administered for both teachers and students. The

analysis of the data allowed seeing into the teachers’ perspectives about academic writing and

its teaching. Firstly, teachers agree that second year students at the Department of languages,

University of Constantine are not aware of the nature of academic writing and its prominent

features. Furthermore, the results support the importance of providing explicit instructions of

the academic writing features to ensure that students write academically at the university

level. In addition, making students aware of academic writing conventions will affect their

academic career positively now and in the future.

Chapter Five
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Chapter 5

Raising Students’ Awareness about Academic Writing Features:

The Situation Analysis

Introduction

This chapter is on the description and analysis of an experiment representing a study of

students’ awareness about academic writing features, particularly formality, cautious writing,

and objectivity. Such awareness raising that can be achieved through explicit instructions is

expected to help students’ in their academic career, i.e., they would write academically.

Furthermore, a detailed description of the research design, research procedures, and data

analysis are provided.

5.1. Research Design

The study is based on an experiment conducted to provide further explanations and

details on the development of the participants’ performance before and after the experiment

treatment. In other words, the experiment represents a study of raising awareness in second

year students to write academically through teachers’ interventions.

5.2. Population and Sampling

The experimental study took place in the Department of Letters and English language,

the University of Constantine 1. Two groups of 30 students each randomly chosen took part in

this study. This randomization is achieved by forming in the English Department second year

groups in a random distribution. The reason behind choosing to work with second years is that

these students have already been exposed to certain writing skills in their first year, as well as

they have also been during their second year in the phase of writing essays which is
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considered an important academic paper at the university. However, these students do not

write academic essays as the classroom observations indicated, the issue of interest to be

investigated through an experiment.

5.3. Tools of Research

The other research tool that is used in this study is a test (pre-test, post-test). It is

undertaken by a control group and an experimental one.

5.3.1. Pre-test

The pre-test is about writing essays about different five topics. These topics are

selected by the researcher. This selection is motivated by the fact that students can express

their ideas about intermediate level topics. Furthermore, they will write about topics that have

a relation to the different types of essays programmed in second year such as argumentative

and cause and effect.

5.3.2. Post-test

After the treatment that only the experimental group will receive, explicit instructions

about academic writing, both the control and the experimental group will be involved in

writing essays about four different topics. The main purpose of the post-test is to test the

experimental group awareness about academic writing features mainly objectivity, formality,

and cautious writing after the treatment, and compare the performance of the control group

that received no teaching treatment.

5.4. Procedures and Design of the Experiment

It is worth mentioning that the students who took part in the experiment are those

participants who answered the questionnaire, that is to say second year students at the

Department of Letters and the English Language, University of Constantine 1. These
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participants who took part in the experiment are divided into an experimental and a control

group. Prior to any intervention or explicit instructions for the experimental group, both

groups were asked by the researcher for a pre-test to write five essays on different topics in an

ordinary Written Expression session so that to determine their proficiency in writing

academically. Asking students to write five essays in the pre-test is to reduce the chance

factor and maximize practice and palpable data for analysis. Furthermore, the participants

were not informed that they take part in an experiment in order not to affect their behaviors.

The essay topics are the following:

1- Speaking more than one language is of a great advantage. Discuss

2- Time management is an important skill for college students to master. Write three

techniques students can use to effectively manage their time.

3- The three qualities of a good teacher.

4- If you can change two important things about your hometown, what would they be? Use

specific examples to support your answer.

5- Clothes can tell a lot about persons. What can you tell about judging them from the clothes

they wear?

The experimental group who received explicit teaching and instructions about academic

writing which lasted four weeks (two sessions per week of one hour and a half);while the

control group did not receive the experiment treatment. In the treatment sessions, the teacher

explained how and why academic writing is a special kind of writing that is governed by

conventions as style, wording, and conventions. All academic writing features were discussed,

with a special focus on the salient ones of objectivity, formality and cautious writing. In

addition, participants were provided with examples of essays and texts written by academic

writers. These procedures are expected to help students be aware of how academic writing

differs from other kinds of writing.
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After the treatment, the participants of both groups went through the post-test phase

which concluded to writing just four essays not five like the pre-test, because of time

constraints and the post-test was conducted in extra sessions of Written Expression, to check

whether there is any difference between their performance on academic writing features

before and after the treatment. Finally, the students’ essays (pre-test and post-test) were

collected by the researcher to guarantee to a large extent reliable data and results. The topics

of the post-test are the following:

1- Friendship ends? Give reasons.

2- Discuss the effects of the teachers’ values on students.

3- The difference between the old generation (parents’ generation) and the present generation

4- Studying in your country and studying abroad.

5.5. Results and Discussion

After collecting and correcting the students' essays of the pre-test and the post-test of

both groups, the results were tabulated. As put above, for the analysis, only ‘objectivity’,

‘formality’, and ‘cautious writing’ were considered per se because we cannot analyze all the

features and at the same time there are some of them such as referencing and footnotes which

could occur in extended research papers and cannot occur in students’ essays.

5.5.1. Pre-test Results (Control Group and Experimental Group)

Essay One: speaking more than one language is of a great advantage. Discuss

It appears, from Table 46 below that the results of the control group in essay one

shows that the majority of participants who present 25 out of 30 students did not use

objectivity at all in the first essay which is one of the features of academic writing. This

means that the total number of occurrences of objectivity in the students’ essay is 05 which

represent 11.11%. Yet, 09 occurrences which represent a rate of 20%for formality, and

68.89% represent the occurrences of cautious writing. It is worth mentioning that the total
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number of occurrences of these three features of academic writing in essay one of the control

group is just 45.

On the other hand, the experimental group shows 62 occurrences of the three features of

academic writing (100%),i.e. 14.51% represents objectivity, 45.16% of formal style, and 25%

represents the rate of occurrences of cautious writing. The obtained results of both groups

(control and experimental) imply the fact that students do not employ the three tackled

features sufficiently, as it is shown in the table below, particularly when we take the rates of

each student in isolation. One possible explanation for this outcome is that students are not

aware of academic writing features, as well as they may think that writing in academic

contexts, at the university level, does not require certain rules to follow.
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Table 46. Pre-test Performance of the Control and Experimental Groups in Essay One

Control Group Experimental Group
Student

s
Feature 1

(objectivity)
Feature 2

(formality)
Feature 3

(cautious writing)
Total Studen

ts Feature 1
(objectivity)

Feature 2
(formality)

Feature 3
(cautious writing) Total

S1 00 00 01 01 S1 00 00 01 01
00 % 00 % 2.22 % 2.22 % 00% 00% 1.61% 1.61%

S2 01 02 00 03 S2 00 03 01 04
2.22 % 4.44 % 00 % 6.66 % 00% 4.83% 1.61% 6.44%

S3 00 00 01 01 S3 00 01 01 02
00 % 00 % 2.22 % 2.22 % 00% 1.61% 1.61% 3.22%

S4 00 00 00 00 S4 00 00 01 01
00 % 00 % 00 % 00 % 00% 00% 1.61% 1.61%

S5 00 00 00 00 S5 00 01 00 01
00 % 00 % 00 % 00 % 00% 1.61% 00% 1.61%

S6 00 01 03 04 S6 00 01 01 02
00 % 2.22 % 6.67 % 8.89 % 00% 1.61% 1.61% 3.22%

S7 00 00 04 04 S7 00 01 00 01
00 % 00 % 8.89 % 8.89 % 00% 1.61% 00% 1.61%

S8 00 00 02 02 S8 00 02 00 02
00 % 00 % 4.44 % 4.44 % 00% 3.22% 00% 3.22%

S9 00 00 01 01 S9 01 00 01 02
00 % 00 % 2.22 % 2.22 % 1.61% 00% 1.61% 3.22%

S10 01 00 01 02 S10 01 01 00 02
2.22 % 00 % 2.22 % 4.44 % 1.61% 1.61% 00% 3.22%

S11 00 00 00 00 S11 00 02 01 03
00 % 00 % 00 % 00 % 00% 3.22% 1.61% 4.83 %

S12 00 01 01 02 S12 00 00 00 00
00 % 2.22 % 2.22 % 4.44 % 00% 00% 00% 00 %

S13 00 00 01 01 S13 00 01 01 02
00 % 00 % 2.22 % 2.22 % 00% 1.61% 1.61% 3.22%

S14 00 00 01 01 S14 00 01 00 01
00 % 00 % 2.22 % 2.22 % 00% 1.61% 00% 1.61%

S15 00 00 01 01 S15 03 00 00 03
00 % 00 % 2.22 % 2.22 % 4.83% 00% 00% 4.83%

S16
00 01 04 05

S16
02 01 00 03

00 % 2.22 % 8.89 % 11.11 3.22% 1.61% 00% 4.83%

S17 00 00 01 01% S17 00 00 00 00
00 % 00 % 2.22 % 2.22 % 00% 00% 00% 00%

S18 01 00 00 01 S18 00 03 03 06
2.22 % 00 % 00 % 2.22 % 00% 4.83% 4.83% 9.66%

S19 01 00 00 01 S19 00 00 00 00
2.22 % 00 % 00 % 2.22 % 00% 00% 00% 00%

S20 00 00 01 01 S20 00 01 00 01
00 % 00 % 2.22 % 2.22 % 00% 1.61% 00% 1.61%

S21 00 01 01 02 S21 00 00 01 01
00 % 2.22 % 2.22 % 4.44% 00% 00% 1.61% 1.61%

S22 00 00 00 00 S22 00 03 01 04
00 % 00 % 00 % 00 % 00% 4.83% 1.61% 6.44%

S23 00 00 02 02
S23

00 01 00 01
00% 00% 4.44% 4.44% 00% 1.61% 00% 1.61%

S24
00 01 00 01

S24

S24
00 00 01 01

00 % 2.22 % 00 % 2.22 % 00% 00% 1.61% 1.61%
S25 00 00 01 01 S25 01 01 02 04

00 % 00 % 2.22 % 2.22 % 1.61% 1.61% 3.22% 6.44%
S26 00 00 02 02 S26 00 00 01 01

00 % 00 % 4.44 % 4.44 % 00% 00% 1.61% 1.61%
S27 00 01 00 01 S27 00 00 03 03

00 % 2.22 % 00 % 2.22 % 00% 00% 4.83% 4.83%
S28 00 01 01 02 S28 00 01 03 04

00 % 2.22 % 2.22 % 4.44 % 00% 1.61% 4.83% 6.44%
S29 00 00 01 01 S29 01 01 01 03

00 % 00 % 2.22 % 2.22 % 1.61% 1.61% 1.61% 4.83%
S30 01 00 00 01 S30 00 02 01 03

2.22 % 00 % 00 % 2.22 % 00% 3.22% 1.61% 4.83%

Total 05 09 31 45 Total 09 28 25 62
11.11% 20% 68.89% 100 % 14.51% 45.16% 40.32% 100%



118

Essay two: Time management is an important skill for college students to master. Write three
techniques students can use to effectively manage their time.

Table 47: Pre-test Performance of the Control and Experimental Groups in Essay Two

Control Group Experimental Group

Students
Feature 1

(objectivity)
Feature 2

(formality)
Feature 3

(cautious writing) Total Studen
ts

Feature 1
(objectivity)

Feature 2
(formality)

Feature 3
(cautious writing) Total

S1 02 02 02 06 S1 01 00 01 02
4 % 4 % 4 % 12 % 2.63 % 00% 2.63 % 5.26 %

S2 00 02 01 03 S2 00 00 00 00
00 % 4 % 2 % 6 % 00% 00 % 00 % 00 %

S3 00 00 01 01 S3 00 02 00 02
00 % 00 % 2 % 2 % 00% 5.26 % 00 % 5.26 %

S4 00 00 01 01 S4 00 01 01 02
00 % 00 % 2 % 2 % 00% 2.63 % 2.63 % 5.26 %

S5 02 01 00 03 S5 00 00 00 00
4 % 2 % 00 % 6 % 00% 00 % 00 % 00 %

S6 01 01 01 03 S6 00 01 00 01
2 % 2 % 2 % 6 % 00% 2.63 % 00% 2.63 %

S7 00 00 00 00 S7 02 00 01 03
00 % 00 % 00 % 00 % 5.26 % 00 % 2.63 % 7.89 %

S8 00 00 00 00 S8 00 01 01 02
00 % 00 % 00 % 00 % 00% 2.63 % 2.63 % 5.26 %

S9 00 00 01 01 S9 00 01 00 01
00 % 00 % 2 % 2 % 00 % 2.63 % 00 % 2.63 %

S10 00 01 00 01 S10 00 02 00 02
00 % 2 % 00 % 2 % 00 % 5.26 % 00 % 5.26 %

S11 02 01 00 03 S11 01 00 01 02
4 % 2 % 00 % 6 % 2.63 % 00 % 2.63 % 5.26 %

S12 01 01 00 2 S12 01 00 01 02
2 % 2 % 00 % 4 % 2.63 % 00 % 2.63 % 5.26 %

S13 00 01 00 01 S13 00 01 00 01
00 % 2 % 00 % 2 % 00% 2.63 % 00 % 2.63 %

S14 00 00 00 00 S14 00 00 01 01
00 % 00 % 00 % 00 % 00% 00 % 2.63 % 2.63 %

S15 00 00 00 00 S15 01 01 00 02
00 % 00 % 00 % 00 % 2.63 % 2.63 % 00% 5.26 %

S16 00 00 01 01 S16 01 00 01 02
00 % 00 % 2 % 2 % 2.63 % 00 % 2.63 % 5.26 %

S17 01 01 00 02 S17 00 00 00 00
2 % 2 % 00 % 4 % 00% 00% 00% 00%

S18 03 00 01 04 S18 01 00 01 02
6 % 00 % 2 % 8 % 2.63 % 00 % 2.63 % 5.26 %

S19 00 00 00 00 S19 00 00 00 00
00 % 00 % 00 % 00 % 00% 00% 00% 00 %

S20 00 00 01 01 S20 00 00 00 00
00 % 00 % 2 % 2 % 00% 00 % 00% 00 %

S21 00 01 02 03 S21 00 01 00 01
00 % 2 % 4 % 6 % 00% 2.63 % 00 % 2.63 %

S22 00 00 02 02 S22 00 01 00 01
00 % 00 % 4 % 4 % 00% 2.63 % 00 % 2.63 %

S23 00 00 02 02 S23 00 00 01 01
00% 00% 4 % 4 % 00% 00 % 2.63 % 2.63 %

S24 02 02 01 05 S24 00 00 01 01
4 % 4 % 2 % 10 % 00% 00% 2.63 % 2.63 %

S25 00 00 00 00 S25 00 00 00 00
00 % 00 % 00 % 00 % 00 % 00 % 00 % 00 %

S26 00 01 00 01 S26 00 01 00 01
00 % 2 % 00 % 2 % 00% 2.63 % 00 % 2.63 %

S27 00 00 00 00 S27 00 00 01 01
00 % 00 % 00 % 00 % 00% 00% 2.63 % 2.63 %

S28 00 01 00 01 S28 01 00 00 01
00 % 2 % 00 % 2 % 2.63 % 00 % 00 % 2.63 %

S29 01 00 00 01 S29 01 00 01 02
2 % 00 % 00 % 2 % 2.63 % 00 % 2.63 % 5.26 %

S30 00 01 01 02 S30 01 01 00 02
00 % 2 % 2 % 4 % 2.63% 2.63 % 00 % 5.26 %

Total 15 17 18 50 Total 11 14 13 38
30 % 34 % 36 % 100 % 28.94 % 36.84 % 34.21% 100%
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The results of the pre-test of the control group yielded in the table above (Table 47)

show a significant increase in the rates of occurrences of objectivity, formality, and cautious

writing which represents 50 occurrences compared to the first essay. Thus, the control group

used 30% of objectivity, in more details; there are 22 students where objectivity does not

occur at all in their essays, as it is shown in Table 47. This means that students are subjective

in their writings. Formality represents of 34%; against cautious writing with 36% of the total

occurrences of the three features.

For the experimental group participants (N=30),they recorded the following: objectivity

28.94%, formality represents 36.84%, and cautious writing represents 34.21% of the total

occurrences which is 38.It appears clearly that students’ interests is still focused on the

surface characteristic of writing such as introduction, body, and conclusion, and are unaware

of the conventions of writing academically.

Essay Three: the three qualities of a good teacher

As can be noted in Table 48, the total number of occurrences of the three features in

the control group essays is 35. In effect, objectivity occurs 34.28%, formality and cautious

writing received respectively 45.71% and 20%. The following extracts taken from some

students’ essays illustrate their non-academic writing:

- “That’s why we need to use it fairly so that we don’t waste it for nothing, and as a

college student we need to use time in things we need and things that are important

for our study”.

- “… as we everybody know many business that including English or another

language”.

- “As we know many scholarships that include to study in those countries…”

What is not academic in these extracts is that students used certain conventions that

are not accepted while writing an academic text. For example, they used expressions like ‘we
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everybody know, as we know’ which imply that participants are not cautious in their writings.

Furthermore, they used contracted forms that are not appropriate in academic writing as

‘that’s why, don’t’. The reason behind these results is that second year students lack

knowledge about academic writing features; thus, their writings are non-academic. For

example, they overuse the subjective and informal style. Further examples of these extracts

are shown in students’ essays in Appendix 5.

For the experimental group, the participants (N=30) recorded for objectivity in the

third essay33.33%, formality 45.61%, and cautious writing shows a slight increase compared

to the control group essays which represents 40.32%.
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Table 48: Pre-test Performance of the Control and Experimental Groups in Essay Three

Control Group Experimental Group
Students Feature 1

(objectivity)
Feature 2

(formality)
Feature 3

(cautious  writing) Total Students Feature 1
(objectivity)

Feature 2
(formality)

Feature 3
(cautious writing)

Total

S1
02 01 00 03

S1
00 01 01 02

5.71 % 2.85 % 00 % 8.57 % 00% 1.75 % 1.75 % 3.50 %

S2 00 01 00 01 S2 01 01 00 02
00 % 2.85 % 00 % 2.85 % 1.75 % 1.75 % 00 % 3.50 %

S3 01 01 00 02 S3 02 01 00 03
2.85 % 2.85 % 00 % 5.71 % 3.50 % 1.75 % 00 % 5.26 %

S4 01 01 00 02 S4 00 01 00 01
2.85 % 2.85 % 00 % 5.71 % 00% 1.75% 00 % 1.75 %

S5 01 01 01 03 S5 00 00 00 00
2.85 % 2.85 % 2.85 % 8.57 % 00% 00 % 00% 00 %

S6 00 00 00 00 S6 02 02 01 05
00 % 00 % 00 % 00 % 3.50 % 3.50 % 1.75 % 8.77 %

S7 00 01 00 01 S7 02 02 00 04
00 % 2.85 % 00 % 2.85 % 3.50 % 3.50 % 00% 7.01 %

S8 00 02 00 02 S8 01 00 01 02
00 % 5.71 % 00 % 5.71 % 1.75 % 00 % 1.75 % 3.50 %

S9 01 00 00 01 S9 01 00 00 01
2.85 % 00 % 00 % 2.85 % 1.75% 00% 00 % 1.75 %

S10 01 00 00 01 S10 00 00 00 00
2.85 % 00 % 00 % 2.85 % 00 % 00 % 00 % 00 %

S11 00 00 01 01 S11 00 01 00 01
00 % 00 % 2.85 % 2.85 % 00% 1.75 % 00 % 1.75 %

S12 00 01 00 01 S12 01 01 00 02
00 % 2.85 % 00 % 2.85 % 1.75 % 1.75 % 00% 3.50 %

S13 01 00 01 02 S13 01 01 00 02
2.85 % 00 % 2.85 % 5.71 % 1.75 % 1.75 % 00 % 3.50 %

S14 01 01 01 03 S14 01 01 01 03
2.85 % 2.85 % 2.85 % 8.57 % 1.75 % 1.75 % 1.75 % 5.26 %

S15 00 00 00 00 S15 00 00 02 02
00 % 00 % 00 % 00 % 00 % 00 % 3.50 % 3.50 %

S16 00 00 01 01 S16 01 01 00 02
00 % 00 % 2.85 % 2.85 % 1.75 % 1.75% 00% 3.50 %

S17 00 00 01 01 S17 01 00 00 01
00 % 00 % 2.85 % 2.85 % 1.75 % 00% 00% 1.75 %

S18 00 00 00 00 S18 00 02 01 03
00 % 00 % 00 % 00 % 00% 3.50 % 1.75 % 5.26 %

S19 01 00 00 01 S19 00 02 00 02
2.85 % 00 % 00 % 2.85 % 00% 3.50 % 00% 3.50 %

S20 00 02 00 02 S20 00 01 00 01
00 % 5.71 % 00 % 5.71 % 00% 1.75 % 00% 1.75 %

S21 00 00 00 00 S21 00 00 01 01
00 % 00 % 00 % 00 % 00% 00% 1.75 % 1.75 %

S22 00 00 00 00 S22 00 00 01 01
00 % 00 % 00 % 00 % 00% 00 % 1.75 % 1.75 %

S23 01 00 00 01 S23 02 01 00 03
2.85 % 00% 00 % 2.85 % 3.50 % 1.75 % 00 % 5.26 %

S24 00 02 00 02 S24 01 02 01 04
00 % 5.71 % 00 % 5.71 % 1.75 % 3.50 % 1.75 % 7.01 %

S25 00 00 00 00 S25 00 00 00 00
00 % 00 % 00 % 00 % 00 % 00 % 00 % 00 %

S26 00 00 00 00 S26 01 03 00 04
00 % 00 % 00 % 00 % 1.75 % 5.26 % 00 % 7.01 %

S27 01 01 00 02 S27 00 00 01 01
2.85 % 2.85 % 00 % 5.71 % 00% 00% 1.75 % 1.75 %

S28 00 00 01 01 S28 00 01 00 01
00 % 00 % 2.85 % 2.85 % 00% 1.75 % 00 % 1.75 %

S29 00 01 00 01 S29 01 01 01 03
00 % 2.85 % 00 % 2.85 % 1.75 % 1.75 % 1.75 % 5.26 %

S30
00 00 00 00

S30
00 00 00 00

00 % 00 % 00 % 00 % 00 % 00 % 00 % 00 %

Total 12 16 07 35
Total

19 26 12 57
34.28 % 45.71 % 20 % 100 % 33.33 % 45.61 % 40.32% 100%
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Essay Four: If you can change two important things about your hometown, what would they
be? Use specific examples to support your answer.

Control Group Experimental Group
Students Feature 1

(objectivity)
Feature 2

(formality)
Feature 3

(cautious writing) Total
Students Feature 1

(objectivity)
Feature 2

(formality)
Feature 3

(cautious writing)
Total

S1 00 00 00 00 S1 00 00 00 00
00 % 00 % 00 % 00 % 00% 00 % 00 % 00 %

S2 01 00 00 01 S2 01 00 00 01
2.77 % 00 % 00 % 2.77 % 2.17 % 00 % 00 % 2.17 %

S3 00 02 00 02 S3 00 01 00 01
00 % 5.55 % 00 % 5.55 % 00 % 2.17 % 00 % 2.17 %

S4 00 02 00 02 S4 01 02 00 03
00 % 5.55 % 00 % 5.55 % 2.17 % 4.34 % 00 % 6.52 %

S5 00 00 00 00 S5 00 02 01 03
00 % 00 % 00 % 00 % 00% 4.34 % 2.17 % 6.52 %

S6 00 00 01 01 S6 02 00 00 02
00 % 00 % 2.77 % 2.77 % 4.34 % 00 % 00 % 4.34 %

S7 00 00 00 00 S7 00 01 00 01
00 % 00 % 00 % 00 % 00 % 2.17 % 00% 2.17 %

S8 00 00 01 01 S8 00 02 00 02
00 % 00 % 2.77 % 2.77 % 00 % 4.34 % 00 % 4.34 %

S9 00 00 00 00 S9 00 01 00 01
00 % 00 % 00 % 00 % 00 % 2.17 % 00 % 2.17 %

S10 00 00 01 01 S10 00 00 01 01
00 % 00 % 2.77 % 2.77 % 00 % 00 % 2.17 % 2.17 %

S11 00 02 00 02 S11 00 00 02 02
00 % 5.55% 00 % 5.55 % 00% 00 % 4.34 % 4.34 %

S12 00 01 00 01 S12 00 01 00 01
00 % 2.77 % 00 % 2.77 % 00 % 2.17 % 00% 2.17 %

S13 00 00 00 00 S13 00 00 01 01
00 % 00 % 00 % 00 % 00 % 00 % 2.17 % 2.17 %

S14 01 00 01 02 S14 00 02 00 02
2.77 % 00 % 2.77 % 5.55 % 00 % 4.34 % 00 % 4.34 %

S15 00 01 00 01 S15 00 02 01 03
00 % 2.77 % 00 % 2.77 % 00 % 4.34 % 2.17 % 6.52 %

S16 00 00 00 00 S16 00 01 00 01
00 % 00 % 00 % 00 % 00 % 2.17 % 00% 2.17 %

S17 00 01 00 01 S17 00 01 00 01
00 % 2.77 % 00 % 2.77 % 00 % 2.17 % 00% 2.17 %

S18 00 01 00 01 S18 01 01 01 03
00 % 2.77 % 00 % 2.77 % 2.17 % 2.17 % 2.17 % 6.52 %

S19 00 02 00 02 S19 00 01 00 01
00 % 5.55 % 00 % 5.55 % 00% 2.17 % 00% 2.17 %

S20 01 01 01 03 S20 00 00 02 02
2.77 % 2.77 % 2.77 % 8.33 % 00% 00 % 4.34 % 4.34 %

S21 01 00 00 01 S21 00 02 00 02
2.77 % 00 % 00 % 2.77 % 00% 4.34 % 00 % 4.34 %

S22
00 01 00 01

S22
00 01 00 01

00 % 2.77 % 00 % 2.77 % 00% 2.17 % 00 % 2.17 %

S23
02 00 00 02

S23
00 02 01 03

5.55 % 00% 00 % 5.55 % 00 % 4.34 % 2.17 % 6.52 %

S24 00 01 00 01 S24 00 02 00 02
00 % 2.77 % 00 % 2.77 % 00 % 4.34 % 00 % 4.34 %

S25 01 01 01 03 S25 01 01 00 02
2.77 % 2.77 % 2.77 % 8.33 % 2.17 % 2.17 % 00 % 4.34 %

S26 01 00 00 01 S26 00 00 00 00
2.77 % 00 % 00 % 2.77 % 00 % 00 % 00 % 00 %

S27 01 00 00 01 S27 01 01 00 02
2.77 % 00 % 00 % 2.77 % 2.17 % 2.17 % 00 % 4.34 %

S28 00 00 00 00 S28 00 00 01 01
00 % 00 % 00 % 00 % 00% 00 % 2.17 % 2.17 %

S29 00 01 01 02 S29 01 00 00 01
00 % 2.77 % 2.77 % 5.55 % 2.17 % 00 % 00 % 2.17 %

S30 01 01 01 03 S30 00 00 00 00
2.77 % 2.77 % 2.77 % 8.33 % 00 % 00 % 00 % 00 %

Total 10 18 08 36 Total 08 27 11 46
27.77 % 50 % 22.22% 100 % 17.39 % 58.69 % 23.91% 100%

Table 49. Pre-test Performance of the Control and Experimental Groups in Essay Four



123

It can be seen from Table 49 that the highest percentage is obtained by using formality

which occurs 18 times out of 36, i.e. 50%; against the lowest percentage which is cautious

writing 22.22%, the remaining 27.77%is for objectivity which represents 10 occurrences.

On the other hand, the experimental group used a total number of the three features

which is 46. Formality represents 58.69%, cautious writing 23.91%, against 17.39% of

objectivity. The results of both groups prove for another time that the majority of students are

not aware of academic writing rules. This means that we could not find more than 1 or 2

occurrences of the three features in an essay, as well as there are essays which do not include

objectivity, formality, and cautious writing at all i.e. no occurrence.

Essay Five: Clothes can tell a lot about persons. What can you tell about judging them from

the clothes they wear?

As it is shown in the table below, an improvement is noticeable in the students’ essays

of both control and experimental groups compared to the previous essays (1, 2, 3, and 4). This

might be attributed to the chance given to students to write more than one essay. For the

control group, the total number of occurrences of objectivity, formality, and cautious writing

is 59. Formality takes the highest part in students’ essays which represents 30 (50.34%),

cautious writing is 18 (30.50%), against 11 (18.64%) occurrences of objectivity, only 9

students include objectivity in their essays (no more than 2 occurrences in an essay).

Concerning the experimental group, the three tackled features occur 66 times. In more

details, cautious writing represents 34 i.e. 51.51%, yet objectivity and formality received the

same rate which is 24.24% i.e. 16 occurrences for each feature. On the whole, the results of

the pre-test are not high and almost similar to the results of the control group.
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Table 50: Pre-test Performance of the Control and Experimental Groups in Essay Five

Control Group Experimental Group
Students Feature 1

(objectivity)
Feature 2

(formality)
Feature 3

(cautious writing) Total
Students Feature 1

(objectivity)
Feature 2

(formality)
Feature 3

(cautious writing)
Total

S1 00 01 01 02 S1 02 02 01 05
00 % 1.69 % 1.69 % 3.38 % 3.03 % 3.03 % 1.51 % 7.57 %

S2 00 00 00 00 S2 00 00 02 02
00 % 00 % 00 % 00 % 00 % 00 % 3.03 % 3.03 %

S3 00 00 01 01 S3 00 00 00 00
00 % 00 % 1.69 % 1.69 % 00 % 00 % 00 % 00 %

S4 00 00 01 01 S4 00 01 00 01
00 % 00 % 1.69 % 1.69 % 00 % 1.51 % 00 % 1.51 %

S5 01 03 01 05 S5 00 00 02 02
1.69 % 5.08 % 1.69 % 8.47 % 00% 00 % 3.03 % 3.03 %

S6 02 01 01 04 S6 00 00 03 03
3.38 % 1.69 % 1.69 % 6.77 % 00 % 00 % 4.54 % 4.54 %

S7 01 02 01 04 S7 00 00 01 01
1.69 % 3.38 % 1.69 % 6.77 % 00 % 00 % 1.51 % 1.51 %

S8 01 01 00 02 S8 02 00 01 03
1.69 % 1.69 % 00 % 3.38 % 3.03 % 00 % 1.51 % 4.54 %

S9 00 00 00 00 S9 01 00 00 01
00 % 00 % 00 % 00 % 1.51 % 00 % 00 % 1.51 %

S10 00 01 00 01 S10 01 01 02 04
00 % 1.69 % 00 % 1.69 % 1.51 % 1.51 % 3.03 % 6.06 %

S11 00 03 01 04 S11 01 00 02 03
00 % 5.08 % 1.69 % 6.77 % 1.51 % 00 % 3.03 % 4.54 %

S12 00 00 01 01 S12 02 01 01 04
00 % 00 % 1.69 % 1.69 % 3.03 % 1.51 % 1.51 % 6.06 %

S13 01 01 00 02 S13 00 01 02 03
1.69 % 1.69 % 00 % 3.38 % 00 % 1.51 % 3.03 % 4.54 %

S14 00 00 00 00 S14 00 00 00 00
00 % 00 % 00 % 00 % 00 % 00 % 00 % 00 %

S15 00 02 01 03 S15 01 00 01 02
00 % 3.38 % 1.69 % 5.08 % 1.51 % 00 % 1.51 % 3.03 %

S16 01 02 04 07 S16 00 00 00 00
1.69 % 3.38 % 6.77 % 11.86 % 00 % 00 % 00% 00 %

S17 00 00 00 00 S17 00 00 01 01
00 % 00 % 00 % 00 % 00 % 00 % 1.51 % 1.51 %

S18 01 00 00 01 S18 01 00 01 02
1.69 % 00 % 00 % 1.69 % 1.51 % 00 % 1.51 % 3.03 %

S19 01 00 00 01 S19 02 01 01 04
1.69 % 00 % 00 % 1.69 % 3.03% 1.51 % 1.51 % 6.06 %

S20 00 01 00 01 S20 00 01 02 03
00 % 1.69 % 00 % 1.69 % 00% 1.51 % 3.03 % 4.54 %

S21 00 02 00 02 S21 01 00 02 03
00 % 3.38 % 00 % 3.38 % 1.51 % 00 % 3.03 % 4.54 %

S22 00 01 00 01 S22 01 01 01 03
00 % 1.69 % 00 % 1.69 % 1.51% 1.51 % 1.51 % 4.54 %

S23 01 00 01 02 S23 00 02 00 02
1.69 % 00% 1.69 % 3.38 % 00 % 3.03 % 00 % 3.03 %

S24 00 01 02 03 S24 00 03 00 03
00 % 1.69 % 3.38 % 5.08 % 00 % 4.54 % 00 % 4.54 %

S25 00 02 00 02 S25 00 00 02 02
00 % 3.38 % 00 % 3.38 % 00 % 00 % 3.03 % 3.03 %

S26 00 03 00 03 S26 00 00 02 02
00 % 5.08 % 00 % 5.08 % 00 % 00 % 3.03 % 3.03 %

S27 00 01 00 01 S27 00 00 01 01
00 % 1.69 % 00 % 1.69 % 00 % 00 % 1.51 % 1.51 %

S28 00 01 00 01 S28 01 00 00 01
00 % 1.69 % 00 % 1.69 % 1.51% 00 % 00 % 1.51 %

S29 00 00 00 00 S29 00 02 02 04
00 % 00 % 00 % 00 % 00 % 3.03 % 3.03 % 6.06 %

S30 01 01 02 04 S30 00 00 01 01
1.69 % 1.69 % 3.38 % 6.77 % 00 % 00 % 1.51 % 1.51 %

Total 11 30 18 59 Total 16 16 34 66
18.64 % 50.84 % 30.50% 100 % 24.24 % 24.24 % 51.51% 100%
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5.5.2. Post-test Results (Control Group and Experimental Group)

Essay Six: Friendship ends? Give reasons.

The results presented in Table 51 show the post-test achievements of the control group

and the experimental one. As mentioned before in this chapter, the control group during the

post-test did not receive any treatment such as explicit teaching and instructions about

academic writing conventions which is not the case for the experimental group. For the

control group, the participants used 65 as a total number of occurrences of the three features.

The number of features is slightly increased compared to the number used in the previous

essays. Both of objectivity and formality record the same rate 25 i.e.38.64%, against cautious

writing which represents 15 i.e. 23.07%.

On the other hand, the results of the experimental group in the post-test show clearly

that there is a noticeable distinctive improvement in using academic writing features. This

distinctive increase can be noticed from the total number of occurrences of objectivity,

formality and cautious writing, which are 97. Formality takes the highest percentage which

is45 (46.39%), objectivity is 33 (34.02%), against cautious writing that has the low rate which

is 19 (19.58%). These results prove that awareness raising strategy, explicit instructions on

academic writing, affects the participants’ performance through using some features that

make their written productions more academic.
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Control Group Experimental Group
Students Feature 1

(objectivity)
Feature 2

(formality)
Feature 3

(cautious writing)
Total Students Feature 1

(objectivity)
Feature 2

(formality)
Feature 3

(cautious writing)
Total

S1 01 01 01 03 S1 02 03 04 09
1.53 % 1.53 % 1.53 % 4.61 % 2.06 % 3.09 % 4.12 % 9.27 %

S2 00 00 01 01 S2 01 01 02 04
00 % 00 % 1.53 % 1.53 % 1.03 % 1.03 % 2.06 % 4.12 %

S3 00 01 02 03 S3 01 02 01 04
00 % 1.53 % 3.07 % 4.61 % 1.03 % 2.06 % 1.03 % 4.12 %

S4 00 00 00 00 S4 00 02 01 03
00 % 00 % 00 % 00 % 00 % 2.06 % 1.03 % 3.09 %

S5 00 00 01 01 S5 00 04 00 04
00 % 00 % 1.53 % 1.53 % 00% 4.12 % 00 % 4.12 %

S6 02 00 00 02 S6 00 03 01 04
3.07 % 00 % 00 % 3.07 % 00 % 3.09 % 1.03 % 4.12 %

S7 01 00 00 01 S7 00 01 00 01
1.53 % 00 % 00 % 1.53 % 00 % 1.03 % 00 % 1.03 %

S8 01 02 01 04 S8 01 01 00 02
1.53 % 3.07 % 1.53 % 6.15 % 1.03 % 1.03 % 00 % 2.06 %

S9 00 01 00 01 S9 02 01 01 04
00 % 1.53 % 00 % 1.53 % 2.06 % 1.03 % 1.03 % 4.12 %

S10 01 00 01 02 S10 00 01 01 02
1.53 % 00 % 1.53 % 3.07 % 00 % 1.03 % 1.03 % 2.06 %

S11 00 01 00 01 S11 01 01 01 03
00 % 1.53 % 00 % 1.53 % 1.03 % 1.03 % 1.03 % 3.09 %

S12 01 01 01 03 S12 01 02 01 04
1.53 % 1.53 % 1.53 % 4.61 % 1.03 % 2.06 % 1.03 % 4.12 %

S13 02 00 01 03 S13 02 01 00 03
3.07 % 00 % 1.53 % 4.61 % 2.06 % 1.03 % 00 % 3.09 %

S14 01 03 02 06 S14 00 01 00 01
1.53 % 4.61 % 3.07 % 9.23 % 00 % 1.03 % 00 % 1.03 %

S15 02 01 01 04 S15 02 03 01 06
3.07 % 1.53 % 1.53 % 6.15 % 2.06 % 3.09 % 1.03 % 6.18 %

S16 00 00 00 00 S16 03 01 00 04
00 % 00 % 00 % 00 % 3.09 % 1.03 % 00% 4.12 %

S17 00 03 00 03 S17 01 01 00 02
00 % 4.61 % 00 % 4.61 % 1.03 % 1.03 % 00 % 2.06 %

S18 00 00 00 00 S18 01 02 00 03
00 % 00 % 00 % 00 % 1.03 % 2.06 % 00 % 3.09 %

S19 00 01 00 01 S19 00 03 00 03
00 % 1.53 % 00 % 1.53 % 00% 3.09 % 00 % 3.09 %

S20 00 02 00 02 S20 00 00 00 00
00 % 3.07 % 00 % 3.07 % 00% 00 % 00 % 00 %

S21 00 02 00 02 S21 01 00 00 01
00 % 3.07 % 00 % 3.07 % 1.03 % 00 % 00 % 1.03 %

S22 00 00 00 00 S22 01 01 00 02
00 % 00 % 00 % 00 % 1.03 % 1.03 % 00 % 2.06 %

S23 03 00 00 03 S23 02 00 01 03
4.61 % 00% 00 % 4.61 % 2.06 % 00 % 1.03 % 3.09 %

S24 02 02 00 04 S24 01 02 01 04
3.07 % 3.07 % 00 % 6.15 % 1.03 % 2.06 % 1.03 % 4.12 %

S25 01 01 01 03 S25 03 01 01 05
1.53 % 1.53 % 1.53 % 4.61 % 3.09 % 1.03 % 1.03 % 5.15 %

S26 00 00 00 00 S26 02 02 00 04
00 % 00 % 00 % 00 % 2.06 % 2.06 % 00 % 4.12 %

S27 00 00 00 00 S27 02 01 00 03
00 % 00 % 00 % 00 % 2.06 % 1.03 % 00 % 3.09 %

S28 02 01 00 03 S28 03 01 00 04
3.07 % 1.53 % 00 % 4.61 % 3.09 % 1.03 % 00 % 4.12 %

S29 03 00 02 05 S29 00 01 01 02
4.61 % 00 % 3.07 % 7.69 % 00 % 1.03 % 1.03 % 2.06 %

S30 02 02 00 04 S30 00 02 01 03
3.07 % 3.07 % 00 % 6.15 % 00 % 2.06 % 1.03 % 3.09 %

Total 25 25 15 65 Total 33 45 19 97
38.46 % 38.46 % 23.07% 100 % 34.02 % 46.39 % 19.58% 100%

Table 51: Post-test Performance of the Control and Experimental Groups in Essay Six
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Essay Sven: Discuss the effects of the teachers’ values on students.

Control Group Experimental Group

Students Feature 1
(objectivity)

Feature 2
(formality)

Feature 3
(cautious writing) Total

Students Feature 1
(objectivity)

Feature 2
(formality)

Feature 3
(cautious writing)

Total

S1 03 01 00 04 S1 03 04 01 08
5.66 % 1.88 % 00 % 7.54 % 2.80 % 3.73 % 0.93 % 7.47 %

S2 00 02 00 02 S2 00 01 01 02
00 % 3.77 % 00 % 3.77 % 00 % 0.93 % 0.93 % 1.86 %

S3 00 01 00 01 S3 02 01 04 07
00 % 1.88 % 00 % 1.88 % 1.86 % 0.93 % 3.73 % 6.54 %

S4 01 01 00 02 S4 02 01 01 04
1.88 % 1.88 % 00 % 3.77 % 1.86 % 0.93 % 0.93 % 3.73 %

S5 00 00 00 00 S5 02 02 00 04
00 % 00 % 00 % 00 % 1.86 % 1.86 % 00 % 3.73 %

S6 00 00 00 00 S6 00 00 01 01
00 % 00 % 00 % 00 % 00 % 00 % 0.93 % 0.93 %

S7 03 01 00 04 S7 01 01 02 04
5.66 % 1.88 % 00 % 7.54 % 0.93 % 0.93 % 1.86 % 3.73 %

S8 00 01 00 01 S8 01 01 01 03
00 % 1.88 % 00 % 1.88 % 0.93 % 0.93 % 0.93 % 2.80 %

S9 00 00 00 00 S9 03 04 01 08
00 % 00 % 00 % 00 % 2.80 % 3.73 % 0.93 % 7.47 %

S10 02 03 00 05 S10 01 02 02 05
3.77 % 5.66 % 00 % 9.43 % 0.93 % 1.86 % 1.86 % 4.67 %

S11 02 01 00 03 S11 00 00 00 00
3.77 % 1.88 % 00 % 5.66 % 00 % 00 % 00 % 00 %

S12 02 01 00 03 S12 00 04 01 05
3.77 % 1.88 % 00 % 5.66 % 00 % 3.73 % 0.93 % 4.67 %

S13 00 01 00 01 S13 00 02 00 02
00 % 1.88 % 00 % 1.88 % 00 % 1.86 % 00 % 1.86 %

S14 00 00 00 00 S14 00 01 03 04
00 % 00 % 00 % 00 % 00 % 0.93 % 2.80 % 3.73 %

S15 01 01 00 02 S15 00 01 01 02
1.88 % 1.88 % 00 % 3.77 % 00 % 0.93 % 0.93 % 1.86 %

S16 01 01 00 02 S16 02 04 01 07
1.88 % 1.88 % 00 % 3.77 % 1.86 % 3.73 % 0.93% 6.54 %

S17 00 01 01 02 S17 00 00 00 00
00 % 1.88 % 1.88 % 3.77 % 00 % 00 % 00 % 00 %

S18 03 00 01 04 S18 00 00 01 01
5.66 % 00 % 1.88 % 7.54 % 00 % 00 % 0.93 % 0.93 %

S19 00 00 00 00 S19 00 02 02 04
00 % 00 % 00 % 00 % 00% 1.86 % 1.86 % 3.73 %

S20 01 00 03 04 S20 00 00 00 00
1.88 % 00 % 5.66 % 7.54 % 00% 00 % 00 % 00 %

S21 00 01 00 01 S21 00 00 02 02
00 % 1.88 % 00 % 1.88 % 00 % 00 % 1.86 % 1.86 %

S22 01 02 01 04 S22 02 02 01 05
1.88 % 3.77 % 1.88 % 7.54 % 1.86 % 1.86 % 0.93 % 4.67 %

S23 00 01 01 02 S23 03 02 00 05
00 % 1.88 % 1.88 % 3.77 % 2.80 % 1.86 % 00 % 4.67 %

S24 00 00 00 00 S24 01 02 01 04
00 % 00 % 00 % 00 % 0.93 % 1.86 % 0.93 % 3.73 %

S25 01 01 00 02 S25 00 02 01 03
1.88 % 1.88 % 00 % 3.77 % 00 % 1.86 % 0.93 % 2.80 %

S26 00 01 00 01 S26 02 02 03 07
00 % 1.88 % 00 % 1.88 % 1.86 % 1.86 % 2.80 % 6.54 %

S27 00 00 01 01 S27 01 02 01 04
00 % 00 % 1.88 % 1.88 % 0.93 % 1.86 % 0.93 % 3.73 %

S28 00 00 01 01 S28 00 00 01 01
00 % 00 % 1.88 % 1.88 % 00 % 00 % 0.93 % 0.93 %

S29 00 00 01 01 S29 00 01 00 01
00 % 00 % 1.88 % 1.88 % 00 % 0.93 % 00 % 0.93 %

S30 00 00 00 00 S30 01 01 02 04
00 % 00 % 00 % 00 % 0.93 % 0.93 % 1.86 % 3.73 %

Total 21 22 10 53 Total 27 45 35 107
39.62 % 41.50 % 18.86% 100 % 25.23 % 42.05 % 32.71% 100%

Table 52: Post-test Performance of the Control and Experimental Groups in Essay
Seven
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The results of the control group in the post-test (Table 52) reveal that the participants

used nearly the same rate of objectivity and formality. Both of them represent (39.62%) and

(41.550%) respectively. Yet, cautious writing records a low rate compared to the other

features which is (18.86%). The obtained results show that students are still not aware of

academic writing features despite the fact of giving the chance to practice more than one

essay.

On the contrary, the results of the experimental group post-test show that there are

higher percentages of using academic writing features compared to the previous essays. This

means that the rates are getting higher from one essay to another particularly the number of

occurrences of cautious writing which is increased from 19 to 35 occurrences. So, we can

infer that the subjects of the experimental group started to respond to the experiment

treatment which is explicit instructions and intensive practice. Thus, the total number of

occurrences of the three features is 107. Formality represents the highest percentage 45

(42.05%), followed by cautious writing 35 (32.71%). However, objectivity records 27

occurrences, i.e., (25.23%).

Essay Eight: The difference between the old generation (parents’ generation) and the present

generation.

The analysis of the data obtained in Table 53 indicates that the performance of the

students in essay eight does not achieve any improvement in using academic writing features

compared with the previous essays. That is to say, students do not write academically at the

university level. At the same time, the total number of occurrences of objectivity, formality,

and cautious writing in control group essays ranges from 35 to 65 occurrences. In this essay,

the number of occurrences of the mentioned academic writing features is 55. Formality

represents 26 i.e.45.61%, objectivity is 18 i.e.31.57%, against cautious writing which obtained

13 i.e. 22.80%.
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On the other hand, the experimental group results reveal high level of occurrences of

academic writing features. This means that students become aware to employ academic

writing rules in their written productions. This appears from the total number of occurrences

of these features which is 115. In more details, formality occurs 53, i.e. 46.08%, objectivity

represents 42i.e. 36.52%, against cautious writing which is 20, i.e. 17.39%.
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Table 53: Post-test Performance of the Control and Experimental Groups in Essay Eight

Control Group Experimental Group

Students Feature 1
(objectivity)

Feature 2
(formality)

Feature 3
(cautious writing) Total

Students Feature 1
(objectivity)

Feature 2
(formality)

Feature 3
(cautious writing)

Total

S1 00 02 00 02 S1 01 00 00 01
00 % 3.50 % 00 % 3.50 % 0.86 % 00 % 00 % 0.86 %

S2 01 01 00 02 S2 01 01 01 03
1.75 % 1.75 % 00 % 3.50 % 0.86 % 0.86 % 0.86 % 2.60 %

S3 00 01 01 02 S3 01 02 00 03
00 % 1.75 % 1.75 % 3.50 % 0.86 % 1.73 % 00 % 2.60 %

S4 02 02 01 05 S4 01 04 01 06
3.50 % 3.50 % 1.75 % 8.77 % 0.86 % 3.47 % 0.86 % 5.21 %

S5 01 00 00 01 S5 02 04 02 08
1.75 % 00 % 00 % 1.75 % 1.73 % 3.47 % 1.73 % 6.95 %

S6 00 02 01 03 S6 03 04 02 09
00 % 3.50 % 1.75 % 5.26 % 2.60 % 3.47 % 1.73 % 7.82 %

S7 00 01 01 02 S7 02 04 01 07
00 % 1.75 % 1.75 % 3.50 % 1.73 % 3.47 % 0.86 % 6.08 %

S8 00 00 00 00 S8 00 01 01 02
00 % 00 % 00 % 00 % 00 % 0.86 % 0.86 % 1.73 %

S9 00 01 00 01 S9 00 01 01 02
00 % 1.75 % 00 % 1.75 % 00 % 0.86 % 0.86 % 1.73 %

S10 01 01 00 02 S10 00 01 00 01
1.75 % 1.75 % 00 % 3.50 % 00 % 0.86 % 00 % 0.86 %

S11 02 00 01 03 S11 03 01 00 04
3.50 % 00 % 1.75 % 5.26 % 2.60 % 0.86 % 00 % 3.47 %

S12 00 02 00 02 S12 00 00 00 00
00 % 3.50 % 00 % 3.50 % 00 % 00 % 00 % 00 %

S13 01 01 01 03 S13 00 01 00 01
1.75 % 1.75 % 1.75 % 5.26 % 00 % 0.86 % 00 % 0.86 %

S14 00 00 00 00 S14 03 03 01 07
00 % 00 % 00 % 00 % 2.60 % 2.60 % 0.86 % 6.08 %

S15 01 01 01 03 S15 00 01 00 01
1.75 % 1.75 % 1.75 % 5.26 % 00 % 0.86 % 00 % 0.86 %

S16 01 02 00 03 S16 03 01 00 04
1.75 % 3.50 % 00 % 5.26 % 2.60 % 0.86 % 00 % 3.47 %

S17 00 01 00 01 S17 02 03 00 05
00 % 1.75 % 00 % 1.75 % 1.73 % 2.60 % 00 % 4.34 %

S18 00 00 00 00 S18 02 00 01 03
00 % 00 % 00 % 00 % 1.73 % 00 % 0.86 % 2.60 %

S19 01 01 01 03 S19 02 04 01 07
1.75 % 1.75 % 1.75 % 5.26 % 1.73 % 3.47 % 0.86 % 6.08 %

S20 02 00 00 02 S20 01 01 02 04
3.50 % 00 % 00 % 3.50 % 0.86% 0.86 % 1.73 % 3.47 %

S21 00 01 01 02 S21 03 02 00 05
00 % 1.75 % 1.75 % 3.50 % 2.60 % 1.73 % 00 % 4.34 %

S22 00 00 00 00 S22 02 00 01 03
00 % 00 % 00 % 00 % 1.73 % 00 % 0.86 % 2.60 %

S23 00 01 01 02 S23 01 00 00 01
00 % 1.75 % 1.75 % 3.50 % 0.86 % 00 % 00 % 0.86 %

S24 01 00 00 01 S24 01 00 00 01
1.75 % 00 % 00 % 1.75 % 0.86 % 00 % 00 % 0.86 %

S25 02 00 01 03 S25 01 02 00 03
3.50 % 00 % 1.75 % 5.26 % 0.86 % 1.73 % 00 % 2.60 %

S26 00 00 01 01 S26 02 04 01 07
00 % 00 % 1.75 % 1.75 % 1.73 % 3.47 % 0.86 % 6.08 %

S27 00 00 00 00 S27 02 02 01 05
00 % 00 % 00 % 00 % 1.73 % 1.73 % 0.86 % 4.34 %

S28 00 01 01 02 S28 01 03 00 04
00 % 1.75 % 1.75 % 3.50 % 0.86 % 2.60 % 00 % 3.47 %

S29 01 02 00 03 S29 01 02 02 05
1.75 % 3.50 % 00 % 5.26 % 0.86 % 1.73 % 1.73 % 4.34 %

S30 01 02 00 03 S30 01 01 01 03
1.75 % 3.50 % 00 % 5.26 % 0.86 % 0.86 % 0.86 % 2.60 %

Total 18 26 13 57 Total 42 53 20 115
31.57 % 45.61 % 22.80% 100 % 36.52 % 46.08 % 17.39% 100%
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Essay Nine: Studying in your country and studying abroad.

Table 54 below reveals the results of the control and experimental groups in using the

academic writing features which are objectivity, formality, and cautious writing. For the

control group, participants use formality 27, i.e. 49.09% which takes the highest part in essay

nine. Objectivity represents 17 that is 30.90%; against 11or 20% of cautious writing. Such

results confirm what is obtained in the teachers’ and students’ questionnaires where teachers

said that second year students have limited knowledge about academic writing conventions,

that they are not aware that academic writing is governed by features that should be present in

their written productions including essays.

Concerning the experimental group, an increase is noticed in the rate of using the three

features in essay nine. In total, the three features occurred 128. This means that formality

increased remarkably 82 or 64.06%, cautious writing occurs 24, i.e. 18.75%, and objectivity

represents 22 that is 17.18%.

On the whole, the distinctive increase in the occurrences of academic writing features in

the experimental group essays proves the positive effects of awareness raising treatment

which are explicit instructions and intensive practice. These awareness raising strategies were

applied during the implementation of the experiment. So, the assumption of the research that

underlines the importance of providing students with explicit instructions and practice is

confirmed.
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Table 54: Post-test Performance of the Control and Experimental Groups in Essay Nine

Control Group Experimental Group

Students
Feature 1

(objectivity
Feature 2
(formality

Feature 3
(cautious writing) Total Students

Feature 1
(objectivity)

Feature 2
(formality)

Feature 3
(cautious
writing)

Total

S1 01 02 01 04 S1 00 03 01 04
1.81 % 3.63 % 1.81 % 7.27 % 00 % 2.34 % 0.78 % 3.12 %

S2 00 00 00 00 S2 03 02 00 05
00 % 00 % 00 % 00 % 2.34 % 1.56 % 00 % 3.90 %

S3 00 00 00 00 S3 02 06 02 10
00 % 00 % 00 % 00 % 1.56 % 4.68 % 1.56 % 7.81 %

S4 00 02 01 03 S4 01 03 03 07
00 % 3.63 % 1.81 % 5.45 % 0.78 % 2.34 % 2.34 % 5.46 %

S5 00 01 00 01 S5 00 05 00 05
00 % 1.81 % 00 % 1.81 % 00 % 3.90 % 00 % 3.90 %

S6 00 01 01 02 S6 01 03 01 05
00 % 1.81 % 1.81 % 3.63 % 0.78 % 2.34 % 0.78 % 3.90 %

S7 02 00 00 02 S7 00 06 02 08
3.63 % 00 % 00 % 3.63 % 00 % 4.68 % 1.56 % 6.25 %

S8 01 01 00 02 S8 01 02 00 03
1.81 % 1.81 % 00 % 3.63 % 0.78 % 1.56 % 00 % 2.34 %

S9 01 01 00 02 S9 00 03 00 03
1.81 % 1.81 % 00 % 3.63 % 00 % 2.34 % 00 % 2.34 %

S10 00 01 00 01 S10 02 03 00 05
00 % 1.81 % 00 % 1.81 % 1.56 % 2.34 % 00 % 3.90 %

S11 02 02 00 04 S11 02 05 02 09
3.63 % 3.63 % 00 % 7.27 % 1.56 % 3.90 % 1.56 % 7.03 %

S12 00 01 00 01 S12 01 01 00 02
00 % 1.81 % 00 % 1.81 % 0.78 % 0.78 % 00 % 1.56 %

S13 00 01 00 01 S13 00 01 01 02
00 % 1.81 % 00 % 1.81 % 00 % 0.78 % 0.78 % 1.56 %

S14 00 01 00 01 S14 02 01 01 04
00 % 1.81 % 00 % 1.81 % 1.56 % 0.78 % 0.78 % 3.12 %

S15 00 00 00 00 S15 01 05 02 08
00 % 00 % 00 % 00 % 0.78 % 3.90 % 1.56 % 6.25 %

S16 00 00 00 00 S16 00 02 01 03
00 % 00 % 00 % 00 % 00 % 1.56 % 0.78 % 2.34 %

S17 03 01 00 04 S17 00 04 00 04
5.45 % 1.81 % 00 % 7.27 % 00 % 3.12 % 00 % 3.12 %

S18 00 01 01 02 S18 00 05 01 06
00 % 1.81 % 1.81 % 3.63 % 00 % 3.90 % 0.78 % 4.68 %

S19 00 00 02 02 S19 01 03 00 04
00 % 00 % 3.63 % 3.63 % 0.78 % 2.34 % 00 % 3.12 %

S20 01 01 01 03 S20 01 02 02 05
1.81 % 1.81 % 1.81 % 5.45 % 0.78% 1.56 % 1.56 % 3.90 %

S21 01 00 01 02 S21 00 02 00 02
1.81 % 00 % 1.81 % 3.63 % 00 % 1.56 % 00 % 1.56 %

S22
00 01 00 01

S22
00 01 01 02

00 % 1.81 % 00 % 1.81 % 00 % 0.78 % 0.78 % 1.56 %

S23
00 02 00 02

S23
01 02 03 06

00 % 3.63 % 00 % 3.63 % 0.78 % 1.56 % 2.34 % 4.68 %

S24 01 01 00 02 S24 00 04 00 04
1.81 % 1.81 % 00 % 3.63 % 00 % 3.12 % 00 % 3.12 %

S25 01 02 01 04 S25 00 00 00 00
1.81 % 3.63 % 1.81 % 7.27 % 00 % 00 % 00 % 00 %

S26 02 01 00 03 S26 00 01 00 01
3.63 % 1.81 % 00 % 5.45 % 00 % 0.78 % 00 % 0.78 %

S27 00 00 00 00 S27 00 01 00 01
00 % 00 % 00 % 00 % 00 % 0.78 % 00 % 0.78 %

S28 00 01 01 02 S28 02 04 01 07
00 % 1.81 % 1.81 % 3.63 % 1.56 % 3.12 % 0.78 % 5.46 %

S29 01 00 00 01 S29 00 01 00 01
1.81 % 00 % 00 % 1.81 % 00 % 0.78 % 00 % 0.78 %

S30 00 02 01 03 S30 01 01 00 02
1.75 % 3.63 % 1.81 % 5.45 % 0.78 % 0.78 % 00 % 1.56 %

Total 17 27 11 55 Total 22 82 24 128
30.90 % 49.09 % 20 % 100 % 17.18 % 64.06 % 18.75% 100%
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Conclusion

In so far, this chapter provides a description and an analysis of the results of the

experiment. It includes a pre-test and a post-test. The main purpose of the experiment is to test

students’ awareness in employing the academic writing features of objectivity, formality, and

cautious writing. The results of the pre-test revealed that the participants of both groups

recorded nearly the same low rates of occurrences of academic writing features. This means

that students are subjective in their writings, i.e. they overused personal pronouns.

Furthermore, they were informal in the sense that they used a lot of contracted forms and

colloquial expressions that should be avoided in academic writing. The same for cautious

writing which was not present in students’ essays. Besides, the post-test results showed that

the experimental group achieved to some extent some improvements in comparison to the

control group, i.e., participants become aware of academic writing conventions after the

experiment treatment. However, to make an efficient awareness building strategy about

academic writing conventions, there should be a sufficient time allocated to teach Written

Expression, because two sessions per week are not enough to teach and practice academic

writing.

.
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General Conclusion and Recommendations

The aim of the present research is to point out that teaching academic writing should

focus on the main rules that make an academic text different from the other kinds of writing.

Furthermore, this study is devoted to investigate the extent to which second years at the

Department of English Language, University of Constantine are aware of the nature of

academic writing and its features. To answer the questions asked in this research, we

hypothesized that if second year students receive explicit instructions about academic writing

conventions, they will be aware of such conventions and their writing quality will be

improved in writing academic papers. Before testing the hypothesis, a theoretical background

was provided which consists of three chapters that discussed the most important issues which

are relevant to the aim of the study. The first chapter shed some light on the writing skill and

its definitions; its main stages and its process. Moreover, the chapter discussed the different

types of writing and academic writing in particular. It also dealt with the different methods of

development in writing such as description, narration, and argumentation. The second chapter

discussed the notion of academic writing and its nature, as well as the difference between

academic and non-academic writing. The chapter evenly tried to tackle the common genres of

academic writing that students encounter in their studies. Furthermore, a detailed discussion

was provided about the features that govern academic writing as formality, cautious writing,

and academic vocabulary. The third chapter discussed language awareness and its different

types. Moreover, awareness raising strategies were provided. These strategies would help

students to be aware of academic writing features. The fourth chapter was devoted to the

practical part. It was about the analysis of teachers’ and students’ questionnaires. The results

showed that students have a limited knowledge about academic writing features. Such a

weakness could be the lack of exposure and of explicit instructions about academic writing.
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At the same time, the chapter was about the analysis of the data obtained from the second

research tool which was an experiment. The results of the pre-test showed that the participants

of the control group and the experimental group recorded approximately the same low

percentages of academic writing features; whereas the post-test results revealed that the

experimental group achieved some improvements after the treatment in writing academic

essays compared to the control group. Both results allow the researcher to say that the

hypothesis is to some extent confirmed.

In the light of these obtained results, the researcher advanced the following

recommendations:

- It is important to raise students’ awareness about the nature of academic writing through

the inclusion of a course in the Written Expression program, i.e., students need to have a

theoretical background on academic writing. This course includes the meaning of academic

writing and its different types, as well as the rules that govern academic writing. Second,

teachers should provide their students with explicit instructions and guidance on how to

construct an academic paper. These instructions would be as contributing factors to be aware

and understand the requirements of academic writing.

- There should be an intensive practice in Written Expression sessions. This means that the

more students write the different types of essays, the more they adopt the standards of the

writing skill in general and in particular academic writing.

- For such an awareness raising about academic writing features, more time and sessions are

needed. This means that the time devoted by the researcher in the present study to teach the

students academic writing, four weeks besides the sessions of writing the nine essays of the

research experiment, was not enough to cover all the necessities of doing a research.

- Teachers should cooperate together in the sense that they rely on unified teaching materials

that include the appropriate courses of academic writing.
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- Students have to read authentic materials that include academic texts and see how

professional academic writers construct their papers. These academic texts include absolutely

the different conventions of academic writing; thus, students would be aware and familiar

with academic writing rules. So , it is important to think that there should be sessions devoted

to the reading skill besides writing, so that we can ensure that students would read.
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University of Constantine 1

Department of Letters and English Language

Teachers’ Pilot Questionnaire

Dear colleagues,

This questionnaire is part of research on academic writing and raising students’

awareness about its features. Please tick the appropriate box or give full answers whenever

necessary. I would be thankful if you could fill in this questionnaire.

Mrs. Mechitoua Nassima

1) General information

1) Which degree do you hold?

a) Master/Magister                                     b) Ph D

2) How many years have you been teaching English?

a) 1-5 years      b) 5-10 years      c) 10-20 years           d) 20years and above

2) Teachers’ perception of students’ academic writing

3) What is your opinion of second year academic writing knowledge?

…………………………………………………………………………………

…………………………………………………………………………..

4) Do students write academically in their assignments? Justify your answer.

…………………………………………………………………………………………

5) Are students aware of academic writing genre, particularly its main features?

a) Yes                                b) No

6) What is your definition of academic writing?

…………………………………………………………………………………………………

…………………………………………………………………………………………
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7) Do you think that explicit instructions play a role in raising students’ awareness about

academic writing features? Explain

…………………………………………………………………………………………………

…………………………………………………………………………………………….

8) Do you think that the inclusion of academic writing courses within 2nd year Written

Expression course may help them to raise their awareness towards academic writing features?

a) Yes                                       b) No

9) Do you think that 2 sessions per week of Written Expression are enough to help students

write academically? Justify your answer.

a)Yes                                    b) No

…………………………………………………………………………………………

3) Teachers’ approach (es) in students’ writing

10) Which approach (es) do you follow when teaching writing? Explain

…………………………………………………………………………………………………

…………………………………………………………………………………………

11) Do you think that teaching academic writing should focus on the main features that make

this genre distinct from other writing genres? Explain

…………………………………………………………………………………………

Thanks
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Teachers’ Questionnaire
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University of Constantine 1

Department of Letters and English Language

Teachers’ Questionnaire

Dear colleagues,

This questionnaire is part of research on academic writing and raising students’

awareness about its features.  I shall be very thankful had you filled in this questionnaire.

Mrs. Mechitoua Nassima

1. Which degree do you hold?

a) Master/Magister                                                   b) Ph D

2. Teaching Experience

a) 1-5 years              b) 5-10 years            c) 10-20 years             d) 20years and above

3. Teaching Experience with Written Expression ?

a) 1year                           b) 2years                     c) more than 3years

4. What is your opinion of second year academic writing knowledge?

a) limited knowledge             b) they have knowledge                 c) they don’t have

5. Do second year English students have problems when writing assignments.

a) Yes                               b) No

If yes, what are they?

……………………………………………………………………………………..

6. Do students write academically?

a) Yes                               b) No
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7. What is your definition of academic writing?

…………………………………………………………………………………………

8. What do you think should be done to improve students’ use of academic writing

features?

…………………………………………………………………………………………

9. Do you think that explicit instructions play a major role in raising students’

awareness about academic writing features?

a) Yes                            b) No

If yes, explain why?

…………………………………………………………………………………………

10. Do you think that teaching academic writing per se to second years would help them

raise their awareness towards academic writing features?

a) Yes                                       b) No

11. What do you think the effective constituents of teaching academic writing?

…………………………………………………………………………………

12. Do you think that two sessions per week of written Expression/Academic writing

would help students write academically?

a)Yes                                    b) No

…………………………………………………………………………………………

Please, say why.

………………………………………………………………………………………………..
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13. In your opinion, what makes students not use (if they don’t use) academic writing

features in their written production?

a) Lack of explicit instructions          b) lack of practice            c) no exposure to exposure to

academic texts

14. Which approach (es) do you follow when teaching writing?

a) Process approach          b) product approach           c) genre approach

15. Please explain the reasons for your choice

…………………………………………………………………………………………………

16. How do you evaluate students’ good but non-academic writing?

a) I draw their attention that they are non-academic

b) I don’t draw their attention because I focus more on other aspects of writing

17. How would you consider an assignment which contains the different features of

academic writing?

……………………………………………………………………………………………...

18. Do you think that teaching academic writing should focus on the main features that

make this genre distinct from other writing genres?

a) Yes                           b) No

Please explain why?

…………………………………………………………………………………………………

Many thanks
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University of Constantine 1

Department of Letters and English Languages

Students’ Pilot Questionnaire

Dear students

I would be thankful if you could answer this questionnaire.

1) General information

1- How many years have you been studying English?

…………………………………………………………

2) Students’ perception of academic writing

2- What kind of writing assignment do you practice most at the university?

a) Paragraph b) Essay c) Research paper d) Summaries

3- Do you write these writing genres academically?

a) Yes b) No c) Do not know

4- In your opinion, what is meant by academic writing?

…………………………………………………………………………………………

5- Do you know that academic writing is characterized by different features?

a) Yes b) No

6- Do you know what are the main features of academic writing? If yes, name them.

a) Yes                                    b) No
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…………………………………………………………………………………………

7- Do you think that your teachers prepared you adequately to write academically at the

university?

a) Yes                                  b) No

8- Do you think that there should be courses in your curriculum about the nature of

academic writing and its conventions?

a) Yes                           b) No                         c) Not necessary

9- Do you think that these courses may raise your awareness about academic writing

conventions?

a) Yes                             b) No

Give reasons for your answer.

……………………………………………………………………………….

Thank you
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University of Constantine 1

Department of Letters and English Languages

Students’ Questionnaire

Dear students

I would be thankful if you could answer this questionnaire. Please tick (   ) the

appropriate box, or give full answers whenever necessary.

1. How many years have you been studying English?

……...years

2. What kind of writing assignment do you practice most at the university?

a) Paragraph b) Essay c) Research paper d) Summaries

3. Do you write these academically?

a) yes b) no c) do not know

4. In your opinion, what is academic writing?

…………………………………………………………………………………………

5. Do you know that academic writing is characterized by different features?

a) yes b) no

6. Do you know what are the main features of academic writing? If yes, name them.

a) yes b) no
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………………………………………………………………………………………….

7. Do you think that your teachers prepared you adequately to write academically at the

university?

a) yes                                              b) no

8. Do you think that there should be courses in your curriculum about the nature of

academic writing and its conventions?

a) yes                               b) no                                             c) not necessary

9. Do you think that such courses may let you know/learn academic writing

conventions?

a) yes b) no

Give reasons for your answer.

…………………………………………………………………………………………

10. Do you receive explicit instructions and sample texts about how academic writing

should be?

a) yes                                  b) no

11. Do you think that explicit teaching and instructions about academic writing may

make you aware of academic writing features?

a) yes                                 b) no

Explain

…………………………………………………………………………………………….
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12. In your opinion, what do your teachers focus when they evaluate your writing? You

may choose more than one answer.

a) content                            b) grammar                       c) academic features

13. Do you think that two sessions per week of Written Expression help you to learn/ to

write academically?

a) yes                                      b) no

If no, what do you suggest?

…………………………………………………………………………………………

14. When you write assignments, do your teachers give you a written or oral feedback

concerning academic writing? If yes, what do they tell you?

a) yes b) no

If yes, what do they tell you?

……………………………………………………………………………………….

15. What best makes you aware that academic writing is characterized by different

features?

a) Extensive practice

b) Explicit teaching and instructions

c) Giving model texts

d) providing feedback

Thank you
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Résumé

Cette recherche a pour objet de souligner que l'enseignement de l'écrit académique devrait se

concentrer sur les principales caractéristiques qui font de ce type d'écrit différent des autres

types d'écrits. Il tente également de déterminer dans quelle mesure les étudiants de deuxième

année au Département d'anglais, Université de Constantine 1, sont conscients des

caractéristiques d’écrit académique, ainsi que si ils utilisent ces caractéristiques

principalement l'objectivité, la formalité, et l'écriture prudente dans leurs productions écrites.

De ce qui précède, nous faisons l'hypothèse que si les étudiants de deuxième année reçoivent

des instructions explicites sur les conventions d'écrit académique, ils seront conscients des

caractéristiques d'écrit académique et leur qualité d'écriture sera améliorée dans la rédaction

des écrits académiques. Pour tester cette hypothèse, deux outils de recherche sont utilisés; des

questionnaires pour les enseignants et les étudiants et une expérimentation (pré-test, post-test)

qui ont été entrepris par un échantillon aléatoire d’étudiants. Les résultats montrent que les

étudiants manquent de connaissances sur les conventions d'écrit académique. D'autre part, les

résultats de l'expérimentation montrent que le groupe expérimental montre une amélioration

quant à l'utilisation des caractéristiques d'écrit académique après le traitement par rapport au

groupe de contrôle qui ne reçoivent pas d'instructions explicites.
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ملخص

إلى أن تدریس الكتابـة الأكادیمیة یجب أن یـركز على السمــات البــارزة البحثیشیر ھذا

كما یحاول ھذا. الكتاباتالتي تجـعل ھدا النوع من الكتابة مختلفة عن الأنواع الأخرى من

ة جامعة البحث إلى الكشـف عن أي مدى طلاب السنة الثانیـة في قسم اللغة الإنجلیزی

ممیزات الكتابة الأكادیمیة و أیضا إذا كانت تستخدم ھاتھ السمات في بقسنطینة على علم

فإننا نفترض , و على ضوء ھذا.كتاباتھم الجامعیة كالموضوعیة الشكلیة و الكتابة الحذرة 

لاب السنة الثانیة تعلیمات صریحة حول قواعد الكتابة الأكادیمیة فسوف انھ إذا تلقى ط

ه و لاختبار ھذ.على بینة من میزات الكتابة الأكادیمیة و تتحسن نوعیة كتاباتھمنیكونو

الأولى ھي استبیانات قدمت للأساتذة و الأداة.الفرضیة نستخدم اثنین من أدوات البحث 

ن من قبل عینة عشوائیة من الأداتاو أجریت ھاتان. تجربةة ھي عبارة عنالطلبة و الثانی

و .الأكادیمیةافتقار الطلاب للمعرفة حول قواعد الكتابة إلىتظھر نتائج الدراسة.الطلبة

من ناحیة أخرى تكشف نتائج التجربة على أن المجموعة الإختباریة أظھرت تحسنا في 

التي لم تتلقى أي تعلیمات ع مجموعة التحكماستخدام ممیزات الكتابة الأكادیمیة مقارنة م

.صریحة
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